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REPORT SUMMARY

This research on gender and pupil performance was commissoned by the Scottish Executive
Education Depatment. Its am was to provide information about the reasons for gender
differences in attainment a school, and ways in which gender differences are being addressed
in Scottish schools. Below we summarise each of the chapters in the report.

Chapter 1: Context and Design

Higoricd trends in attanment a age 16 show that levels of atanment of both femdes
and males have risen subgtantidly since 1965, but that the rise was greater for femees
than maes. Lower average atanment by maes compared with femaes has been evident
since 1975.

The focus of equa opportunities policies have changed over time, and most recently a
policy of mainstreaming equa opportunities has been introduced.

The policy of rasng dsandards in Scottish schools has brought a new focus on
underachievement by males.

The research literature has identified gender differences in  attitudes, confidence,
behaviour and classsoom interaction. Differences are explained in terms of peer pressure,
different gpproaches to assessment and curricular tasks, teaching and learning processes
and the influence of pogt-school opportunities. All explandtions fal somewhere dong the
nature- nurture continuum, athough purdy biologica explanations are not favoured.

Studies of gender differences in other countries report smilar trends and issues to the
literature in Britain.

We have emphassed the importance of not treating boys and girls as homogeneous
groups, snce there are clearly differences within groups by socia background and
gthnicity and dmilarities in atanment between boys and girls ae far greater than
differences.

The research was mainly based on datistical andyss of official data and case dudies of
gx secondary schools, which were in the early dsages of implementing drategies to
address gender differences.

Chapter 2: Where does the problem lie?

This chapter delved beneath the average gender gap in atanment at Standard Grade to
ask where the problem redlly lay? It reveded a complex picture of gender differences and
other inequdities in education, al of which need to be taken into account.

There are clear gender differences in subject choice where there is room for choice.
Reasons given for differences in  subject choice include gendered attitudes and
dereotypes, vocationa relevance of subjects, intrindc interest in subject areas and
perceived difficulty of subjects.

At Standard Grade, females were more likely than maes to gain awards in dmog dl the
subjects they studied.

At Higher Grade, femdes were more likely than males to gain passes a A-Cin dmog dl
the subjects they took. Females were dso more likely than males to gain awards at A.
However, there were a few subjects in which made candidates were more likdy than
femde candidates to gain an award a A; these included modern languages, mathematics,
biology, chemistry, economics, accounting and finance.
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Gender differences are evident a dl stages of schooling. Higher leves of atanment by
girls compared to boys have been identified at pre-school and primary stages.

There is conflicting evidence as to whether boys catch up with girls in the pod-
compulsory stages.
More boys than girls are identified as needing learning and behaviour support.

Differences in atanment between maes and femdes are found a al levds of socid-
class background. The average effect of gender on atanment is samdler than the effect of
socid class on atainment.

There are no systematic differences between schools in the extent of gender differences.

Nine out of ten primary school teachers are femae, and dightly over hdf of secondary
teachers arefemde.

Maes are disproportionately represented in the promoted grades in both primary and
secondary schools.

The gender profile of subject-teaching dtaff reflects gender differences in uptake of
subjects by pupils.

Chapter 3: Factors associated with gender differences: the views of
staff and pupils

The views of teachers and pupils on factors associated with gender differences were
broadly in accordance with the findings in the research literature.

Teachers and pupils explained boys underachievement in terms of peer group pressure,
boys being less mature and less motivated than girls and teachers, but not pupils, said that
prevaent teaching styles suited girls learning styles better than boys .

Girls were seen as more likely to lack confidence in ther own abilities, to worry about
their performance in coursework and examinations and less likdly to volunteer answvers in
dass than boys.

Boys were seen as more likely to contribute to classsoom discussons and to atract the
teacher’ s attention through misbehaviour.

Teachers believed that they applied the same rules to dl pupils, and that any differences
in behaviour towards boys and girls were in response to the pupils own behaviour.

Pupil groups believed that boys got harsher punishments than girls for the same
misdemeanours and that girls were expected to behave better than boys by teachers.

Girls were generally seen as nore co-operative, more organised and more likely to get on
with a task, to do what they were asked to do and to produce neater work. They were aso
seen as more hesitant on practicd tasks.

Boys were seen as more competitive, more confident, more willing to have a go at
something, as needing more help to bresk a task down into sub-gods and more likely to
cram for an examination at the last minute, rather than working steedily through the year.

Parents, home background, the loca area and society were dl seen as very important
influences on young peopl€ s views about what it means to be mae and female.

The link between socid disadvantage and low attainment was seen by Staff as connected
with parentad attitudes towards education. This was contradicted by pupil groups who
amogs unanimoudy dated that their parents encouraged them to do wel a school in
order to increase their post-school opportunities.
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Chapter 4: Strategies for addressing gender differences

About haf the locad authorities in Scotland ieported that schools in their areas were trying
out gspecific drategies amed a addressng gender differences, while the remainder
reported orientation and preparation activities only or no activity a dl. This information
was based on asurvey of al education authoritiesin January 2000.

Some of the initid deps taken by schools, that were getting Started on dtrategies
addressing gender differences in atanment, included rasng awareness of the issues,
INSET, deveopment of whole-school policies, formation of working groups, forging
cross-sector links, consultation with students and involving parents. We concluded that dl
of these gpproaches are potentialy valuable aspects of good practice.

Schools were attempting to change gender Stereotypes, attitudes and aspiraions from a
number of different angles. These included teaching about equa opportunities, providing
positive role models, addressing issues of subject choice, careers choice and aspirations,
and providing motivetion to pupils through prase and awards. All of these approaches
were linked and apparently reinforced each other. There is evidence (reported in Chapter
5) that equa opportunities teaching in schools has affected young people's attitudes and
aspirations and encouraged them to believe in the principle of equa opportunities.

The main gpproaches adopted by schools in the area of learning, teaching and classroom
management were specific teaching and learning dtrategies, teachers sharing experience
with each other, literacy drategies, sngle-sex classes and boy-girl segting. The firg three
were viewed by teachers as good practice for dl pupils. Sngle sex class and boy-gil
seeting had disadvantages as well as advantages.

Some drategies amed a addressng underachievement had implications for gender
differences because more boys than girls were perceived to be under-achieving. Strategies
percaved to be successful included study support, mentoring, and building confidence
and «df-eteem. Some schools were developing systems of target-setting for individud
pupils, but it wastoo early to tell how successful these systems will be.

Chapter 5: Work, family and school: The views of pupils and
parents

All of the young people believed in the importance of gaining good qudifications at
school. Qualifications were seen as essentia to securing agood job in the future.

Almog dl of the young people believed that it was equaly important for both boys and
girlsto gain good qudifications.

The young people generdly held modern, rather than traditiond views on the roles of
men and women in work and the family. They agreed, in principle, with equd
opportunities, however, their views were tempered by the inequdities they saw around
them in their own families and the workplace.

One-fifth of the boys Hill believed that the man should be the main breadwinner in the
family.

The vast mgority of the young people agreed that it was important for men and women to
have successful and worthwhile careers and that women and men could do any jobs tey
wanted to these days. They were aware, however, that men and women entering nor:
traditiona occupations could face prgudice from employers and colleagues and that
employers might favour men because of the risk of women leaving through pregnancy.
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Young people were dmost unanimous that childcare should be a joint respongbhility,
athough they were aware that this was most often done by women. Some boys said that it
would be more likely to be the woman because the man would have the better job.

The future aspirations of young maes and femaes were broadly smilar. Mdes and
femades hed smilar views of ther own drengths. In this aea, there were more
differences by ability level within the genders than between the genders.

Pupils believed tha having a good rdationship with the teacher improved their
performance a school. They liked teachers who treated them with respect, could have a
laugh and who put effort into making the work enjoyable.

Over hdf the boys and dmogt one-quarter of the girls said that ther friends would make
fun of them if they worked too hard at school.

Some boys 4ill believed that it was not OK for boys to cry. Girls generdly thought it was
OK for both sexesto cry.

Parents views were very gmilar to those of pupils. They dsrongly beieved in the
importance of gaining good qudifications at school for securing future prospects, and the
mgority hoped that their children would have good carears, a hedthy lifestyle and good
friendsin the future. Parents aspirations did not vary for their sons and daughters.

Parents views on equa opportunities were dso very dmilar to those of pupils. They
generdly believed that it was equaly important for men and women to have successful
and worthwhile careers, that childcare should be a joint responsbility and that men and
women could do any jobs they wanted to these days. They were aware that young people
entering non-traditional jobs might encounter difficulties and a handful ill saw it as the
man’'s respongbility to be the main breadwinner.

Chapter 6:Primary school issues

Vi

Gender differences in performance emerge in the pre-school stages and are evident
throughout primary educeation.

There is a need for grester awareness in primary schools of gender differences in
performance. This could be helped by the increased availability of datistical data broken
down by gender. Some daff had used Nationa Test results in literacy and numeracy to
examine and compare the performance of boys and girls.

At the pre-school stages and during Primary 1 girls were rated by teachers as having
ggnificantly higher levels of persond, socid and emotiona development.

Girls tended to have more highly developed literacy kills than boys throughout primary
educetion.

Evidence about gender differencesin mathemetica ability was mixed.

As in secondary schools, primary Staff reported that boys were less mature than girls,
more likely to misbehave, were subject to peer pressure not to achieve and that boys and
girls tended to prefer different learning dyles. These gender differences were seen to
increase during the course of primary education.

Parents, the local area and society were seen as important influences on young children’'s
development of idess about being mde and femde Paents were seen as having a
ggnificant impact on children’s atitudes towards and performance in school.

The gender imbaance in the daff profile in primary schools was viewed with concern,
because of the lack of mae role modds available to pupils.
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Views on whether girls and boys pay together were mixed and varied by age group. Play
was seen as an important arena where young children communicated to each other ideas
about being male and femde.

Strategies amed a addressing gender differences in primary schools had focused on
improving boys literacy, employing a broader range of teaching styles and on improving
boys organisation and presentation skills.

Chapter 7: Main conclusions and recommendations

Under-achievement: who isunder-achieving?

Girls on average, are ataining more highly in school examinations than boys. Average
figures, however, conced many differences between groups of pupils. Some maes achieve
very high leveds of atanment, and some femdes fal to achieve examinaion awards. Our
research showed far greater differences in school experiences between high atainers and low
atainers of both sexes than between boys and girls. We agree with the conclusons of other
researchers (Collins et al, 2000) that it is more helpful to consder the “gender jigsaw” than
the “gender gap” because maes and femaes are not homogeneous groups. These authors aso
advocate condderation of which mdes ae disadvantaged and which femdes ae
disadvantaged, what they have termed a “which boys? which girls?” gpproach.

What do we mean by under-achieving?

There is a need to revist the question: “What do we mean by underachieving? Most
common perceptions of achievement/ underachievement are based on levels of attanment at
Standard Grade and Higher Grade, which are academic examinations. A number of our
respondents reflected on the view tha the curriculum and examination dructures within
Scottish schools favoured pupils whose abilities were academic, and disadvantaged pupils
whose &bilities were of a practicd or atigic nature. Some questioned whether exigting
curriculum and assessment favoured “girl-type’ learners to a greater extent than “boy-type”
learners. Others suggested that the content of the curricullum gives messages to young people
about the sort of achievement which is valued.

Focusing on the under-achievement of boys at the end of compulsory schooling is
too simplistic

A much more complex definition of the problem needs to be adopted which takes account of
al of the following factors:
there are continuing inequdities for femaesin education and beyond;

there are persgent and marked differences in attainment for both sexes by socid class
background: gender is in fact a much smdler source of inequality and underachievement
in education than socid class.

there are gender, and socid class, differencesin performance from pre-school onwards;

there are gender differences in uptake and attainment in different subjects across the
curriculum;

the notion of boys underachievement is based on an average not dl boys ae
underachieving and not dl girls are doing well;

there are gender differencesin assgnment to learning and behaviour support.

Vil
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Factorsinfluencing gender differences are complex

We conclude that there is a complex bundle of interacting factors which influence young
peoples attitudes, aspirations, expectations and confidence levels, thereby influencing ther
behaviour and performance at school. These include:

teacher-pupil relationships and classroom interactions;
the interaction of teaching and learning Kyles;
curriculum content and assessment methods;

the promoation of equa opportunitiesin schoals,
wider school ethos;

the attitudes and behaviour of peers,

parents attitudes towards educetion, their views on gender roles and their own roles in
the family and the workplace;

opportunities available to young people post-school and in the future;

culturd views of mae and female roles represented in the media;

exiging inequdities by gender in the family and workplace, including within schools;
individud biologicd make-up.

It is cler that there is no dmple explanation for gender differences in performance.
Furthermore, any explanatiion of gender differences needs to take account of changes over
time and gmilaities and differences across cultures. This renders dmple biologicd
explanations inadequate. We do not want to deny that each person’s individua biologica
make-up is influentid, but rather to argue that this interacts with a whole host of socid,
environmental and culturd factors. Indeed the evidence suggests that the socid, culturd and
environmenta factors are of great dgnificance in the development of each young person’s
idess, interests, aspirations and beiefs. The explanation chosen is important because it
determines the course of action decided upon to address the problem. We would thus argue
for the adoption of a complex explanation, which takes account of dl of the factors listed
above.

Gender differences occur in classroom interactions and approaches to assessments

The research review and interviews with case study respondents showed evidence of gender
differences in interactions in a range of classoom dgtuaions and in gpproach to and
attainment in different kinds of tasks and assessments.

No single strategy will be sufficient to address the complex range of inequalitiesin
education

Given the complexity of gender (and other) inequdities in education and the range of factors
that have been shown to influence these differences, we conclude that no single drategy will
be aufficent to address these issues. Instead a range of dstrategies needs to be adopted to
address different aspects of the problem and strategies need to be considered at al stages of
school education.

viii
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Gender differences; what can be done?

Many of the drategies adopted to address gender differences in performance were seen as
generd good practice by the daff in the case study schools. These included raising awareness
of gender differences among daff, devdopment of whole-school policies, formation of cross-
curricdar working groups, forging cross-sector links, the involvement of pupils and parents,
conddering the redionship between teaching and leaning gyles, teachers sharing
experience with each other and codes on language and behaviour that were reinforced aross
the curriculum. Strategies aimed at encouraging boys to read a both primary and secondary
levels seemed to be having beneficid effects on boys. Other drategies, such as sngle sex
grouping and boy-girl sedting, seemed to have disadvantages as wdl as advantages. A
number of drategies targeted a under-achieving pupils had implications for gender
differences, because more boys than girls were percelved to be under-achieving. Strategies
amed a changing young people's dtitudes and aspirations gppear to have met with some
sucecess, in that young people believe in the principle of equa opportunities, however, they
are dill choosing fairly gender-typical subjects and occupations.

It was too soon to tell which strategies are most effective

In our research it was not possible to carry out a rigorous evauation of Strategies addressing
gender differences. There were two reasons for this — the short timescae of the research and
the lack of pupil-level data to analyse progress. Our research, therefore, offers an evaudion
based on the perceptions and experiences of respondents in our case studies.

More consultation with pupilsis needed

We bdieve that it is very important for schools to consult pupils about policies which affect
them, such as drategies addressng gender differences. Pupils should have opportunities to
contribute their views, and schools should be genuindy responsve. We anticipate that pupils
views may sometimes provide rdatively criticd feedback to school aff, but if schools are
genuine in seeking pupils views this can lead to policy improvemen.

Recommendations

1. We advocate the adoption of a “which boys, which girls” approach to addressing
underachievement.

2. A broader definition of achievement in schools needs to be re-emphasised.

3. There is a need to raise awareness in local authorities and schools of the complex,
interlocking range of inequalities in education, including differences by social class,
ethnicity and gender.

4, There should be a greater focus on inequalities by gender, social class and ethnicity at
the pre-school and primary stages.

5. Data should be collected on social class and ethnicity, and analysis of attainment at all
stages should be broken down by both of these as well as gender.

6. More data are needed at the primary stages on attainment and pupil characteristics.

7. Schools seeking to address gender differences need to take account of the complex
range of factors influencing young people.
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10.

11.

12.

13.

14.
15.

16.

17.

18.

19.

20.

21.
22.

Where they are not already aware of this, teachers need to be made aware of gendered
patterns of interaction in the classroom.

A variety of assessment modes should be used in order to provide pupils with the
opportunity to produce their best performance.

A range of strategies should be adopted by primary and secondary schools to address

different aspects of the problem of inequalities in attainment.

Where these are not already in place, schools should consider the adoption of strategies
identified as good practice for all pupils. These include:

raising awareness of gender differences (and other inequalities) among staff,
development of whole-school policies,

providing opportunities for teachers to share experience across the curriculum,
forging cross-sector links,

the involvement of pupils and parents,

codes on language and behaviour that were reinforced across the curriculum.

Schools and teachers should consider how teaching and learning styles interact in the
classroom and reflect on ways to improve teaching and learning for all pupils.

Strategies such as single sex grouping and loy-girl seating, should be adopted only
where the pros and cons have been fully considered.

Schools should consider ways to improve boys’ literacy skills from pre-school onwards.

Ways should be sought urgently to tackle the negative effects of peer pressure on pupils,
particularly boys.

Schools need to be flexible in finding ways to target young people identified as
underachieving, and considering the needs of the individual as well as the group.

Schools should continue to promote equal opportunities to pupils.

Schools and local authorities should continue to promote equal opportunities among
school staff and consider ways to redress the gender imbalance in the staff and

management profile.

Evaluation of strategies should be built in from the start. Criteria for the measurement of
their success should be identified and measured before and after implementation.

In order to really evaluate the effectiveness of strategies, further research is needed which
looks at changes over alonger time period.

There is a need for more genuine consultation with pupils over issues that concern them.

Teachers should note pupils’ comments on the importance of a good teacher-pupil
relationship in improving pupils’ performance at school.
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CHAPTER 1
CONTEXT AND DESIGN

Introduction

Differences between girls and boys in the experiences and outcomes of school education have
been issues of concern in Scottish education for nearly thirty years. Since the 1970s there has
been awareness that some aspects of school education may contribute to the disadvantaged
position of women in society and employment. More recently, there has been concern that the
levels of atanment of boys in school examinations has been lower than those of girls
Important issues of equdity of opportunity for femaes and maes need to be addressed by
school education.

Gender differences in attainment have become an incressing focus of policy over the past few
years because of their implications for Strategies to raise sandards of performance in Scottish
schools. If nationd targets for raisng atanment are to be met it is important that pupils of
both genders should achieve al they can.

The research described in this report was commissioned by the Scottish Executive to provide
information about these issues. The research was carried out over one year, in 2000, and was
based on datidicd andyss of officid daia and case dudies of Sx secondary schools in
different parts of Scotland, together with their associate primary schools. The ams of the
research wereto:

identify factors which influence the rdlaive atainment of maes and femdes,
provide advice on how good performance by both genders can be achieved.

Structure of the Report

In this chapter (Chapter 1) we describe the context of the research:
the historica and policy contexts;
themes from the research on gender and education;
research design.

In Chapter 2 we address the question Where does the problem lie? We use both satitica
information and interview data to identify gender differences at al school stages from pre-
school, through primary and secondary stages. We look at differences in participation and
attanment between curricular areas, and in referd to learning and behaviourd support.
Finally, we look at issues concerning the gender profile of teaching taff.

In Chapter 3 we address the question What are the factors associated with attainment? We
look a the ways in which gender differences are conceptudised by our interviewees in
Scottish schools.

In Chapter 4 we ask What dtrategies are being used by schools to address gender
differences? Informaion for this chepter came patly from our survey of Scottish locd
authorities, and partly from case study schools. We found that a very wide range of Strategies
were being used to address issues of gender and underachievement. We give a brief
description of each, together with an outline of advantages and disadvantages described by
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our respondents. In the short time-scale of this research project it was not possible for us to
gather quantitative evidence on the effectiveness of any of the Srategies.

In Chapters 4 and 5 (to follow) we examine specific issues in primary schools, and additiona
information provided by parents and pupils.

In Chapter 6 we discuss the key issues that have emerged from the research and provide our
conclusions and suggestions for practitioners and policy-makers.

Historical context

From the earliest provison of schooling to very recent times girls have had less opportunities
for educationd advancement than boys due to a combination of economic, socid and
inditutional condraints. There is a widdy-hedd myth that Scottish education embodies the
principles of socid unity, democracy and equdity (Bryce and Humes, 1999). A feature of the
myth is the “lad o'pairts’, the boy of modest socid origins from a rurd or smal-town
background, climbing the educationa ladder to obtain postions in such professons as the
minigtry, school teaching or civil service (Anderson 1999). However, gender equdity is not a
feature of this myth, and there is no equivaent “lass o'pairts’ (Paterson and Fewell, 1990).
Ealy evidence of gender inequality in educetion is the difference in levels of formd literacy
in 1851: 89 percent of men compared with 77 percent of women could sign the marriage
regiger rather than putting a mark (Anderson, 1999). The first move towards gender equdity
was brought about in 1872 by the introduction of a state syslem of compulsory education for
the 513 ages, and by 1900 damost dl maes and femaes were formdly literate (Op cit p219.)
In 1947 the introduction of compulsory education to the age of 15 removed a further barrier
to equdity of opportunity in education.

Comprehensive reorganisation in 1965

Comprehensive reorganisation in 1965 was another mgor reform which had implications for
gender differences, but did not have an overt am to address gender inequality. Prior to 1965,
there was a sdective system of secondary schooling in Scotland. A “qudifying examination”
a the age of tweve identified pupils of exceptiond tdent who might go to the senior
secondary school, while the mgority of pupils atended junior secondary schools. In some
aress there were omnibus schools which had both junior and senior secondary streams. There
is evidence from esewhere in the United Kingdom of the pass rate for the eevent plus
examination being st & a lower levd for boys than girls in order to ensure that sufficient
numbers of boys entered Grammar schools (Gipps and Murphy, 1994), however we have not
found any evidence of gender differentiation in the Scottish “qualifying examination”. Senior
secondary pupils took courses for the School Leaving Certificate (later the Scottish
Certificate of Education) which was consdered suitable only for the top 30 percent of the
ability range. Junior secondary pupils left school a age 15 without Stting examinations.

Comprehensive reorganisation from 1965 removed a mgor barier to equaity of opportunity
in education, and had profound consequences for raisng levels of attanment. From 1965
sate-funded secondary schools were reorganised to provide dl-through comprehensive
schools for the S1 to S6 stages (12-18 age-group). As a consegquence of comprehensive
reorganisation, and subsequent raisng of the school-leaving age (ROSLA) to 16 in 1973,
there was a dramdic increese in overdl leves of atanment in public examinations, with
ggnificant gains among pupils of lower socio-economic datus (McPherson and Willms,

2
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1987). Attainment of both maes and femdes increased, but the atainment of femaes rose
more rapidly than that of males.

The Sex Discrimination Act 1975

The Sex Discrimination Act 1975 was the fird move towards providing equal access to the
curriculum for femdes and mdes, by meking it “unlanvful to refuse to dlow girls in a co-
educationa school to join a course or class to which boys are admitted and vice versa’
(Scottish Education Department (SED) 1976). Before the Sex Discrimination Act there had
been a report by HMI showing some overt discrimination in the provison of courses for girls
and boys (SED, 1975). However, jus by outlawing overt discrimingtion, the Sex
Discrimination Act could not address the deep-rooted gender-stereotypes which caused
pupils. parents and teachers to believe that some subjects were appropriate for males and
others for femaes.

The Technical and Vocational Education Initiative (TVEI)

The Technicd and Vocationd Education Initiative (TVEI) from 1984 was the firdg mgor
nationd initigtive to have the explicit objective of promoting gender equdity (Turner et al,
1995). Its main focus was to improve the technologicd and vocationd relevance of the
school curriculum, and it dso set out to reduce gender stereotypes with regard to subject
choice and career aspirations. As pat of TVElI equa opportunities co-ordinators were
gppointed in dl regiond authorities and this led to the creation of a network of support for
work on equa opportunities in schools, which has a lasting impact. By 1994, Turner et d
found only one local authority lacked a policy on equal opportunities (op. cit)

The Curriculum Framework and Standard Grade Reforms

A mgor st of reforms, initiated by the Munn and Dunning Committees in 1977, established
a badc enttittement to curriculum and examinations for pupils in the last two years of
compulsory schooling in the form of the Scottish Curriculum Framework from 1983. and
Standard Grade Examinations from 1986 (SED, 1977a; 1977b). Although these reforms did
not have any explicit focus on gender, by providing a core entitlement, they have reduced
gender (and socid class) inequdity in access to the curriculum and atainment (Croxford,
1996; Gamoran, 1996). For example, among school leavers in 1977 only 48 percent of
femaes had studied any science, compared with 71 percent of males but, by 1991 after the
introduction of the Curriculum Framework, the gender gap had dissppeared and amogt Al
school leavers had studied a science subject (Croxford, 1994).

Equal Opportunities

According to the Equa Opportunities Commisson report “Gender Equdity and Lifdong
Learning in Scotland” (Powney et al, 2000, pp.ii-iv) “The case for egudity in relation to
lifdong learning and gender arises from two issues of principle:

Gender equdity in lifdong learning is a matter of socid justice;

Enhancing gender equdity in lifdong learning will enhance Scottish society and the
Scottish economy.”
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This clearly agpplies to school as much as to post-school educational opportunities. Salisbury
and Ridddl (2000, p.308) note that “...gender continues to exert an influence upon, but not
determine lives, within a changing political context shaped by the market and by an equdity
agenda reflecting both individudised and collective concerns’. While the focus in
educationd arenas has shifted in recent years from the underachievement of girls to the
underachievement of boys, gender differences in education are cdearly ill an important focus
for concern (Powney, 1996).

Since the 1960s there have been different phases in the approach taken to equa opportunities.
Arnot et al characterised these as the equal opportunities phase, which was marked by
concern mainly about girls experiences within mae-dominated structures, followed by the
phase of concern for equity and social justice, in which more complicated interactions
between gender, race and poverty were explored. (Arnot et al, 1998).

The latest phase is the move to mainstream equal opportunities, a policy advocated by the
Equa Opportunities Commisson. The Equality Strategy sets out to maingream equd
opportunitiesinto the work of government.

“ Mainstreaming equality is the systematic integration of an equality perspective into the
everyday wor k of government, involving policy makers across all government departments,
as well as equality specialists and external partners.”

(Scottish Executive, 2000)

The firg areas in which the equdity dStrategy is to be developed are housng and education.

Performance indicators for school sdf-evduation have been developed (Scottish Executive,
1999).

Related historical changes

These policy developments have not occurred in isolation, but are a reflection of mgor socid
and economic changes that have taken place since the second world war, including changes
in attitudes towards gender roles (Arnot et al, 1999). Raterson (2000) notes that broad socia
change is not usudly grealy influenced by politicians or socid inditutions, but that
ingtitutions, such as comprehensive schoals, shape the impact that socia change has.

Prior to 1965 the mgority of boys and girls could expect to leave school a the age of 15 and
find employment, whereas today three-quarters say on a school beyond the minimum age
(Howieson et al, 2000). The changing nature of the Scottish economy, with decline in
manufacturing jobs and growth of service-oriented occupations, has removed the traditiona
opportunities for low-ataning young people to find work, and increased the incentive for
them to say on a school and gain qudifications. A recent review of the Scottish economy
stated:

“ Developmentsin the labour market will continue to have implications for gender working
patternsand, for some people, family life. The growth in service-oriented occupations and
portfolio employment will benefit those looking for part-time work; the decline n
manufacturing jobswill affect in particular male workersin full-time employment...thosein
lower skilled occupationswill need to adjust their expectationsand learn the skillsthat are
appropriate for jobs very different from those held by their parents’ generation.”
(Scottish Office, 1999)
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Historical Trendsin Attainment

There has been a cumulative effect of reforms and socid and economic changes on rising
levels of attainment from 1965 to the present. These are illusrated by Figure 1.1 which
shows trends in Scottish Certificate of Education (SCE) qudifications held by mde and
femae school |leavers since 1965. Trends are shown for two levels of attainment:

those who had no awards at O-grade A-C or Standard Grade 1-3;

those who had three or more Highers passes at A-C.

These are based on Satistical Bulletins published by the Scottish Executive (formerly known
as the Scottish Office). Data for 1965, 1970 and 1975 are shown as isolated points in Figure
1.1 because we have not found continuous data for the period prior to 1981.
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Figure 1.1: Trends in highest level of attainment of Scottish school leavers by gender,
1965-98: % with no awards at O-grade/Standard Grade (A-C/1-3),
and % gained 3+ Highers passes

At the top left hand corner of Figure 1.1 it can be seen tha in 1965, prior to comprehensive
reorganisation, 70 percent of both mae and femde school leavers left school with no SCE
qudifications. This proportion declined very steeply to 1975, and thereafter more steadily, so
that by 1998 only 12 percent of school leavers had no quaifications at Standard Grade 1 3.
The proportion of femaes leaving school with no qudifications declined more repidly than
the proportion of maes, so that asmal femde advantage first became apparent in 1975, and
subsequently increased up to 1991. Since 1991, the difference between males and femades in
the percentage with no SCE qudifications has remained farly congtant, and dthough the
proportion of both genders with no awards has declined the difference between them has not.

At the bottom left. hand corner of Figure 1.1 it can be seen that in 1965 only 12 percent of
school leavers had three or more Highers passes. This proportion has increased gradudly, and
by 1998 thirty percent of school leavers had three or more Highers passes. In 1965 and 1970
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the percentage of maes with 3+ Highers was dightly higher than the percentage of femaes,
but this podtion had been reversed by 1981. Thereafter, the proportion of femade school
leavers with three or more Highers has increased more rapidly than the proportion of males,
S0 that by 1998 35 percent of femae school leavers had this level of award compared with
only 26 percent of males.

To summarise the daidicd trends show thet levels of atanment by both maes and femaes
have risen very subgtantialy over the padt thirty years. Average levels of attanment by maes
have increased, dthough the increase has not been as great as that of femaes. Gender
differences in overdl atanment are not a recent phenomena but have been evident since
1975. Explanations of gender differences in attainment therefore need to take account of
factors that are not of recent origin.

Policy context

Gender differences in atanment have been an important focus of the policy statements and
supporting documentation related to Raising Sandards-Setting Targets (Scottish Office,
1998a) and Targeting Excellence - Modernising Scotland’s Schools (Scottish Office, 1999a).
Differences in the performance of males and femaes at Standard Grade and Higher Grade are
identified, and it is Sated:
“ Although the perfor mance of boys and girlsisimproving, that of girls continuesto surpass
that of boys. We must ensure that this differential is narrowed. If standards are to be
improved and schoolsareto reach their targets, the attainment of boys must be brought more
into line with that of girls.”
(Scottish Office, 1999a: Chapter 2, para 22)
As part of the supporting documentation for the policy of target-setting, issued by HMI Audit
Unit, eech school was provided with datistics of its own attainment broken down by gender,
together with recommendations as to how gender differences might be addressed. The
recommendations were as follows:

All teachers

Investigate how they respond to boys and girls in ther teaching; this can involve peer
observation or the use of video.

Investigate who and what is praised; pupils like to fed they can do wel and tha their
teacher cares.

Encourage dl pupils to take amore active part in lessons.

Encourage dl pupils to teke more responghbility for ther own learning and celebrate
SUCCeSSesS.

Exploit pupilS compstitiveness condructively as part of teaching and learning (to provide
contexts, andogies to hep effort, types of activity) and/or as part of a system of rewards
and incentives to complete work well.

Involve pupils in obsarvation and discusson of ther own behaviour to dert them to
gender-related issues.

Subject departments

Provide early and frequent feedback to pupils on their attainment.
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Condder the composition of groups, how often do boys and girls work in mixed pairs or
groups? Are seating arrangements conducive to learning?

Review teachers expectations of pupils organisation and presentation of notes, jotters,
folders and of the prompt submission of homework.

Review the extent to which assessment and feedback to pupils encourage them to identify
and st themsdves redligtic persond targets for improvement.

Condder the extent to which the strengths of under-achieving pupils are recognised and
built upon.

Build on some pupils preference for usng computers for organisng and presenting
work; provide supervised access to computers for study purposes a particular times
within and outwith the school day.

Ensure that pupils experiences in early stages, and early S1-S2, do not demotivate ether
boys or girlsin particular subjects.

Support for Pupils
Establish a peer “study buddy” system, using more senior pupils as partners/role models.
Work with pupils to set and review short-term persona targets regularly.
Ensure equity by gender in rewards and sanctions.

Ensure that careers guidance and work experience is offered equitably to al pupils
regardless of gender.

Discuss and address gtereotypes and myths with pupils a an early stage, especidly by the
end of S2.

Review the gender badance and roles of vigting speskers who have contact with pupils
about thar future plans.

|dentify and target under-achievers.

Actions for all: school ethos and partnership with parents
Build a culture of achievement: celebrate success.

Ensure that the School Board/Parent Teacher Association has the opportunity to discuss
any initiative to address under-achievement of boys and/or girls and how the school plans
to go about it.

Provide information to employers who have links with the school about approaches to
gender issues and encourage them to support a culture of achievement in any contects
with pupils.

Ensure agenda for action for individud pupils are shared with parents/carers in a postive
and congtructive way and at an early stage, so that they fed that their child can succeed.

Scottish Office (1998a)
The policy documents relating to setting targets mark a complete change in the trestment of
gender issues in government policy documents, and appears to be the man reason for the
current high profile of gender issues in Scottish secondary schools. One Headteacher
explained to us that dthough gender differences had been “garing them in the faceg’ for many
years, it was only when the gender breskdown of atainment per school was issued that
schools perceived it was a problem. Prior to the Setting Targets initigtive, the documents for
school sdf-evauation and school improvement, such as How good is our school? (Scottish
Office, 1996), the Standard Tables (which give reative ratings, national comparison factors
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and vaue added), and other performance indicators provided to schools, did not include
gender differences. Subsequently, a new guide to school sdf-evauation has been provided,
entitted A Route to Equality and Fairness (Scottish Office, 1999b), which suggests ways of
evaduating equaity and inclusveness in reaion to gender, race and disability (but does not
mention socid dlass).

Review of the research literature

While the focus in educationd arenas has shifted in recent years from the underachievement
of girls to the underachievement of boys, gender differences in education are 4ill an
important focus for concern (Powney, 1996). This is evidenced by the increasng number and
range of dudies of gender differences in teaching, learning and assessment (Arnot et al,
1999). The authors dso note the development of new levels of awareness in the literature of
gender differences in learning styles, responses to different teaching and assessment styles,
content and feedback; and gender bias in teaching, examining materials and marking.

Our review of the research literature on gender and education begins with a discusson of the
rlaive merits of biologica or environmentd explanations, vists the man themes discussed
in the literature and finishes with a brief look a isues aisng out of the internationd
literature, which are remarkably smilar to the issues and trends gpparent in Scotland and the
rest of Britain.

Reasons for gender differences: biological or environmental ?

All of the causes for gender differences found in the literature can be seen to lie somewhere
dong the nature-nurture spectrum. Researchers, however, have tended to Steer away from
ample biologicad explanations because of the risk that they will be used to judify
discrimination againg one or other group or will mean that effort is not invested into
changing the socid circumstances of education (Powney, 1996; Pickering, 1997). Biologica
theorists argue tha differences between men and women can be explained by differences in
chromosomes, hormones and brain structure. However, there is little evidence to support
these theories and they are generdly seen as insufficient to explan al observed gender
differences (Twynam-Perkins and Walsh, 1999). Furthermore, Galagher (1997) points out
that smple biologicd explanations cannot explan changes over time in mae and femae
atainment and Arnot et al (1998) point out hat patterns of sex differences are often ungtable
across cultures making biologica explanations difficult to judtify.

At the other end of the spectrum, lie environmental explanations. These cite the influence of
parents, peers, school and society in the development of young peoples ideas about being
mae and femde, and on their atitudes, aspirations and interests. For example, Murphy and
Elwood (1998) argue that parents respond in different ways to boys and girls, encouraging
them to interact differertly with the world and develop different interests. These gender
preferences dign girls and boys in different ways to schooling and learning, leading them to
pursue different interets, which provide them with different learning opportunities.
According to Murphy and Elwood, this, combined with teachers and parents treatment of
those preferences, leads to differences in performance.

Somewhere in between lie theories about learning styles. These suggest that children have
preferred learning yles, which are edablished a a young age. If they then experience
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teaching dyles which do not maich their preferred learning styles, ther learning is affected
and they may become demotivated. There is uncertainty about whether there are gender
differences in preferred learning syles. Some authors clam that girls are more holigic and
impulsve, while boys are more andyticd and reflective in thar leaning syles athough
others that have looked specificdly for gender differences have found none (Adey et al,
2000). Adey et al, in a review of research on learning syles, highlight the imprudence of
predicting children's learning gsyles from their sex, pointing out the overlgp in the
digribution of syles amongst femdes and maes. The concept does not, therefore, offer a
ample explanation of gender differences in performance, but it does highlight the need for
teachers to take account of different learning styles in thelr teaching. A more detailed review
of the literature on learning styles can be found below.

Given the range of theories, explanations and evidence on gender differences, it is difficult to
edtablish for certan the exact causes. Some authors now recognise the need to consder
explanations which take account of biologica and environmentd factors (Gipps and Murphy,
1994). For example, Govier (1998) argues that each individua is placed somewhere dong a
mde-femde continuum and that we arive a this point through a complex interplay of
genetic, biochemica and sociad factors. Furthermore, he demondrates a relationship between
this point and the life choices that individuas make. Whichever reason is chosen to explan
gender differences, the important point to bear in mind is that the chosen cause will determine
the course of action taken to tackle the problem. Thus, for example, if you decide that the
reasons for gender differences are biologica, you may decide that there is nothing you can do
to influence them, whereas if you decide that they are environmentd, there will be a range of
srategies that can be adopted which seek to tackle inequalities.

Attitudes, confidence and behaviour

There is evidence in the research literature that boys and girls tend to display different
attitudes and behaviour in school. Girls are seen as better prepared, more conscientious, co-
operative, organised and respectful. They tend to underestimate their own abilities and their
work is better presented. Boys, on the other hand, are seen as ill-prepared, competitive,
disuptive, overconfident and less attentive. Boys generdly have lower dandards of
behaviour and are involved in more disciplinary problems (Clak and Trafford, 1996;
Sukhnandan, 1999; Arnot et al, 1998; Warrington et al, 2000). Some work suggests that boys
and girls have different atributiona styles and that this affects their confidence. For example,
Burgner and Hewstone (1993) demondtrated that 56 year old boys tended to attribute success
on tasks to their own abilities and knowledge and falure to the difficulty of the task, whereas
girls tadked about their own &bilities and knowledge whether they succeeded or failed.
Whitehead (1994) demonstrated a link between attitudes and achievement. She showed that
girls with more traditional gender stereotyped attitudes tended not to do as well a school,
regardless of ability levels.

For those trying to influence the attitudes of made under-achievers, young men themsdves
report that, while they would not listen to teachers, parents or other adults, they would take
advice from brothers or others who had had smilar experiences to themsalves (Lloyd, 1999).

The evidence that boys behaviour is generdly more disruptive links in with the datigics on
learning and behaviour support, which show that boys are more likely than girls to be
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assigned to additional support, whether within mainstream schools or in specid schools. This
issue and current statistics are explored in Chapter 2.

Classroom interaction

In a review of the literature on classsoom interaction, Chrisine Howe (1997) reports that
gender differences are evident in a range of classoom dStuations. Input from  boys
predominated in whole class settings, with boys contributing more to discussions and
atracting more attention through misbehaviour. Boys tended to dominate in physical settings
by volunteering for practicd demongrations and controlling the mouse on computers. There
was evidence that girls felt resentful about this, but dso that they complied with it and helped
to create the Stuation. Girls were more likely to ask for help than boys and did not seem to
asuffer academicdly because of differences in interaction. Arnot et al (1998) argue that, while
classroom interaction does not seem to affect performance, it is of indirect relevance because
it impacts on young peopl€e s attitudes and learning Strategies.

Theinfluence of peers

Some writers podulate thet, for young men, the development of masculinity involves
digancing from anything perceived as feminine or homosexud, such as the expresson of
emotions or showing sgns of weekness or vulnerability. This process dso involves the
devduing of the feminine and femades (Mac an Ghaill, 1994; Sdisbury and Jackson, 1996;
Arnot, 1984). In an al-boys school a group of boys are designated the weak group and
assigned the role of the girls in a mixed school (Arnot, 1984). This process of achieving
manhood is reinforced by peer pressure and the risk of peer regection. For young men it is
important to appear physicaly tough at school, to rebe againgt authority and not to be seen to
be trying too hard (Mac an Ghaill, 1994).

Different peer pressures for boys and girls can play an important role in leves of
achievement (Arnot et al, 1998). In a study of pre-adolescent children, Adler et al (1992)
found that, for boys ahletic ability, “coolness’, defiance of authority, socid skills and
success with girls provided routes to populaity. Boys who were academicaly successful
were seen as “nerds’ or “brainy” and could suffer for it among their peer group. This process
crestes an “achievement caling” for boys, beyond which they risk becoming unpopular with
other boys, while conversdly academic success is vaued by girls. Hey et al, (1999) argue
that, for boys there is a tendon between the pressure to develop a masculine identity, which
vaues compstition and independence and the requirements of learning, which emphasise
collaboration and co-operation. This leads to attention seeking and disruptive behaviour by
boys and a tendency towards defensveness as learners. They demondrate that helping boys
to develop more collaborative learning strategies can have beneficid effects on their learning.

Arnot et al (1998) suggests that schools may be involved in the cregtion of peer group
cultures more than they redise through setting, banding and streaming, which impact on how
pupils see themsdves as “successes’ or “falures’, and which may reinforce anti-school
attitudes.

10



Gender and Pupil Performance in Scotland’s Schools

Assessment and tasks

There is some evidence of gender differences in gpproach to and attainment in different kinds
of tasks and assessments. Girls tend to communicate in extended, reflective compostion and
do better on sustained tasks that are openrended and process-based. Boys, on the other hand,
tend to communicate in episodic, factud, commentative detail and their learning improves
when they are convinced of the vaue of the task (Sukhnandan, 1999; Arnot et al, 1998). It
has been argued that boys and girls different tastes in reading influence ther learning and
reqponse dyles, with girls preferring fiction and boys preferring nonHfiction  (Sukhnandan,
1999). These differences in approach could go some way to explaning boys and girls
preferences for different subjects in the curricullum (see Chapter 2 for an andyds of gender
differences across the curriculum). Either way, it has been shown tha both boys and girls do
better on tasks involving content which is familiar to them from home or school (Arnot et al,
1998).

Some writers have argued tha the increased emphasis on coursawork, brought in with the
introduction of Standard Grade, has favoured girls approaches to assessment and that this
explains the gender gap in performance. Indeed there is evidence that girls do dightly better
than boys on coursawork eements and that boys do better on multiple-choice tests. However,
this does not explain the gender gap, because in fact girls do better overal on coursawork and
examinations (Sukhnandan, 1999) and girls advantage in coursework only has a margind
effect on the overal results (Arnot et al, 1998).

The evidence on whether there was gender bias in marking or in the questions asked in
examinations is reassuring. Powney (1996) found that there was no evidence of gender bias
in the questions asked at Standard Grade and Arnot et al (1998) report that there was no
evidence of biasin favour of girls or boysin marking examinations.

Given that boys and girls tend to approach assessments and tasks differently, Arnot et al
(1998) argue that a variety of assessment modes should be used in order to provide dl pupils
with the opportunity to produce their best performance. This is reinforced by the concluson
of Gipps and Murphy (1994), in their review of assessment and achievement. They date:

“ By now it should be clear that thereisno such thing as a fair test, nor could there be: the
situation is too complex and the notion too simplistic.”

Teaching and learning styles

As noted above there is some contention about whether there are gender differences in
preferred learning styles. However, it may be that mdes and femdes display overlapping
tendencies towards different learning dyles and that this could explan some gender
differences in peformance. The concept of learning styles seems worthy of further
exploration because of its implications for teaching and learning. In spite of the levd of
disagreement in the literature, the following two points seem to be generally accepted.

1. Leaning styles only represent preferences and learners can make use of other styles when
necessary. Whereas learning styles may not be amenable to teaching of one kind or
another it seems that metacognitive awareness of preferred learning syles encourages
learners to optimise their learning experiences (Adey et al, 2000).
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2. Teachers may best cope with a vaiety of leaning syles by employing a range of
teeching yles rather than atempting to match teaching to individud learning syles. The
vaiety must include opportunities for active participation by learners because the more
involved learners are, the more they are able to make use of ther preferred learning syles
(Adey et al, 2000).

The key digdinction between learning syles and learning drategies is that the latter can be
taught successfully to dl ages and abilities and that when it is done successfully it enhances
learning (Adey et al, 2000). Successful acquisition, however, of learning drategies is not easy
as it is dependent upon a number of factors including: the context, teaching methods, the
nature of the subject, learner sdf-esteem, motivation and meta-cognitive awareness and the
habits of good and poor learners (Adey et al, 2000).

Concerning the last of these factors, there is evidence to suggest that boys do not display
good learning habits in thar interaction skills in the classoom which in turn &ffect thar
acquigtion of learning drategies (Younger et al, 1999). Younger et al ague that if the
underachievement of boys is to be addressed, boys need to learn to emulate the good learning
habits that girls gpopear to employ in their interactions. Here then is one example of how
gender factors may wel affect boys abilities to acquire what are considered to be teachable
learning dtrategies.

Aspirations and post-school opportunities

Women's position in the labour market has undoubtedly changed over the past three decades
and this has affected both their educationa experiences and their post-school expectations
and aspirations. Prior to the 1970s it was widdly assumed that in Scotland (as in the UK at
large) boys and girls were being educated for very different occupationa and domestic roles
(Ridddll, 2000). During the 1970s, Gaskell (1983) reports that women expected to work, but
that they saw this as secondary to their domestic responsbilities. Nowadays work is a much
more centrd feature of women's lives and the Equa Opportunities Commission (EOC, 2000)
reports that women made up amost half the workforce in the year 2000.

In spite of these changes, inequdities remain. For example, in the late 1990s, women earned
81% of the average annud earnings of men in most broad occupationd groups and women
and men dill tended to enter fairly gender-typical occupations (EOC, 2000). Lloyd (1999)
reports that this is not necessarily because jobs are seen as mae or female, but because young
men tended to rule certain jobs out because they were poorly paid or required few sKills
There is evidence, however, that the reasons do dso lie with men and women aspiring to
different kinds of occupaions (Furlong and Biggat, 1999) and that this is related to
differences in subject preferences at school (Tinklin, 2000). Although femaes are now on
average doing better in education than maes, for young women who leave school with few or
no qudifications the longer-term consequences can be more severe than for young men in the
same postion. They ae much less likely to get a job in the three years after leaving school
and asgnificant proportion have children a an early age (Biggart, 2000).

What young men can expect post-school has aso changed over the past three decades. Boys
were affected more than girls by the collapse of employment opportunities for 16 year olds in
the late 1980s. Wheress in the padt, boys would typicaly have left school early and entered
the labour market, increesng numbers are now saying on a school and entering youth
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traning. Arnot et al (1998) argue that post-school opportunities for young people affect their
atitudes towards education and gaining qudifications and that young men and women are
dill receiving different dgnds from the labour market about made and femae work
opportunities.

Social class, parental education and ethnicity

The reationship between socid disadvantage and low atainment has been well-documented
and has perdged over time (Paterson, 1991; Burnhill et al, 1990; Biggart, 1999; Sammons,
1995). Those with fathers in manua occupations and those with less well educated parents
tend not to do as wel a school as their more advantaged peers. Of most concern is the
evidence of a “sowbdl” effect of disadvantage. Differences in atanment by socid
background emerge as early as Primary 1 (Croxford, 1999). By $4, children from less
advantaged backgrounds are doing significantly less well than their peers. They are then less
likey to stay on a school, less likdy to convert ther Standard Grades into Highers, less
likely to gpply to higher education and once they have applied, less likely to start courses
than others with equivaent qudifications (Tinklin, 2000). Differences by socid background
do not explan gender differencess middle class girls do better than middle class boys and
working class girls do better than working class boys (Tinklin, 2000). However differences
by socid background are clearly important when considering gender differences, because
they demondrate the inadequacy of consdering gender in isolaion from other socid
background factors.

Smilaly for ehnicity, Aot et al (1998) and Sammons (1995) demondrate differences
within each gender by ethnic background. It is important to note that young people from
minority ethnic backgounds may have different assumptions about gender roles and
expectaions, which affect their educationa attainment. For example, Riley (1985) points out
that Caribbean girls assumed tha girls should am to be independent and that an education
will help them transcend the low expectations of them as black women.

There is clearly a need for research which looks at the interaction of gender, class and
ethnicity (Powney, 1996). Furthermore, the points made in this section indicate that andysing
differences in performance by gender only is clearly inadequate, since this does not teke
account of differences within each gender by socia background and ethnicity.

Theinternational literature

It is interesting to note that studies of gender differences in other countries report sSmilar
trends and issues to the literature in Britain. In many countries other than Scotland, girls are
surpassing boys in secondary education (from Sutherland, 1999).

In France since the 1970s, more girls than boys have been achieving the bacca auregte.

In Germany, girls have been obtaining better school marks than boys, they repeat classes
less often and gain school certificates more successfully.

In Japan, girls have become dightly more likely than boys to proceed to upper secondary.
In Audtrdia, recent gatistics have shown an advantage for girls.

In Jamaica, for the last 20 years there has been concern for the “low academic
achievement of boys’.
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Around the world books, articles, research and policies are being written on gender equity,
which give more prominence to the needs of boys. In many of the countries concerned three
important points are highlighted.

1. The emerging gender ggp obscures sgnificantly risng levels of performance by boys as
well asgirls (Younger et al, 1999; Y ates, 1997).

2. Differences in achievement are not aways very grest and vary from subject to subject
(Sutherland, 1999).

3. Concern about the lack of success of boys schoolwork should not obscure the relative
disadvantage of girls in school education. Researchers from various countries argue that
gender reform is not a smple story where the “disadvantage’ of girls was discovered,
attended to, partidly fixed up and then replaced by some of the same processes in relation
to boys. They argue that it is not just about examination results — it must continue to be
concerned with the inequdities in the curriculum, processes of schooling, and how
schooling contributes to different futures for girls and boys (Harker, 2000; Younger et al,
1999; Y ates, 1997; Dolle-Willemsen, 1998; Sutherland, 1999).

Margaret Sutherland (1999) suggests that when the causes of girls and boys disadvantages
in schools in different parts of the world are discussed four common factors emerge.

The rdationship between employment and levels of education. For example, in the
Netherlands, research is looking a the effects of the informa curriculum, both in the
early and later years, on students subject choices and career paths, because girls do not
tend to choose the subjects that act as critica “filters’ for market-oriented studies. It is
suggested that unemployment among young women will be twice as high as among
young men in the year 2000, unless girls change ther subject choices (Dalle-Willemsen,
1998).

The compostion and attitudes of the teaching daff. For example, studies in England and
the Netherlands have shown tha dthough teachers believe that they give equd treatment
to boys and girls, thisisrarely achieved (Dolle-Willemsen, 1998; Y ounger et al, 1999).

The attitudes of parents and society. Recent research in Germany (Tiedemann, 2000) has
demondrated that parentd dereotyping has an effect on children's sdf-perceptions of
their mathematica ability, with boys tending to have a higher sdf-concept than girls.

The dtitudes of peer groups. Research in the USA (Adler et al, 1992) and in England
(Arnot et al, 1998) hasidentified the influence of peer pressure on achievement.

Research design

The ams of the ressarch were to find out more about gender differences in achievement,
induding explanations for such differences, and drategies which schools were usng to
address them. The main focus of the research was a quditative sudy of six secondary schools
and their associate primary schools. The secondary schools selected for case study were in
the process of implementing different drategies to address gender differences in attainment,
but dl were a very early stages of implementation. Since the research project was of one-
year duration it was not feasble to carry out in-depth evauation of any particular drategies,
but we summarise the views of those involved as to ther perceived advantages and
disadvantages. Other aspects of the research were reviews of literature and datistics and a
review of current practice in Scotland, based on a survey of local authorities,
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Literaturereview

A review of recent literature on the factors affecting gender differences in atanment and the
policies and approaches used by schools to combat the problem was undertaken and the
findings are reported ealier in this chapter (historical, policy and research contexts). The
review builds on recent reviews of gender differences in peformance commissoned by the
SOEID, Office for Standards in Education (OFSTED) and Equa Opportunities Commission
(EOC), focusng on issues rdevant to Scottish schools. The review included policy
documents prepared by the Scottish Consultative Council on the Curriculum (SCCC) and the
SOEID Audit Unit. The literature review provided the bads for questions included in
interview schedules and other research instruments used in the case studies.

Quantitative analysis

We caried out a number of andyses of the extent of gender differences using quantitative
data from the Scottish Qudifications Authority (SQA), the Scottish School Leavers Survey
(SSLS), and published Hetistical bulletins. School-level analyses of data from SQA and SSLS
were used to ensure that the case study schools included a wide range of attainment and
S0Ci0-economic characteristics.

Review of current practicein Scotland

The purpose of the review was to identify which school-based approaches to overcoming
gender differences were currently being attempted by schools in Scotland. It was based on a
questionnaire survey of dl locad authorities in Scotland. In addition we interviewed personnd
in a number of locd-authorities in which there were authority-wide gpproaches to identifying
and addressng gender differences. This review provided information about schools which
was subsequently used in the selection of case studies.

Case studies

The main focus of the research was a series of in-depth case studies of six secondary schools,
together with more limited study of their associate primary schools. The am of the case
dudies was to investigate which aspects of learning and teeching are effective in raising
attanment and reducing gender differences, while taking account of the ethos of the schoal,
the attitudes of staff and pupils, as well as economic, socid and culturd factors in the loca
area. Schools were sdected which were underteking interventions specificaly amed at
rasng atanment, addressng gender differences, and which represented a range of different
caichment areas. The case dudies included interviews with staff, review of printed materids
and datidicd information, focus groups with sudents induding the use of a short
questionnaire and telephone interviews with parents.

Case studies selected

The information provided by loca authorities enabled us to sdect six secondary schools that
were employing a range of different Strategies. However, we aso wanted to sdect schools of
different gzes, in locad aess with different characterigics and with different average
attainment levels. To this end, SQA data on Standard Grade attainment n 1999, data on free
med entittement and data on the socio-economic circumstances of parents from the Scottish
School Leavers Survey (aggregated at school level) were used to identify a range of schools
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fitting these criteria Originaly we condgdered sdlecting schools in which boys and girls were
doing equaly well. However, a concurrent HMI task on gender had aready tried this strategy
and found that such schools were not particularly focusng on gender and could not explain
their equal atanment levels. We therefore decided that it would be more fruitful to sdect
schools that were focusing on gender differences, in order to assess the range of drategies
being tried. Table 1.1 provides brief profiles of the six secondary schools that took part in the
research.

The second column in Table 1.1 shows the percentage of pupils receiving free school meds.
Columns 5-8 show different measures of the socio-economic characterigics of the school
catchments derived from the Scottish School Leavers Survey 1998 these are respectively
average socid cass of fathers occupation, mothers occupation, level of parentd
employment, and parental education. The find column shows the percentage of S4 pupils
who gained at least five Standard Grades at grades 1-6 in 1999.

Table 1.1: Profile of case study secondary schools

School average intake characteristics

Parent %5 SG
No of Fathers Mother’s Parentsin educational @ 1-6
School Area pupils % FME  occupation occupation work level (1999)
A Suburb of city 1360 9 high high average average 97
B Major town, ;
heavy industry 944 14 average average average high 99
C ;Sorcvar']' rural 650 5 average high average high 96
D Inner city
deprived area 1115 48 low average low low 85
E Ex-coal town 1187 18.5 low low average average 90
F New town 990 12.6 average average average high 100

Table 1.1 shows that the case study schools represented a range of differently sized schools in
a variety of locations around Scotland, and that the schools were Stuated in different types of
catchment area, from advantaged to disadvantaged, and inner city to rural. The schools were
adso employing a wide range of different Srategies. These are liged in Chapter 4, which
discusses the strategies adopted. In addition, schools A, D and F were Cathaolic schools.

The respondents

In the six secondary schools, we spoke to a total of 62 members of staff. The Headteacher or
a member of the senior management team was interviewed in each school as wel as an
average of nine other gaff incduding guidance teachers and learning and behaviour support
daff. We interviewed a totd of 14 members of daff in nine primary schools, these included
members of the senior management team, as wel as teachers. Because of the clustering of
initiatives, a nursery Headteacher was interviewed in one area. Significant initigtives were
taking place a the locd authority level in three of the areas and a totd of dx reevant
personnd were interviewed in these authorities In each of the sSx secondary schools we
spoke to four groups of pupils: two of girls and two of boys. For each gender, we spoke to a
higher ability and a lower ability group. In one school, dl pupil groups were in the middle
ability range, because this was more rdlevant to the gender-rdated initiative thet they hed

! The measures of socio-economic characteristics of school intake were derived from the SSLS by

taking average per school of four principal components of measures of pupils’ family background.
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implemented. In addition, at the suggestion of the Headteacher we spoke to a mixed group of
S6 pupils in one school, making a totd of 25 pupil groups. Three quarters of the groups were
made up of S3 pupils, the rest of 4 pupils. Each group had approximately eight participants,
and in total we spoke to 198 young people. Table 1.2 provides a summary and further detals
of the respondents.

Table 1.2: Numbers of interviewees and pupil groups

Subjects taught by secondary teachers,
Secondary schools (6) including guidance teachers
Senior management team 7 English 12
Subiject specialists (including PTs) 35 Maths 11
Guidance teachers (including PTs) 15 Sciences 5
Learning/behaviour support staff 5 Foreign languages 5
Pupil groups: Social subjects 2
higher ability boys 5 Technological 4
lower ability boys 5 Physical education 4
middle ability boys 2 Religious education 1
higher ability girls 5
lower ability girls 5
middle ability girls 2
mixed sex S6 1
Primary schools (9)
Senior management team 11
Teachers 3
Nursery Headteacher 1
Local authority personnel 6

Pupils’ questionnaires

In order to facilitate the discusson, we asked pupils to fill in a short questionnaire fird,
before discussng ther idess in the larger group. The quedtionnaire asked for information
about the student’s background such as their parents occupations and levels of education. It
adso asked about the student's own aspirations, how important educationd attainment is to
them, their views of gender roles, what helps them to do wel a school and what stops them
from doing well. The purpose of the questionnaires was to enable each pupil to begin to think
about the issues before the discussion, but dso to gather information on higher individua
views and experience. The questionnaires supplemented the findings of the group discussions
and provided background information about the pupils involved.

Telephone interviews with parents

In order to understand the influence of homeffamily factors on performance, we carried out
telephone interviews with parents about issues concerning gender equdity in atanment. In
order to identify parents who might be willing to participate in interviews, we asked the
pupils who were taking part h the focus groups to take home a letter to their parents asking if
they would be willing to be interviewed.

Qualitative Analysis

All interviews and focus groups were transcribed, except for a smal number where there had
been technicd problems with recording equipment, and the data were andysed usng the
Nudist computer software package.
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Summary

18

This research on gender and pupil performance has been commissoned by the Scottish
Executive. Its am is to provide information about the reasons for gender differences in
attainment a school, and ways in which gender differences are being addressed in
Scottish schools.

Higoricd trends in attanment a age 16 show that levels of atanment of both femdes
and mdes have risen subgstantidly snce 1965, but that the rise was greater for femaes
than maes. Lower average atanment by maes compared with femaes has been evident
since 1975.

The focus of equa opportunities policies have changed over time, and most recently a
policy of maindreaming equa opportunities has been introduced.

The policy of radng dandards in Scottish schools has brought a new focus on
underachievement by males.

The research literature has identified gender differences in  attitudes, confidence,
behaviour and classroom interaction. Differences are explained in terms of peer pressure,
different gpproaches to assessment and curricular tasks, teaching and learning processes
and the influence of post-school opportunities. All explanaions fal somewhere adong the
nature- nurture continuum, athough purdy biologica explanations are not favoured.

Studies of gender differences in other countries report smilar trends and issues to the
literature in Britain.

We have emphassed the importance of not treating boys and girls as homogeneous
groups, dnce there are clearly differences within groups by socid background and
gthnicity and dmilarities in atanment between boys and girls ae far greater then
differences.

The research was mainly based on datistical andyss of official data and case dudies of
gx secondary schools, which were in the early dtages of implementing drategies to
address gender differences.
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CHAPTER 2
WHERE DOES THE PROBLEM LIE?

In this chapter we draw on the data from our case studies together with dtatistical information
and other publications to look beneath the average picture of gender differences in
attainment, and ask:

Which subjects do boys and girls choose to study and why? Are there gender differences
in atainment within subject areas?

Are gender differences found only at secondary school or do boys and girls have different
levels of atainment in primary schools?

Do boys catch up in S5 and S6?

Are there differences between boys and girls in the number of referras to learning and
behaviour support?

Are there gender differencesin atainment by socia background?
Do gender differences vary by school?
What are the implications of the gender profile of school staff?

Which subjects do boys and girls choose to study and why? Are
there gender differences in attainment within subject areas?

Differences in subject choice by mdes and femdes have been identified by many dudies
over a number of years in the UK and esewhere (for example: Ryrie et al, 1979; Pratt et al,
1984; Ridddl, 1992; Teese et al, 1995; Sutherland, 1999; Croxford, 2000). In particular,
there have been a lage number of dudies which have focused on the low levd of
participation by women in mathematics, science and engineering courses, and the tendency
for girls to choose to study biology rather han physics (Kely, 1987; Croxford, 1997). Other
dudies have looked a low levels of participaion by girls in craft and technology (Riddel,
1992), and generd low levels of uptake and performance in modern foreign languages by
maes (Barton, 2000). Explanations put forward for gendered subject choice include the
influences of home and society, teechers dtitudes and behaviour, the pupil’s intrindgc interest
in the subject or belief that he is good a the subject, and perception that the subject will be
useful in afuture career (Croxford, 2000).

In Scotland, as elsawhere in the UK, the earliest opportunity to choose between subjects is at
the age of 13-14, when pupils choose which subjects to take at Standard Grade. Their choices
ae important in determining ther future opportunities in further/higher education and
careers. The benefit of providing opportunities for choice at this stage is that it dlows pupils
to have more “ownership’” over therr curriculum and reduces the likelihood that they will be
dienated by an over-prescriptive curriculum. However, the exercise of “choice’ may be a
problem if the individuas responsble for “choosng” subjects are overly influenced by the
traditiona attitudes and unequal opportunity structures in society. The question: “Choosing or
Channdling?’ (Kdly, 1981) reflected the double-edged process of subject choice which led
many girlsto “choosg’ traditiond girls subjects, and thereby limit their choice of careers.
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Reports by Her Majesty’ s | nspectorate (HMI)

HMI has produced a series of reports on Effective Learning and Teaching in Scottish
Secondary Schools. Many of the subject-specific reports, such as the reports on Modern
Languages and English, do not mention gender issues, in spite of the known gender
differences in uptake and attainment in curricular areas (Scottish Office, 2000a; 1999b).

However, in some subject-specific reports there is more condderation; for example the report
on sciences which notes:
“ Despite the fact that new science courses were designed to be equally relevant to boysand
girls, thelong-standing tradition of biology proving more attractiveto girlsand physicsto

boys has not been radically shaken.”
(Scottish Executive, 2000c)

The report on mathematics describes gender differences in entry to Highers and CSYS,
and recommends:

“ Schools should make every effort to ensure that their mathematics courses are equally

interesting to girls and boys and present the study of mathematicsin the later stages of the

school as a viable option for both sexes.”

(Scottish Executive, 2000d)

The reports on computing studies (Scottish Executive, 2000f) and business education and
economics (Scottish Executive, 2000g) provide some discusson of the possble reasons for
gender imbalance in these subjects. An explanation for gender differences is provided by the
report on technologica education:

“ A particular feature of technical education departmentsisthevery small percentage (3%in

1994) of femal e teachers. The shortage of femal e teachersto act asrolemoddsfor girlsadds

to the difficulties in addressing the gender imbalance among pupils taking technical

education courses. In the context of equality of opportunity, schools and education

authorities should consider how they can encourage a mor e balanced uptake of the subject

and ensur e positive perceptions of the subject by both boys and girls.”
(Scottish Executive, 2000e)

Subjects chosen for Standard Grade

Pupils in Scottish secondary schools do not have a great ded of choice concerning the
subjects they take for Standard Grade examinations a the end of S4. In order to ensure that
pupils experience a broad and baanced curriculum the Nationd Guideines advise that dl
pupils study subject courses within each of the eight modes of the Curriculum Framework:

Language and Communication;
Mathematical Studies and Applications;
Scientific Studies and Applications,

Socid and Environmentd Studies;
Technologica Activities and Applications;
Cregtive and Aesthetic Activities,

Physica Education;

Reigious and Mora Education.
(Scottish Consultative Council on the Curriculum (SCCC), 1999)
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Within the language and communication mode, al pupils are required to take English and
ancther language. Within the mahematica studies mode al pupils teke mathematics. Pupils
have a choice of aubjects within scientific dudies, socid and environmenta  dudies,
technological gpplications and credtive and aesthetic activities modes. Physicad education and
religious and mord education can be dudied through school programmes rather than
Standard Grade courses.

The curriculum guiddines are set out by the SCCC (now pat of Leaning and Teaching
Scotland). These guiddines perform the role that is played by the statutory National Curricula
esawhere in the United Kingdom They ae therefore key documents for establishing the
curriculum that pupils in Scottish schools are required to study. Guiddines for the secondary
dages explan the rationde for the curriculum framework, the philosophy and principles, as
well as subject courses and time alocations (SCCC, 1999). However, it is interesting to note
that the guidelines do not make any mention of gender issues. To some extent the guiddines
st out an entittement curriculum in terms of the modes of sudy which dl pupils should
experience, and as such may be consdered to enhance equadity of access to the curriculum.
However, there are continuing gender differences in uptake of subjects within the modes at
Standard Grade, as shown by Table 2.1.

The fird column of Table 2.1 shows the percentage of candidates in each subject who were
femde. For example, around hdf of students entered for Standard Grade English, French and
German were femde, and this demondrates that gender equdity has been achieved with
respect to entry to subjects in the Language and Communication mode at Standard Grade. We
find greater differences in uptake of subjects within the Scientific studies mode: 70 percent of
biology candidates were femae compared with only 31 percent of physics candidates. There
are large gender differences in participaion in Standard Grade in the technologicd activities
mode, physicd education and rdigious studies, and dightly smdler differences in socid and
environmental studies and cregtive and aesthetic activities.

A usgful way of compaing levels of inequdity is to cdculate the reative odds ratio of
femadesmales entering each subject? Odds ratios take account of the relative proportions of
each gender who do not enter, as well as the relative proportions who @ enter the subject.
They provide a measure of inequality which atempts to be neutral in respect of the overdl
proportion entering each subject, and thus provide a means of comparing levels of inequdity
between subjects. The relative odds of femaesmaes taking each subject at Standard Grade
are shown in column 2 of Table 2.1. The subjects in which there was greatest bias towards
femdes are indicated by the largest odds ratios, including Office and Information Studies
(6.6), Biology (4.1), Home Economics (3.9) and Religious Studies (2.6). Subjects taken
predominantly by maes ae shown by rdaive odds ratios less than one, especidly
Technologicd Studies (0.08), Craft and Desgn (0.2), Physicd Education (0.32), Physics
(0.33) and Graphic Communication (0.36).

2 |f the numbers of female students entering and not entering are a and b respectively, and the

corresponding numbers of male students are ¢ and d respectively, the odds ratio is the ratio
between the two odds, (a/b)/(c/d) = ad/bc.
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Table 2.1: Gender differences in entry to subjects at Standard Grade and Higher Grade
1999

Standard Grade Higher Grade
Odds ratio Odds ratio

Mode and subject % female female:male % female female:male
Language and communication

English 49 1.66 57 1.26

French 52 1.32 74 2.51

German 50 1.07 75 2.58
Mathematical studies and applications

Mathematics 49 1.31 47 0.64
Scientific studies and applications

Biology 70 4.13 68 1.99

Human Biology na na 75 2.67

Chemistry 51 1.14 50 0.78

Physics 31 0.33 29 0.28

Science 43 0.70 na na
Social and environmental studies

Geography 42 0.61 47 0.70

History 54 1.32 60 1.28

Modern Studies 57 1.53 63 1.47

Social and Vocational Skills 51 1.10 na na
Creative and aesthetic activities

Art and Design 58 1.68 65 1.64

Drama 65 2.05 77 2.89

Music 63 1.94 62 1.39
Technological activities and applications
: Oﬁ|c§/management and Information 80 6.59 64 153

Studies

Accounting and Finance 54 1.24 57 1.11

Economics 41 0.71 46 0.71

Computing Studies 36 0.46 27 0.27

Craft and Design 21 0.20 27 0.28

Graphic Communication 28 0.36 22 0.23

Technological Studies 8 0.08 5 0.05
- Home Economics 76 3.93 92 9.34
Physical education

Physical Education 30 0.32 27 0.29
Religious and moral education

Religious Studies 71 2.62 77 2.76

Notes: The female:male odds ratio of entry to each subject is calculated as (FE/FO)/(ME/MO), where FE and
ME are respectively number of female and male entrants, and FO and MO are the numbers of female and male
Standard Grade candidates who did not enter the subject.

Sour ce: SQA 1999: Tables HG5a, HG5b and HG5c.

Subjects chosen for Higher Grade

At Higher Grade, taken in S5 or S6, students had a greater degree of choice of the subjects
they studied. The relative alds retios for Higher Grade in the find column of Table 2.1 show
much greater gender differences than for Standard Grade. For example, language and
communication was sudied to a grester extent by femades than by mdes, the chances of
femdes taking English Higher were a quarter greater than the chances of maes (1.26), and
the chances of femdes taking French or German were two and a haf times as great as the
chances of maes taking these subjects a Higher Grade (251 and 258). Smilaly, the
chances of femdes studying each of the subjects in the creative and aesthetic mode, and
religious and mora education mode, were greater than the chances of males.
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On the other hand, in mathematicad <udies the chances of femaes dudying Higher
mathematics were one third lower than the chances of maes (0.64), and the chances of
females studying Higher PE were two thirds lower than the chances of maes (0.29).

In some modes, femades and maes were likdy to study different subjects within the mode.
For example, in scientific sudies, the chances of femdes sudying biology were twice as
great as mdes (1.99) but the chances of femdes studying chemistry were lower than maes
(0.78), and the chances of studying physics were less than one third of that of maes (0.28).
The mogt extreme differences were in the technologica activities mode, where the chances of
femaes taking home economics were nine times as great as the chances of maes taking the
subject and the relative chances of afemae taking technologica studies were tiny (0.05).

The gender differences in paticipation in each subject identified using 1999 atainment data
are very amilar to those identified by previous research. Gender differences in subject choice
ae evidently very deeply rooted in the education system, and resstant to change. We
explored the reasons for subject choice as part of our case sudies.

What are thereasonsfor differencesin subject choice?

We asked our respondents about gender differences in subject choice. Pupils said they chose
the subjects they liked, those they were good at and those which they thought would be useful
for entering the careers they had in mind.

“| just chose what | thought | enjoyed - what | thought was good and you know | should get a
jobinitif | enjoyedit rather than choose something that | didn’t like and then haveto get a
jobinit and not enjoy it.”

(Boys group, higher ability)

“Cos| enjoyed them - friends were going to take them- your future- aye like Physics that
would be good if you’re going for a job - good qualifications.”
(Boys group, lower ability)
In many cases the pupils had no idea what they wanted to do in a future career, but wanted to
keep their options open.
“Well | don’t know what | want to do when | leave school - | don’t havea career. | really
don’t know what | want to do, so | picked a whole variety of subjects. ... | didn’t base it
around a career because | thought, well, if I change my mind and | don’t want to do that
career, maybe stuck with subjects that | can’t use.”
(Girls group, higher ability)
Many pupils expressed the view that they did not have enough choice between subjects. In
some cases this was ether because of the way the option choice system worked or because of
time-tabling redrictions. The mgority of pupils expressed objections to the requirements that
they take clases in Rdigious and mord education and modern foreign languages. Most
pupils believed that there should be a core curriculum of English and mathematics, but that
other subjects should be optiona. They asserted that they would study subjects more
enthusagticdly if the subjects were not compulsory.

“ Any subject within reason - | mean you cannae haethemdaein’ everything being artistic-
art and graphics- and then CDT - ken a’ the practical stuff whereasyou’ vegot to have some
kind of mental like Maths and English - something that testsyou a bit - a bit of a challenge.
They should keep like Maths and English compul sory but they should gie you a bit of freedom
about what you want to pick ... *

(Boys group, higher ability)
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“| think I’ d have chose different subjects if there was the option.”
“Yes’ (several boys).
“If you’ re gonna enjoy your self then you' re gonna work mor e and be more enthusiastic.”

“Yeh | wasforced to take Languages- I’'mrubbish at languages so | don’t like languages at
all but I was forced to take it so in place of that | would have picked something else.”
(Boys group, lower ability)

Some of the boys groups aso expressed the view that ther parents had an important
influence on their subject choice, and advised them on the subjects to take. Girls groups were

more likely to say that their parents had left it to them to choose.

“In your option papers, you have to get them signed by a parent to make sure your parents
are happy with what you choose but at the end of the day it’ snot your parentsdecision cosit
isyour decision, it isyour life not theirs.”

“|f there' sa subject you’ ve picked then the parents said well you’ re hot doing that then that’ s
that, you're not allowed to do it you haveto changeit cosif your parentshaven’t signed it
then you're not allowed to.”

“My mum says it’s up to you, my dad says that fine.”

“My mum really didn’t want me to pick PE cos she didn’t think that it would take me on a
good career but she saysit was my choice.”
(Girls group, lower ability)

Although the mgority of pupils fdt that boys and girls should be ale to sudy any subject

they wanted to, they believed that peer pressure was a stronger barrier for boys than for girls.

Boy: “ If aboy wantsto take a girl’ s subject on he' sconsidered or picked on asa pure ponsy
nancy guy, right, but if a girl wasto pick a boy’s subject, techy or something like that, you
don’t think oh it's a pure man - it’s just a case of “ so what” .”

Interviewer: “ So it’s actually easier for girls — they have more choices?”

Boy:” They don't get as much pressure- girlscan play football but if a boy tried to do ballet

(Boys group, lower ability)
In one school, we met a boy who ignored the peer pressure to study music.

Interviewer: “ Would any of you give a boy a hard time for picking a subject that you didn’t
think was really a boys subject?”

Boys: “ Probably - yeh!!”

Interviewer: “ Why would you do that?”

Boy: “ Cosit'sjust no’ right - it doesnae sound right.”

Boy: “ | do get stick cos I’ ve picked Music but it doesnae bother me.”
Interviewer: “ So it didn’t bother you when you chose Music.”

Boy: “ No - | picked it cos | wanted to do it.”
(Boys group, higher ability)

In some schools the gender Stereotypes seem to have been broken down to a greater extent.
For example, one high-attaining boy who was taking Home Economics explained that he had

not been dagged off at al for taking the subject.
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“Well the sort of jobsthat I’ minterested in like to do with fitnessand health, you had to take
Home Economics cos you haveto tie in with all the leisure and stuff- so that’ swhy | chose
it.”
(Boys group, higher ability)
Another view expressed by pupils was that boys were more likedy to choose the same
subjects as their friends, because they valued the enjoyment of larking around.

“ Boys tend to follow their friends more.”

“ Aye.”

“ G_i rIs"can be moreindependent wher easthey (boys) follow everybody el se and what they are
foing (Girls group, lower ability)

The explanations provided by teachers for gender differences in participation in subjects were
more complex. They included:

attitudes and stereotypes, including the perceptions of parents;
vocationd relevance, including usefulness for entry to Higher Education;
intringc interest in subject aress,
perceived difficulty of subjects.

Attitudes and Stereotypes

Many teachers expressed the view that choices were influenced by traditiond gender
stereotypes:

“1t's till thereto a certain extent that the girls do NOT take the man-type subjects and the
boys don't take the girlie-type subjects.”
(Guidance teacher)

Within the sciences the gender imbaance of physics and biology was viewed with concern in
most schools:

“ Physicsis very much seen as a boys subject. And when it comesto the option choicetimein
2nd year there might be a tendency on the part of some of the more able girlsto opt for the
Biology/ Chemistry side than to get into the Physics/ Engineering side.. .| think there must be
anumber of girls out therewho arenot achieving their potential, particularly inthe Physics
side, asaresult of stereotyped thinking in terms of their own careersand what’ s for them” .
(Physics teacher)

Often the gender Stereotypes seemed to be reinforced by parentad perceptions of subjects,
epecidly those in the technologica activities mode:

“ | wasjust going through the options exer cise with the parents of 2nd year who' rejust going
into 3rd year.... and the father sat there and the wee boy says “ well | want to do Home
Economics’ and the father says“ don’t be so daft - your Mum’ Il teach you how to cook” -
straight away you see - what can | now say to him?”

(Guidance teacher)

A number of teachers expressed the view that attitudes were gradualy changing, and gender
stereotypes were being chipped away:

“ And | think because the children know that they get a good deal - they have to work hard,

but they achieve in Home Economics. And that filters through, and the guidance teachers

know that. And gradually the parents' perception of Home Economics is changing.”
(Home Economics teacher)
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One of the pupil groups confirmed that education on equa opportunities was having an effect
in reducing gendered subject choices.

“| think girls are actually more - they’re taking more subjects like chemistry and physics
because they’ ve actually been encouraged that chemistry and physicsis for both sexes.”
(Girls group, higher ability)

However, there was a resdua problem in some subjects, such as physicad education and

languages, in which girls or boys were put-off by the overwheming numbers of the opposte
sex taking the subject:

“1 know that in our subject it has been anissuethat girlsdon't like takeit because there’ s so
many boystakingit..... | know that some of the teachersin our department would saythat the
girls are intimidated by the boys.”

(PE teacher)

“The females think it's a male dominated environment.”
(Craft and Design Teacher)

“Theclass|’vejust comefromthereare5 girls- it’sareally male dominated atmosphere-
that’ sthe computing class. ... There'sjust alot of boysthere so | think at one point thingslike
hairbrushes fell out of my bag and | got the mick taken out by the boys but they do that to
each other all thetime aswell - and if you’ re seen as one of them - they talk about sportsand
wrestling and things - if you start talking about that with them, they' re totally relaxed
towards you.”

(Girls group, higher ability)

Vocational relevance, careers and entry to higher education

Most of the teachers believed that vocationd relevance was an important consderation in
subject choice, and often that gender stereotypes regarding subjects were linked to attitudes to
careers. Some thought that these attitudes had changed more with respect to careers for
femaes than carearsfor maes

“1 think that the girls realise that there’s a huge world out there and there's lots of
opportunity for them. It’s good to see that.”
(Guidance teacher)

“Boys | would say are less willing to go into occupations that they think are female
orientated unless they think there’s a good promotion structure” .
(Guidance teacher)

Teachers of subjects in the technologicd activiies mode were anxious to achieve more
gender-balanced participation. Severa commented on the favourable effect of changing the
name and content of a course which was formerly “secretarid sudies’ to “office and

information gudies’, and “office adminigration”, dthough some believed the change could
go further:

“ 1 think Administration still smacks of clerical activity and | would have been happier to see
an Information Technology for Business type role with the same course, and | think that
would have been far more attractive to both genders because | think they would see a
relevance.”

(Business Studies teacher)

A number of teachers expressed the view that the subject choices of boys tended to be
influenced by their relevance to careers to a greater extent than the choices of girls whereas
girlswere more likdly to be influenced by intringc interest in the subject:
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“ Boystend to be very practical in thingsthey buy into. They like theidea of getting ajob at

theend of it... girlsaremorelikely to study English because they enjoy it, becauseit reflects

their own life experience. It’s an end in itself really rather than a meansto a job.”
(English teacher)

“1’mnot surethat boys are asready to study something just purely for the love of a subject
aswell. They tend to maybe want a practical application of it. And although languagesarea
very practical thing to haveit’ sreally only put to test obviously if you go abroad. So | think
maybe girlsare happier studying something just because they really enjoy it. Boys, if they
aren’t using it there and then it’ s useless to them.”

(Modern Languages teacher)

The vaue of different sibjects for entry to further and higher education was considered to be
important, especidly among higher-ability groups.

Intrinsic nature of the subject

A number of respondents commented that there was a tendency for boys and girls to have
different levels of interest in each subject. For example, one student in S6 said:

“ The more kind of creative subjects aretaken moreby girls... Maybeit isequal numbersin
the classes but there’s more of an interest from the girls on those kind of subjects. And in
Maths there’ s maybe more of an interest from the boys.”

(Girl in S6 group)

Severd teachers of English spoke of the nature of the subject being gppreciated more by girls
than boys:

“1 thinkit’svery tied up with emotions. | think fromthat point of view, the sciencesprobably
suit the boys because so often I’ mthinking my higher classjust now with the boys, it’sseento
be embarrassing for themto talk about English and | very definitely feel with boysit’sthe
idea of relationships, identifying emotion, sharing, expressing emotion. Boys feel very
uncomfortable with it. You think it’ s quite fundamental - I’ msurethere sother aspectsbut |
think it goes back very fundamentally to emotion.”

(English teacher)
On the other hand, the practicd nature of some subjects was considered to be appreciated
particularly by boys.

“| think the practical nature of boys they will see PE and they will very much jump at the
chance to take it.”

(PE teacher)

“ Thisyear ...the boys are choosing Office Administration. It’ s practically the same subject

but some new content in it, because technology has advanced so there’s more things of

internet and databasing - but I’ vereally been quite surprised at the amount of boysthat are
taking Administration this year when so few took Office and Information Studies.”

(Guidance/Physics teacher)

A number of boys groups confirmed that they enjoyed subjects with a practicd dement, such
as craft and design and physical education. In one school even English was cited as a subject
which was more interesting because it included some practical work.

Boys: “ Maybe it’s like the old fashioned thing-you know. They (girls) don’t do as much
practical stuff. Like Graphicisn’t practical but it’sto do with practical thingslike mechanics
or engineering or things like that. So maybe it comes back to that old way of thinking” .

Interviewer: “ So you' re saying that boys like more practical things?”

Boys. “ Aye.” (Agreement)
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“They don’'t mind getting their hands dirty.”
(Boys group, lower ability)

“1 think the boys like the mair hands-on jobslikethe CDT an’ that where girlsdinnaelike
that so much. It sthe same in practicalslike in Physics like the boys they just take all their
wires and that and set it up themsel ves and then the girls seemto need more help in setting
thingsup ... It seemsto be a difference of minds, though, because girls seemto think more
logically - they work through problems whereas boys can just ook at something and they can
either see the answer or they can’t.”

(Boys group, higher ability)

Relative Difficulty

Teachers of modern languages, mathematics and physics referred to perceptions of the
relaive difficulty of their subjects as reason for boys and girls choosing not to study them:

“Traditionally trying to get an A in a higher Modern Language has been hard, it’s been
difficult.”

(Language teacher)

“ They perceivethat ‘I’ mno use at this, thiswill betoo hard for me’. Andit’sa shame. Alot
of them opt out of it because they think they re not able to do it, and really they are.”
(Maths teacher)

“l thinkit just seemsto beatraditional boys subject and alsoit’ straditionally thought of as
being hard. And boys are more likely to take on a hard subject than girls are, | think.”
(Guidance/Physics teacher)

Some pupils expressed their objections to studying modern foreign languages in terms of lack

or interest, and others in terms of relative difficulty. However, one group consdered the
relaionship between interest and perceived difficulty:

Boy: “ It’s quite a difficult subject.”

Boy: “ Or maybeit’'sjust like you're not interested in it for whatever reason. Cosif you're
interested in a subject, and it’ sdifficult, you learn becauseyou'reinterested init and you're
willing to listen and learn. But if you're not willing to learn it just gets more difficult and
more difficult.”

(Boys group, lower ability)

Arethere gender differencesin attainment within subject areas?

To examine gender differences in atanment at Standard Grade we use data from the SQA on
candidates who entered each subject to derive the reative odds ratios of femaesmaes
ganing awvards a 1-2 (credit levd), 1-4 (generd/ credit level) and 1-6 (foundatior/ genera/
credit level). These are shown in Table 2.2.

Looking at the relative odds ratios for attanment at :2 and 14 we find that in dl but three
subjects they are greater than 1.0, and this shows that of the candidates who entered for each
ubject, femaes were more likely than males to gain awards a credit level or credit/generd.
The three subjects in which mades were more likely than femaes to gan awads a credit
levedl were physica education (0.84), economics (0.80) and science (0.77). In al other
subjects the chances of femdes gaining credit level or credit/generd were higher than the
chances of mades, and these include a number of subjects which are taken predominantly by
males, such as physics and craft and design. In other words, girls were likely to do better than
boys at Standard Grade in dmost every subject which they took.
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Table 22: Gender differences in attainment within subject areas at Standard Grade and
Higher Grade 1999 (relative odds ratio of female:male candidates gaining level of award)

Standard Grade Higher Grade
award at award at
SUBJECT 1-2 1-4 1-6 A A-C
Language and communication
English 1.97 2.37 1.58 1.36 1.34
French 2.19 2.08 1.57 0.97 1.05
German 2.40 2.27 1.73 0.96 1.18
Mathematical studies and applications
Mathematics 1.18 1.16 1.11 0.93 1.21
Scientific studies and applications
Biology 1.12 1.25 1.36 0.96 1.00
Human Biology na na na 0.65 0.90
Chemistry 1.19 1.20 1.19 0.85 1.05
Physics 1.62 151 1.35 1.45 1.70
Science 0.77 0.87 0.92 na na
Social and environmental studies
Geography 1.39 1.23 1.28 1.68 1.63
History 1.55 1.64 1.85 1.14 1.20
Modern Studies 1.56 1.76 2.08 141 1.25
Social and Vocational Skills 2.62 2.32 1.08
Creative and aesthetic activities
Art and Design 2.35 2.14 1.66 2.09 1.99
Drama 2.10 2.29 1.64 2.17 1.61
Music 1.49 1.82 1.56 1.07 1.12
Technological activities and applications
- Office/Management and Information
Studies 2.11 1.99 1.97 1.63 1.25
Accounting and Finance 1.00 1.04 0.68 0.92 0.98
Economics 0.80 0.52 0.80 0.69 1.00
Computing Studies 1.19 1.32 1.19 1.07 1.03
Craft and Design 1.68 1.22 0.81 2.20 2.04
Graphic Communication 1.35 154 0.99 1.21 1.35
Technological Studies 1.26 1.42 1.69 1.54 1.06
Home Economics 4.03 3.23 2.02 5.98 1.39
Physical education
Physical Education 0.84 0.83 1.15 1.61 1.11
Religious and moral education
Religious Studies 1.65 2.02 2.24 154 1.24

Note: Relative odds ratios for each subject are based on those candidates who entered for each subject.

Sour ce: SQA 1999: Tables HG5a, HG5b and HG5C.

At Higher Grade, different patterns of atanment emerge. Looking fird a the chances of
achieving a pass a AC we find that femaes are more likely to gain a pass than mdes in dl
but two subjects. The two subjects in which maes were more likely than femaes to gain a
pass are human biology (0.90) and accounting and finance (0.98).

However, when we look a& awards a& A, we find that femaes are less likely to gain an award
a A in eght supbjects, and that five of these are subjects with greater proportions of femde
entry: French (0.97), German (0.96), biology (0.96), human biology (0.65), and accounting
and finance (0.92). Femaes dso had less chances than maes of achieving an A award in
mde-dominated subjects including mathematics (0.93), chemistry (0.85) and economics
(0.85).
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It is interegting to note that femaes were more likely to gain an award a A in a number of

mde-dominated subjects. physics (1.45), geography (1.68), computing studies (1.07), craft
and desgn (2.20), graphic communication (1.21), technologica studies (1.54) and physica
education (1.61).

On the other hand, among subjects which tend to be femae-dominated, we find that femdes
have more chance than mdes of gaining an awad a A in English (1.36), higory (1.14),
modern studies (1.41), art and design (2.09), drama (2.10), music (1.49), management and
information studies (1.63), home economics (5.98) and religious studies (1.54).

These reaults suggest that femaes are more likely than maes to gan an awad a A-C in
amog dl of their subjects, that they are more likely than maes to gain avards & A in many
of the female dominated subjects, and those who enter some male dominated subjects are
more successful than maes in achieving awards a A. However, those few maes who sudy
languages, biology or accounting and finance are dightly more likdy than femdes to gan
awards a A in these subjects.

Are gender differences found only at secondary school? or do boys
and girls have different levels of attainment in primary schools?

Until now the main focus of concern about gender differences in performance in Scotland has
been on the secondary stages. There has been very little interest in gender issues in the
primary stages, and this may be partly due to the relative lack of information about attainment
in the stages prior to public examinations a the end of compulsory schooling. However, as
we demondrate below recent research evidence shows that the tendency for females to attain
more highly than maes emerges during the pre-school stages, and is found a al sages of
primary and secondary schooling.

Pre-school to Primary 1

Until very recently there was no information available about differences in atanment of boys
and girls at the early stages of schooling, because systematic assessments were not carried out
with very young children. Since the late 1990s information about differences in the early
literacy and numeracy skills of children aged 4-5 began to emerge following the introduction
of basdine assessment by a number of locad authorities (Tymms, 1996; Wilkinson and
Napuk, 1997). In Scotland, basdline assessment of children aged 4-5 at pre-school and
Primary 1 has been introduced as a naiond pilot (Wilkinson et al, 2001), while other
approaches have been introduced in a number of local authorities as pat of the Early
Intervention Programme (Cowie and Croxford, 1999). However, there is no sngle system of
basdine assessment in use. Some locd authorities use standardised assessments, others
introduced systems which use the professond judgements of teschers in nursery or primary
school. While gender differences have not been the mgor focus of basdine assessment, a
number of interesting gender differences have been identified.

The nationd pilot sample included 46 pre-school centres and 27 primary schools throughout
Scotland. Teachers were asked to rate each child on a four-point scde for each of eght
aspects of learning. At the pre-school sage, girls were more likely than boys to have been
highly rated on every aspect of development and atanment (Figure 2.1). At the Primary 1
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dage girls had ggnificantly higher ratings in persond, emotiond and socid development and
writing (Wilkinson et al, 2001: Table 4.4).
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Source: Wilkinson et al (2001) Table 4.10

Figure 2.1: Pre-school development of boys and girls aged 4-5
(Results from National Pilot of Baseline Assessment: N=628)

Other evidence tha girls had more highly developed literacy <kills a the point of entry to
Primary 1 are available from standardised basdline assessments in two local authorities. The
data show tha at this very ealy stage girls had dgnificantly higher reading attainment on
average than boys, after taking account of a number of pupil characterigics including age,
free med entittement (FME), fird language, pre-school experience and locd area
characterigtics (Croxford, 1999; Croxford and Sharp, 2000). The girls had retained ther
higher levels of reading skills by the end of Primary 1.

Attainment and progress in numeracy was adso messured in one locd authority. Although
there was no evidence of gender differences in numeracy on entry to Primary 1, boys
subsequently made more progress than girls, and had higher numeracy scores by the end of
the year stage (Croxford, 1999).

These findings were confirmed by aur case studies;, analyss of National Test results in P3, PS5
and P7 by one locd authority showed gender difference in reading and spelling, but no
gpparent gender difference in Maths. However, in one primary school the staff had found that
boys developed numeracy skills more rapidly then girls.

Interviewees in our case dudies were asked about gender differences a each dage of
schooling. A number of primary daff suggested that the datutory age of darting school is
more suited to girls than boys. Some pupils, especidly boys, are not ready for school at the
age of five, and it would be better for them if they could dart school a the age of sx. In
addition to levels of maturity, there are differences in fine motor movement. Boys writing is
much poorer than girls writing a the age of five, and this can be explained because boys

31



Gender and Pupil Performance in Scotland’s Schools

have less well developed fine motor movements. (The links between age, sage and maturity
were identified dso by secondary school staff who found that many boys were too immature
to leave school a the end of $4, and were not emotiondly ready to leave school and find
work.)

One Primary Headteacher noted a change in attitude and behaviour between P1 and P4. In P1
boys were as keen to please as girls, but a later primary stages they lost interest and their
behaviour became more difficult. Another noted that, by P6, girls are “more senshle than
boys’.

Primary 3 to Secondary 2

At a nationd level, there is evidence that femaes had higher atainment in reading a the end
of Pimary 3 a age 6-7 (Fraser et al, 1999). In addition, the Assessment of Achievement
Programme shows that girls are peforming condgtently better than boys in reading and
writing a P4, P7 and S2 (Scottish Executive, 1999). Smilar gender differences in reading a
vaious age-sages have been found in inner-London junior schools (Strand, 1998; Sammons,
1995).

The patern of gender differences is less cler for numeracy and mathematics. The
Assessment of Achievement programme found no dgnificant  differences between the
performances of girls and boys in the 1997 mathematics survey, which covered P4, P7 and 2
(SOEID 1998). However, in inner London junior schools it was found that girls made more
progress in mathematics than boys, and they achieved higher atanment in mathematics by
the end of junior schoal at age 10 (Sammons, 1995).

From our case studies we learned that the gender gap widened when pupils entered secondary
school, and one Headteacher noted that among pupils who achieved the same grades a
primary school, girls overtake boys during the first two years in secondary. Most respondents
explained gender differences in the early stages of secondary school in terms of differences in
maturity, which were linked to attitudes to school work, behaviour and peer group pressure.
Members of agirls group explained:
“| think probably boys don’t mature as quickly as girls do, and therefore girls are more
studious....The boys are still living in primary school basically...Because its such a big
difference coming from primary to high school that | don’t think they quite realise what the
work’ s involved.”
(High attaining girls group)
The differences in maturity were particularly ggnificant in the S3 and 4 dages as pupils
started to prepare for their Standard Grade examinations. A number of teachers contrasted the
maturity of attitudes of girls and boys to their Standard Grade subjects, for example:
“ Alot of the boys who come into the subject in 3" year they' re still wee boys. Thegirlscome
in at 3 year and they’ re young women, and they’ ve got a young woman’s attitude to the
subject.”
(English teacher)
The difference in maturity was noted dso by the pupils, for example one group of girls
commented: Girls mature a a younger age than boys so when it's time for their Standard
Grade they redise they’ ve got to work hard and boys are ill going “ we dinnae need to dae it
and that”. A group of S3 boys described the link between developing levels of maturity and
reduced intendty of anti-work peer pressure between S2 and S3; one suggested “ You're
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accepting that you're going to have to work hard or otherwise you're not going to get
anywhere” , but another group member countered “ You're accepting that, but others are just
the same as they werein 1% and 2" year” .

Secondary 4: The end of compulsory schooling

Gender differences in atanment a the end of compulsory schooling, assessed by the
examinations for Standard Grade and the Generd Caertificate of Secondary Education
(GCSE), have been wdl documented (Powney, 1996). Data are available from the Scottish
Qudifications Authority (SQA) on Standard Grade atanment. On average, femades gan
more Standard Grade and GCSE awards than maes. Figure 2.2 shows the proportions of
maes and femaes achieving different levels and numbers of Standard Grade awards in 1999.
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Figure 2.2: Gender differences in attainment of Standard Grade awards in 1999

Concern about the percelved under-achievement of maes is often expressed in terms of very
low levds of attanment, and is linked to issues of disaffection and socid excluson.
However, recent research has refuted this (Biggart, 2000; Gorard et al, 1999). The results in
Figure 2.2 indicate that the main gender differences in performance are a the highet leves
of atanment of Standard Grade, with more femaes than maes gaining five or more awards
at 1-2 (Credit level) and £4 (Generd and Credit Level). Gender differences are much smaller
at 1-6 (Foundation, General and Credit Levels)

We use odds ratios to measure the levd of inequdity between femdes and mades a each
levd of atanment. In Table 2.3, the odds raios for femdes maes achieving different
numbers of Standard Grade awards are shown. It can be seen that al of the odds ratios are
gregter than 1.0 and tha they increase with the number of awards. This confirms that the
femde advantage in attainment is greatest a the highest levels of atanment, such as 5+
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Credit level awards (1.39) and least at the lower levels, such as 1+ award a Generad or Credit
level (1.03).

The relationship between developing maturity, age, sage and Standard Grade examinations
may be problematic for boys, as one teacher explained:

“ The boys start to grow up at 4™ year but sometimesit can almost be too late... before they
really start to realise theimportance of Sandard Grade, the importance of school in general.
Whereasthe girls have already sussed it out, got a head start and the boys have to catch up.
Butin 4" year suddenly the boys seemto grow up and that’ swhen they start to show signs of
getting their heads and putting in a wee bit more work.”

(Mathematics teacher)

Table 2.3: Number of Standard Grade awards per S4 candidate by sex, 1999 (cumulative
percentages and relative odds ratios)

Awards at 1-2 Awards at 1-4
Number of
awards males females odds ratio males females odds ratio

o+ 0.3 0.5 1.62 0.7 0.9 1.30
8 8.7 14.7 1.69 33.6 41.6 1.24
7 17.0 25.9 1.53 55.9 65.5 1.17
6 22.7 32.7 1.44 65.3 74.0 1.13
5 28.2 39.0 1.39 71.9 80.1 1.11
4 33.5 451 1.35 77.7 84.6 1.09
3 39.5 51.5 1.30 83.2 88.5 1.07
2 47.4 58.9 1.25 88.0 91.9 1.04
1 60.3 69.6 1.16 92.6 95.2 1.03
0 100.0 100.0 1.00 100.0 100.0 1.00

N (=100% ) 30,602 29,557 30,602 29,557

Sour ce: SQA 1999, Table SG8

Secondary 5 and 6: Post-compulsory schooling

Fewer mdes than femdes stay on a school for post-compulsory schooling, and therefore
fewer maes have the opportunity to present for Higher Grade examinations (Howieson et al,
forthcoming). The SQA provides data on the Higher Grade entries and awards in S5 (1998)
and S6 (1999) based on a stage-cohort of young people who completed $4 in 1997; these data
show that 49 percent of adl mades in the cohort atempted a least one Higher Grade
examination compared with 59 percent of al femaes (SQA, 1999: Table HG8a).

Looking at the young people who attempted any Higher Grade examinations in S5 or S5,
Figure 2.3 shows the cumulative number of Higher Grade passes (awards a A-C) achieved
by mae and femde candidates. It shows that more femade candidates than maes achieved
passes, and more femae candidates achieved larger numbers of passes.

In Table 2.4, the odds ratios for femaes maes achieving different numbers of Higher Grade
awards are shown. All of the odds ratios are greater than 1.0, indicating that females are more
likdy than mdes to achieve Higher Grade passes, and, in paticular, femaes are more likdy
to achieve awards at the highest grade. The pattern of odds ratios differs between awards a A
grade and awards at AC. The femae advantage is greatest a the highest level of awards, 7+
awards a A grade (1.76), but least at 4+ awards at A (1.12).
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Figure 2.3: Number of Highers achieved by males and females in 1999

Table 2.4: Number Higher Grade awards in S5 (1998) and S6 (1999) by sex (cumulative
percentages and relative odds ratios)

Awards at A Awards at A-C
Number of
subjects passed males females odds ratio males females odds ratio

7+ 0.22 0.38 1.76 4.0 5.3 1.33
6+ 1.32 1.90 1.45 145 18.1 1.31
5+ 3.67 4.57 1.26 31.0 34.8 1.19
4+ 6.71 7.44 1.12 43.8 48.7 1.22
3+ 10.26 11.90 1.18 54.6 60.7 1.29
2+ 15.94 19.41 1.27 66.0 72.4 1.35
1+ 29.72 35.40 1.30 81.5 87.3 1.56
0 100.00 100.00 1.00 100.0 100.0 1.00

N (=100%) 16,014 18,778 16,014 18,778

Sour ce: Source: SQA 1999, TablesHG8C and HG8D

Do boys catch up in S5 and S6?

Severd respondents in the case sudies believed tha the differences between maes and
females were reduced in S5 and S6, and that maes became more mature and caught up with
girlsin terms of attainment. One teacher explained:

“| notice a difference between boys attainment between 4™ year and 5" year. They' rejust so

much different. You know they have matured and if you like the daftness has gone a wee bit

and they’re more focused on their studies.”

(Business Studies teacher)

A group of S6 students noted a change in the atitude of maes by S6, with a greater focus on
getting qudifications for universty. Many teachers believed the attainment of mades and
femdes equdised in S5 and S6, and some believed that their highest-attaining sudents were
males.
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One respondent from a loca authority emphasised the importance of being aware of the
changes in maturity and atanment of maes between Standard Grade and Higher when
making decisons about their suitability for post-16 courses. For girls the reaionship
between Standard Grade and Higher is strong, but boys who did not achieve so wdl in
Standard Grade can pull themselves up in S5 and S6:

“You’ ve got to informthe guidance staff in schools not to write boys off too early, that they
mature later; they might have a poorer set of Sandard Graderesults, but they' |l get their five
Highers.”

(Local Authority personnel)

Stetigtical evidence concerning whether boys caich up later is, however, conflicting. This
issue was examined by one of the authors usng Scottish School Leavers Survey (SSLS) data
for a project which focused on high-ataning femades (Tinklin, 2000). The datasst used
represented a 10% sample of al young people in Scotland who left school in 1994 (aged
between 16-18 years), giving a totd of 3107 young people. To assess whether boys and girls
progressed at different rates in S5 and S6 (ie beyond the age of 16), a multilevedl modd was
used to look a the relaionships between attainment in $4 (age 16), gender, socid
background and attainment in S5 and S6. Specifically, the mode predicted high attainment
post-16 since that was the focus of the study for which the work was carried out. High
attainment was defined as 4 or more Higher Grades a A-C. The results showed that, not
aurprisngly, atanment in 4 was drongly reated to attanment in the upper secondary
sages. Moreover mades and femades with equivdent Standard Grades, who came from
gmilar socid drcumgances were equdly likdy to become high atainers later on. This
evidence suggests that boys do not catch up later. It is important to note the dgnificant effect
of socid advantage on later attainment. Those from advantaged socid backgrounds (ie those
a independent schools, those with fathers in non-manua occupations, those with more
educated parents who owned their own homes) were more likdy to do well a Higher Grade
than others with equivalent $4 atainment.

Other evidence from England, however, does suggest differential progresson rates for maes
and femaes between the ages of 16 and 18. Yang and Woodhouse (2000) used data on four
complete cohorts of students who took A/AS level qudifications (at ages 17-18) in the years
1994, 1995, 1996 and 1997. They examined the reationship between attainment at GCSE
levd (& age 16) and A/AS levd atanment usng multilevd moddling. Ther findings
suggest that males did atain more highly a A/AS leve than femades with equivdent GCSE
attainment. Their modd differs from the one described above in that no information was
included on individuals socid background. However, their work does provide evidence of
differential progression rates between maes and femal es between the ages of 16 and 18.

Are there differences between boys and girls in referral to learning
and behaviour support?

Another area where there are clear gender differences is the area of speciad educationa needs.
Ridddl (1996) argues that gender is invisble in the fidd of specid educationa needs, which
is surprisng because there is a preponderance of boys in al categories of learning difficulty.
She dates that, in 1992, boys outnumbered girls in specid schools by 2:1. More up-to-date
datistics show that this ratio remained unchanged in 1998 (Scottish Executive, 1999). She
goes on to demondrate that the most marked gender difference was in the area of emotiond
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and behaviourd difficulties, which comprised 81% boys. These findings were confirmed by
gaff in the case study schools for the Gender and Pupil Performance Project, who said that
learning and behaviour support saff in mainstream schools tend to work with more boys than
girls. Thee gaff and Ridddl noted, however, the dement of subjectivity in assgning young
people to learning and behaviour support units and specid schools, which does alow for a
possible gender bias in assgnment of young people.

Staff in the case-study schools edtimated that the ratio of boys to girls recelving additiona
support ranged from 2:1 to 5:1. Where posshle, saff would work with children within the
classroom, athough children were removed if necessary. Strategies used included the use of
praise, bresking tasks down, one-to-one support and setting behaviour targets. There was
some suggestion that when boys were having difficulties they were more conspicuous and
disruptive than girls and that this partly explained their greater representation in learning and
behaviour support.

“ Because to get to that level ... you have to be dramatically, openly and consistently in
conflict with the system as you seeit. And you have to be able to demonstrate that conflict in
social situations ... I’m not making a judgement but it seemsto me, observing the practice,
that the boys are up for it. Their difficulties manifest vocally in refusal, far more | think
perhaps than the girls.”

(PT Behaviour Support)

A smilar reason was given for the predominance of boys needing learning support.

“1 just feel that if girls have difficulties ... on the whole they tend to work harder and keep
their heads down and try and do the best that they can do. Whereasboys, | think;, if they can’t
cope, there’'s other distractions or they draw attention to themselves in some other way.
Maybe by bad behaviour or being silly or playing the fool.”

(PT Learning Support)

Are there gender differences in attainment by social background?

Socid dass is dill a mgor source of socd inequdity in Scotland. The early influence of
socio-economic dtatus (SES) on attainment has been identified among pupils darting their
fird year of primary school: pupils with free-med entittement have lower basdine attainment
in reading, and make less progress in the course of Primary 1 than other pupils (Croxford,
1999). Pupils with low SES were dso found to have lower atainment in reading in Primary 4
and Primary 6 (SOEID, 1998). The influence of socid class on attainment in secondary
schools has been identified by a number of dudies (eg Paterson, 1992; Tinklin, 2000;
Croxford, 2000).

In order to assess whether there were socid class differences in atainment by gender, we
caried out an andyss of data from the Scottish School Leavers Survey (SSLS) cohort of
pupils who were in Secondary 4 in sesson 1997-98, and who sat Standard Grade in summer
1998. We cdculated a Standard Grade point score, which took account of both numbers of
awards and level of awards (by counting an award a 1 = 7 points, 2=6 points, 3=5 points €&tc).
We compared the point score achieved by pupils of different gender and socid class as
measured by the socid class of ther fathers occupations (Registrar Generd’s classfication).
We found tha the effects of socid class were strong; pupils with fahers in professond
occupations atained an average 47 points, compared with skilled manua occupations 35 and
unskilled 32.
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The average atanment ggp between maes and femaes was smdler than the attainment gap
between pupils of different socia class. Mdes atained 35 points on average, compared with
femdes 39. Differences in attainment between mades and femdes are found a dl leves of
socid class except among pupils with fathers in unskilled occupations (Figure 2.4).

LS
. .
T
N
N

50

——Male
—l—-Female

42
40

Point score

38

-
N

32 \/ \.

30

36

34

\\
\’\

Professional Intermediate Skilled non-manual Skilled manual Partly skilled Unskilled

Social class of father's occupation

Source: Scottish School Leavers’ Survey (1998) unpublished data

Figure 2.4: Mean point score at Standard Grade in 1998 by gender and
father’s social class (data from Scottish School Leavers’ Survey)

Do gender differences vary by school?

Recent studies based on the SSLS have examined gender differences in attanment, and have
moddled the extent to which atanment varies between pupils and between schools The
research found no evidence that the femde advantage varied between schools (Tinklin,
2000). In other words, the atanment of femdes is higher on average than the attanment of
malesin al Scottish secondary schools.

Usng school-level data from the SQA we examined the extent to which the relative odds of
femdes maes ataining Standard Grade awards varied between schools. In the mgority of
schools the odds of femaes achieving an award were much greater than the odds of maes
achieving an award. We found that there were a few schools in which the odds of maes
achieving awards were equa to or grester then the odds of femades achieving awards.
However, these schools did not have consstent patterns of equality or mae advantage across
al levels of awards.

Looking at attainment of 5 + Standard Grade awards at 16, the odds of males achieving this
levd were greater than or equa to the odds of femdes achieving this levd in 40 percent of
schools. However, when we look at atainment of awards a 1-4 and 1-2 the percentage of
schools with low or equal odds ratios was 19 percent and 15 percent respectively. It appears
that equal odds (or mae advantage) are less prevdent at genera/credit or credit-levd than a
levels of attainment which indude foundation.
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We examined the extent to which the odds ratios were associated with known characteristics
of schools, including whether the school was independent or state-funded, Roman Catholic or
non-denominationa, the socio-economic characteristics of the school including percentage
freeemed entittement. We dso derived a number of messures of socio-economic
characteristics from the Scottish School Leavers Survey (SSLS), including average parentd
education, occupation and (un)employment. There was no evidence that any of the measures
of school characteristics was in any way associated with the sze of the odds ratios.
Differences in odds ratios between schools appeared to be entirely random.

What are the implications of the gender profile of school staff?

Information from the Scottish Executive’'s 1998 school census provides data on the gender
profile of teaching staff in publicly funded schools in Scotland (Table 2.5). The vast mgority
of teechers in primary school were femde (93 percent in 1998). Although maes comprised
just 7 percent of dl primary teachers in 1998, they were more disproportionately represented
in the promoted grades. For example, 23 per cent of al primary school Headteachers were
males.

Table 2.5: Percentage of teachers at different grades who were female, in publicly funded
primary and secondary schools, September 1998

Primary Secondary
% Female Total Teachers % Female Total Teachers

All Grades 93 22508 53 24091
Headteacher 77 2261 10 389

Depute Headteacher 91 972 21 389

Assistant Headteacher 91 600 32 1044
Principal Teacher na na 40 7044
Assistant Principal Teacher na na 57 3024
Senior Teacher 93 3175 60 1721
Unpromoted Teacher 95 15500 65 10480

Sour ce: http://www.scotland.gov.uk/library2/doc12/ti ssb-00.asp

Jus over hdf of dl teachers in secondary schools were femde (53 percent in 1998).
However, there were relaively few femae secondary teachers in promoted grades, just ten
percent of secondary Headteachers were female in 1998,

Senior management

There was condderable variation between the case study schools in the proportion of femde
members in the senior management team; al of the schools had mae Headteachers, in two
schoals dl the members of the senior management team were mae, while in two schools an
overd| gender-baance had been achieved.

The explandions given by the senior saff of the schools in which hdf the SMT were femde
were in terms of gpplications and promotions:

“Previously you got very few applications from women — that’ s changing now.”
(Headteacher: Male)

“ The school opened 5 yearsago. It just came about through a series of promotions. | noticea
different atmosphereif the women are not there. We positively benefit fromthe gender mixin
the management team.”

(Assistant Headteacher: Male)
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However, it appears that some schools have difficulty in recruiting femae members to the
SMT. The Headteacher of one school with an dl-mae SMT explained:

“ Emphasiswas put on ensuring that a higher proportion [ of femaleswere interviewed] than

had applied on the |l eet but at the end of the day - for totally justifiablereasonsin my view- it

was a man that got the job each time because he was undoubtedly the best candidate.”
(Headteacher: Male)

The Heedteacher of a school in which there was just one femae member in a five-member
SMT provided asmilar explanation:

“1 don’treally careif the person’ s male, female, black, white, Roman Catholic, Church of
Scotland, Hindu - | mean frankly it doesn’t matter. The best person for the job will get the
job.”

(Headteacher: Male)

A somewhat different view of the sdlection procedure was provided by a femae teacher who
had been unsuccessful in her gpplication for the post of AHT:

“| wasinterviewed and kind of lost at interview and | don’t know whether we should expect
positive discriminationto get women in or what. But | feel it’sareally hard area for women
to get into, senior management in schools. More are getting in now because | think schools
have taken a positive decision to havethem.... Men arefairly insensitive to issues like this|
think. And | think generally if you haven’t experienced something then you, it’ sdifficult for
you to understand it properly. For instance at my interviews, | wasinterviewed by (alarge
panel of) men... | actually felt this *oh God bloody woman’ sort of attitude when | said |
shouldn’t be interviewed by (so many) men. ... They couldn’t see that | was making a point
that had nothing to do with whether they appointed me or not. It’ salmost like... | was making
the argument | ought to be appointed because | was a woman.”

(Female teacher)

The problem of gender imbaance in the SMT was considered by a number of teachers to be a
continuing example to the pupils of gender inequdity in society, which influences pupils
attitudes and aspirations:

“ Generally speaking, the gender issue I’ ve only got a certain sympathy with the whole
business, because when we do look at the world of employment, | think the boys are still
coming off far better. | think that’s one reason why boys are under achieving. | think
subconsciously. But they’ re looking about the world and the men in general arestill at the
top. They' re still in positions of power. Just need to ook at this school management team -
it's all male. They're getting messages in school. So | have to say I’ve only got certain

sympathy for the gender issue.”
(Female English teacher)

Primary Schools

Many of our informants were concerned about the rdative absence of mde daff in primary
schoals:

“| think it doesn’t give role models for the boys.... the interests that a lot of teachers have
are much morein line with what the girls are interested in and the way that their learning
stylesare being put over ... much morefor thegirls.... I'd very much like to have males on
my staff - | think it makes such a big difference in the school.”

(Female Primary school teacher)

Severad teachers mentioned the need to provide made role modds in primary schoaols,
epecidly for the increesng number of boys in lone-parent families without fathers as role
models. Some mentioned the changes in the attitudes and behaviours of boys in their classes
when given the opportunity to interact with adult maes; in one example this was achieved by
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the use of the teacher's adult mae family members on a school trip, other examples were
given of the effect of vidting mae teachers of music or physica education:

“...itwasthe boysthat were all there and they wer e standing there and not a sound, doing
exactly asthey weretold to do. The other interesting thing, it was a male instructor. Now |
don’t know how important that is. We haven’t had too many male teachersin the school in
thelast 10 years. we had a supply teacher in for the whol e of the summer termlast year who
really struggled with a difficult group of boys that he had” .

“...it'snot any man, but it's somebody that ison their level, that speakstheir language that,
they need to respect them.”

(Primary Headteacher)

Pay and conditions

A number of teachers commented on the problems of recruiting mae teachers, in terms of
pay and conditions.

“| think that’ s possibly due to - the teaching profession is not well paid froma male point of
view. I’ ve afriend who worksfor BP and he’ smaking a lot more than me, unfortunately. So|l
think that’ s possibly one cause.”

(Male Technological Education teacher)

“ Teaching’' sagreat job and it’ sthoroughly enjoyable but at the end of the day you cannae
persuade peoplein on buttons. I’ ve already expressed these viewsto Mr McCrone! | don’t
know why females will come in at that level but increasingly it’s becoming difficult to get
anyone. We have been so lucky thisyear with staffing - you try getting a Mathsteacher -it's
absolutely incredible out there- try getting a Computing teacher and you'’ Il havereal fun.”
(Male AHT)

Gender differencesin subject areas

Among teachers in secondary schools, the gender profile varied by subject (Figure 2.5). Mde
teachers were represented in technological education, physics, chemistry, modern studies and
economics to a greater extent than femaes. The proportion of femade teachers was higher
than average in home economics, busness dudies, modern languages, speech and drama,
English and music.

Many respondents believed that the concentration of mae and female teachers in particular
subject areas reinforced gender- stereotypes in subject choice.

“ Scienceistaught mainly by male teachers,...All the Heads of Department are male, the 3
Physics teachers are all male ... So what the pupils are seeing are male scientists.”
(Female Science and Guidance teacher)

“|1 feel as a woman amongst a crowd of men that the atmosphere could be very male
dominated and | have to work at balancing that.”

(Female Chemistry teacher)

“1t’slike graphics, in my classthere' sonly five girlsand therest is boys. And then there's
another classnext door and it’sa whole entire boy classand all the technical department is
male teachers.”

(Girls group, higher ability)

“It would be nice if we could have a female Technical teacher in the school. That might
encourage more girls to take a subject.”

(Male Technical Education teacher)
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“ More boyswould take Home Economicsif there was a male Home Economicsteacher, and
more girls would take technical if there was a female technical teacher.”
(Girls group, lower ability)
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Figure 2.5: Teachers in 1998 who were female (%)
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Gendered interactions between teachers and pupils

The mgority of respondents believed that the sex of the teacher did not make a difference to
the learning experiences of boys and girls:

“1 believethat our kidsdon’t care whether they' retaught with a man or awoman: I’ [l qualify
that - bar the odd one.”
(Male Headteacher)

However, there were a few cases where teachers reported some differences in the response of
different-sex pupils.

“In terms of my personal successwith the classes|’ ve had a lot more success with the boys
than with girls... The atmospherein the classes was not that | would have wanted it in terms
of their trusting me, them coming to see meif they were worried about things. Theboysfrom
day 1in 3rd year | thought the atmosphere in that class has been great.”

(Male Maths teacher)

“| think boys get to know you very quickly. I’ ve got all-boysgroupsaswell and they tryit on
very quickly but they also get to realise howfair you are or how not fair. They suss you out

quicker than girls.”
(Female PE teacher)

“It’ sdifficult though cos as a femal e teacher the prospect of a classof all boysin 4thyear is
daunting, regardless of the ability range, it’s just more difficult to relate to them.”
(Female Modern Language teacher)

A few femde teachers mentioned that they fdt they were fulfilling the Sereotypicd nurturing
role of women:

“Maybeit’sthe fact that I'ma woman and it’sa group of girls. | don’t know whether that
really comesinto it at all. | think that could be a factor. But the girlsthat I’ ve got are less
ablethan the 3rd year group | have and they see me, as | think, sometimes nurturing them
rather than driving them on. But that’s the way | perceive it at the moment.”

(Female English teacher)

“Heisrelying on meto help him cope and that is very important. I’ ve known him since 1st
year, it’svery important that they can trust us and | think in a way we’re kind of like their
mothers. | think women Guidance teachers nurture less able boys.”

(Female Guidance teacher)

Discipline

Most of our respondents, whether teachers or pupils, did not find the sex of the teacher made
any difference to disciplinary issues. In our discussons with pupil groups, the few examples
given of made or femae teachers who were consdered to be drict disciplinarians were
immediately countered with examples to the contrary. In most cases the concluson was “it
depends on the teacher”. However, teachers cited some cases of boys who created additiond
problems for femae teachers:

“In fact we' ve got oneweelad just a 1st year boy, hisproblemishewill not accept authority

fromwomen. He thinksthat the man isthe dominant one and no femaleisto try tell himwhat

to do.”
(Female Behaviour Support teacher)

“ Just from the— boys mainly | would say, attitude to taking advice or discipline fromwomen
sometimesis“ you're just a woman, what would you know about it?” .”
(Female Maths teacher)
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In most cases these problems were linked to low ahievement, low socio-economic status and
problems in the family background:

“ We' ve had some pupilswherethere’ sonly one parent at home and the situation at home has
definitely affected the way they view female and male teachers. ...For example, pupilswho
would get on fine with a classtaught by a male teacher. you wouldn’t really step out of line
too much, get on with their work. With a femal e teacher, they could bereally quite disruptive.
Don't respect her authority, they maybe speak to you sometimesjust shows that they think
you' re not worth anything. I’ ve had that on one or two occasions. | think, asa generalisation,
the pupils are more likely to respect a male teacher. They think he has more authority.”
(Female Languages teacher )

On the other hand, some girls created additiond problems for mae teachers:

“If it was a discipline thing sometimes if they want to get out of it, the girls can use a sort of
burst into tears approach when they’ re not really [upset]. ... And I’ ve seen them walk away
and sort of thumbs up to their mates. ... whereas maybe if it was a femal e teacher with a girl
they might find that easier or more straight forward, you know.”

(Male Maths teacher)

Summary

a4

At Standard Grade the scope for subject choice is limited by the Nationd Guiddines on
the Curriculum. However, a Higher Grade there are clear gender differences in subject
choice smilar to those identified by previous studies.

Reasons given for differences in  subject choice include gendered attitudes and
stereotypes, vocationd relevance of subjects, intrindc interest in subject aress and
perceived difficulty of subjects.

At Standard Grade, females were more likely than maes to gain awards in dmost dl the
aubjects they <sudied. The man exceptions to this were in economics and physca
education, in which mae candidates attained more highly than femae candidates.

At Higher Grade, femades were more likely than males to gain passes a ACin dmog dl
the subjects they took. Femaes were aso more likdy than maes to gain awards a A.
However, there were a few subjects in which male candidates were more likey than
female candidates to gain an awvard a A; these included modern languages, mathemdtics,
biology, chemidiry, economics, accounting and finance.

Gender differences are evident a dl dages of schooling. Higher levels of attanment by
girls compared to boys have been identified a pre-school and primary stages. During the
secondary stages girls are percelved to be more mature than boys and to be more
consciertious in their work.

There is conflicting evidence as to whether boys catch up with girls in the pod-
compulsory stages.

More boys than girls are identified as needing learning and behaviour support.

Differences in atanment between mades and femdes are found a dl levels of socid-
class background. The average effect of gender on atanment is amdler than the effect of
socid class on attainment.

There are no systematic differences between schools in the extent of gender differences.

Nine out of ten primary school teechers are femde, and dightly over haf of secondary
teachers arefemde.

Maes are disproportionately represented in the promoted grades in both primary and
secondary schools.
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The gender profile of subject-teaching dtaff reflects gender differences in uptake of
subjects by pupils.
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CHAPTER 3

FACTORS ASSOCIATED WITH GENDER DIFFERENCES:
THE VIEWS OF STAFF AND PUPILS

So far we have summarised the literature avalable on gender differences and demongtrated
that differences are evident a dl school stages and in upteke and atanment in different
subject areas. In addition we have demondrated that differences in atanment by socid class
are gregter than differences by gender and tha there are in fact greater Smilarities between
the sexes than differences. In this chapter, we look at the views of staff and pupils on factors
asociated with gender differences in schools and test out some of the conclusons from the
rescarch literature againgt their actuad experiences. The review of research in Chapter 1
identified gender differences in attitudes, confidence and behaviour and classsoom
interactions. Differences were explained in terms of peer pressure, different approaches to
asessment and curricular tasks, teaching and learning processes and the influence of post-
school opportunities. This chapter looks a the explanations given by school saff and pupils
for boys underachievement and goes on to look a ways in which teachers and pupils believe
that girls are under-achieving a school. Their views on gender differences in classroom
interactions and responses to curricular tasks and materids are explored. The chapter
concludes with their views on the influence of out-of-school factors, such as parents, the loca
area and the wider socid context.

Of course, teachers do not operate in a vacuum: they will be informed about current ideas on
gender differences and contributing to debates on the subject. The findings of research on
gender will, to some extent, be based on their experiences. We were therefore interested to
find out the extent to which the teachers views were based on direct experience in the
classsoom only and the extent to which they had been influenced by current ideas on gender
differences. We therefore asked them who or what had affected ther thinking on gender
issues. Only a smal number said that their answers were based on direct experience only, or
that their only externd input had been during initid teacher education. Most sad tha ther
thinking had been influenced by discussons with other dtaff (either a departmenta meetings
or during in-service), reading research reports or participation in external training courses. It
will be no surprise therefore, that their views were broadly in accordance with the current
ideas about gender differences in the literature. Teachers, however, will only pick up ideas
that accord with their day-to-day experiences and this chapter therefore tests the vaidity of
the findings of the review of research.

Teachers’ and pupils’ explanations for boys’ underachievement

Staff and pupils in the case study schools were asked the question: If you examine Standard
Grade atainment, boys don’'t do aswell as girls on average. Why isthat do you think?

A vaiety of responses were given, but sgnificant numbers of respondents talked about peer
group pressure, boys being less mature and less motivated than girls and about prevalent
teaching dyles suiting girls learning syles better than boys. The views of teachers and
pupils were broadly smilar, athough pupils did not talk about teaching and learning styles.
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Teachers explanations

The influence of peer pressure

Peer pressure was mentioned by about one-third of respondents. Essentidly, this refers to
pressure on boys not to be seen to be achieving academicaly or trying too hard a school.
“| think with them ... there’ sthisidea of peer approval, if they' rein a section that don’t buy

in to embracing the work ethic then they’ [l underachieve.”
(English teacher)

One teacher described how boys behaviour demongtrably changes when isolated from peer
influence. Another cited cultural explandions:
“1 think it’s something that was referred to in the Glasgow Herald as being part of the
laddish culture...it’suncool to be academically clever and it’ snot cool tostudy ...there'sa

sub-culture which would dictate that if you work then you are not one of the lads.”
(PT Guidance)

In addition, severd teachers suggested that boys in mixed gender classes were behaving in
particular waysin order to impress girls rather than their male peers.

Some teachers consdered that peer influence became sgnificant about second year of
secondary school, dthough primary saff adso taked about it in upper Primary. The mogt able
boys would work anyway, but many of the rest chose not to do homework (or did it badly).
One Headteacher consdered it important for schools to turn around the peer influence and to
recongtruct the image of study from “ cool to be poor” to “ cool to be good, cool to do well,
cool to achieve.”. He suggested, that often the biggest influences in the class were the boys
who are turned off, disnterested and disruptive. Another Headteacher reinforced this idea,
adding that care is needed when offering praise to boys as they can so easlly be mocked by
their peers. Others noted that boys did not want to be praised or criticised in front of their
peers, preferring one-to-one feedback. One teacher saw peer pressure as a form of bullying,
and thought that bullying initiatives should be applied to address it. Many of the respondents
did indeed condder that peer pressure was a powerful mediaing influence within schoals,
both insde and outside the classroom.

Teachers noted that there was an gpparent lack of stigma attached to girls who were doing
well. An APT English saw fewer sub-groups and fewer peer influences amongst the girls and
dated that such groups were more likely to enhance rather than detract from study. It was
noted, however, that there were afew girls who were:

“...far morebelligerent, far moreanti-social, far more negative than any of the boys ... and
that little could be done with them from a Guidance or a subject perspective.”
(PT Guidance and Mathematics teacher)

For a Primary Headteacher, the influence of peers was more pervasive than that of parents,
especidly in upper Primary. The key issue here, as with the Secondary Headteacher above, is
how to develop approaches which utilise peer influence/pressure to postive educationd
purposes. A P6/7 teacher, in contrasting boys and girls study approaches, saw girls as more
competitive in classwork and more willing to take work home. An effective teacher was seen
as one who encourages friendly competitiveness as an ad to enhanced learning. Another
Primary Heaedteacher recognised that, while it was most likely to occur amongst boys, girls
exerted subtle pressure aso, but noted that there may be ways to address some of the most
negative consequences of it:
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“| think that peer pressure ... if you’reaboy, you haveto play football, and if you'rea girl,

you haveto sit quietly and to enjoy reading books ... is still evident ... but we also have to

look at learning styles ... and try to offer more relevance to individual learners.”
(Primary Headteacher)

The pervasve impact of peers is summed up by one secondary teacher, referring to a
particular made pupil who is.

“ ... morethan capable of going to university, a very, very bright boy ... but he wantsto be
part of thegroup in Third Year. They're causing trouble in classes, winding teachersup. |
find it quite strange as even boyswho are excluded are looked up to - kind of heroes, you
know, battling against authority.”

(English teacher)
Maturity, motivation and aspirations

About one-third of respondents mentioned boys immaturity in comparison with girls. The
gened view was that boys mature more dowly than girls. This manifeds itsdf in more
messing around, poorer concentration and a less serious dtitude towards studying. However,
severa respondents stated the belief that by $4 or S5, boys have redised te importance of
qudifications and that they then settle down and start to catch up.

“| just feel it’ sa maturation problem. At standard gradein particular early standard grade
we can see that the boys are just wee boys, that girls are certainly maturing into young
ladies. And that’ s very noticeable. My feeling isthat by higher that’ snot quite as noticeable
but in early years of standard, 2nd year, 3rd year, particularly, | feel that that's a real
factor.”

(Physics teacher)

In Chapter 2 we looked at whether boys do in fact caich up a Higher Grade levd, after
Standard Grades. The evidence available presented an inconclusive picture, however and this
issue clearly needs further examination.

About one-quarter of respondents said that girls were more motivated to sudy and learn than
boys. They had a more conscientious attitude and required less pushing than boys. The more
able boys were motivated, but the less able did not take school serioudy and were more
focused on outsde interests. Connected with his was the view that boys were more focused
on the present, whereas girls were more concerned about the future.

“1 think girlsare much more highly motivated than boys. I’ m quite certain that’ sthe reason
for it. The girls seem to have a better understanding of where they want to go by the time
they’ ve finished standard grades and what the future holds. The boys seemto mature much
more slowly than the girlsdo. They don’t seemto recognise that thereisa progression there.
They just seem to be locked in this moment in time and the end of standard grades doesn’t
really taketheminto higher, into further education. And | think that’ sreally the reason that
they' re not, in 4th year they're still very immature in comparison to the girls.”

(APT English)
Teaching and learning styles

About one-quarter of interviewees mentioned reasons to do with teaching and learning styles.
It was fdt that boys and girls tended to have different learning styles and that the current
educationd system favoured the girls more diligent gpproach. It was felt that boys tended to
prefer shorter tasks, were more competitive and more confident in giving answers in class.
They were more engaged by direct tesching, were less focused and generally had poorer
dudy <kills than girls The girls, on the other hand, preferred less pressure, were more
organised and worked more steadily through the year, which meant they were more suited to
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the demands of continuous assessment than boys. In addition, a smal number of respondents
mentioned that boys seemed to have poorer literacy skills than girls, that they gave briefer
answers and that their written work was generally not aswell presented as the girls.
“Well some peoplethinkit’sthe nature of the exam and the nature of the courses now witha
lot of work as continuous assessment whereas | know myself boys are very competitive and
they like to go for the big one - the big exam but to maintain it all the way through | think
girls seem to score - they seem to relish that. Girls are better at organising themselves,
they' re better at keeping their work very neat and keeping it all together and not losing it and
they’ re better at settling to their work, | think- working steadily at each lesson ... | feel that

boys respond much more to attention. Girls don’t feel it so necessary to have attention.”
(Guidance and History teacher)

Pupils explanations

When asked why they believed that boys were under-achieving a school, boys groups
confirmed the teachers view tha it was because of peer pressure and lower mativation.
Unlike teechers, they did not mention teaching and learning syles. Boys groups dtaed that
boys carried on more at school, were under more pressure from friends not to do too well and

didn’t take school as serioudy as girls.

Boy: “Boysare more - got more energy. They just want to have a carry on.”

Interviewer: “ So do you mean they don't settle down?”

Boy: “Aye”

Boy: “Don'ttaketheir educationasseriously. They'remorelikely to thinkit’ sjust another
day at school...”

Boy: “...you'remore likely to show off to the girls.”

(Boys group, higher ability)

“| think it’s because some boys have friends that if they do very good at school they just
laugh at you.”
(Boys group, lower ability)

The man explanations given by the girls groups were that girls were more mature than boys
and tha boys were more interested in showing off to ther friends than in doing wdl a
school. They dated that girls took school more serioudy, paid more attention in class, tha
boys liked to carry on more, that they had more outsde interests, particularly sports, and that
girls were more concerned about getting qudifications for the future than boys.

Girl: “1 think probably because boys don’t mature as quickly asgirlsdo, and thereforegirls
are more studious, because they’ ve matured a bit more....”

Girl: *Yes. Theboysare ... still living in primary school basically...”
(Girls group, higher ability)

“ Like boys think that they're cool by acting stupid and immature but girls don’t.”
(Girls group, lower ability)

Girls’ underachievement

Although some girls are now doing better a school than some boys, we were aware at the
outset of the project that this did not mean equality of the sexes in other areas of life and that,
beyond school, inequdities remain, which are largely in favour of maes. For example, there
is dill a wage gap in favour of maes and women ae ill under-represented in senior
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pogtions in some professons. The risk, in focusng on boys underachievement a school, is
that other inequdities are obscured. For this reason, we asked dl respondents to identify any
ways in which they fdt that girls were under-achieving at school.

The main response given here was tha girls tended to lack confidence in their own ahilities.
They were quieter in the classoom and less likedy to volunteer answers or opinions,
preferring not to draw attention to themsdves. They found solo taks in English particularly
difficult and tended to under-estimate ther abilities in mathematics. Girls were seen as more
likely to worry about their performance in exams and coursawork.

“1 think certainly unless they are particularly confident girls ... | think that at times they
don’t come forward in class, they don’t speak out and they have to be encouraged to give
personal opinions and so on, more actively than many of the boys. There are boys in that
category too. But if we're looking at it in a general way, girls are inclined to be a little
quieter.”

(Chemistry teacher)

A few respondents mentioned girls under-achievement in particular subjects, such as PE and
technicd subjects. Girls concern with image made them sdf-conscious in dtuations where
they were required to perform in front of others, such as PE and solo taks. Girls seemed to be
as involved in extra-curriclar activities as boys, dthough they tended to favour musc and
drama over sports. About one in ten respondents could not think of any ways in which girls
were under-achieving.

The boys groups seemed to find it difficult to think of ways in which girls were under-
achieving, dthough they did mention that girls were not as interested in technicd subjects,
that they tried to get out of sports, that they seemed less confident in solo talks and that they
were prone to being distracted by boys being disruptive or trying to chat them up.

The girls tended to say that they were not doing as well as the boys in sports, because they
received less encouragement, felt shy, were put off by the boys showing off or were scared
that the boys would make fun of them. They dso sad that they found it difficult to speak up
in classes where they fet the boys were likely to “dag them off”.

Classroom interactions

Research has shown that gender differences are evident in a range of classoom Stuations
(Howe, 1997), with boys contributing more to discussons and attracting more attention
through misbehaviour. We were therefore interested to find out from teachers and pupils the
extent to which this accorded with their own experiences.

In terms of classoom discussons, teachers and pupils largdy confirmed the findings of the
research literature, Stating that boys were more likely to volunteer answers in class, or to
shout out answers rather than putting their hands up. They were aso seen by teachers as more
likely to take arisk and give wrong answers than girls.

“You'll try and do moreinteractive teaching and the boyslike that. They like being invol ved,
they like answering questions, they like telling everyone el se how to do it, they like coming
out and writing ontheboard ... girlsdon’t, they tend to sit back a wee bit and not volunteer
things.”

(PT Mathematics)

Girls, on the other hand, were seen as more likely to get on with their work quietly, asking for
hep individudly if they needed it. They were less likey to volunteer answers in class even
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when they knew the right answer, were generdly more chatty with ther friends and more
talkative than boysin pairs work.

“ Some girlsdon’t say anything, they just look at the ground, or laugh or talk to their friends

... they just don’t answer as many questions as some of the boys in my classes.”
(S3 boys, higher ability)

One teacher related girls quieter behaviour in class to the behaviour of the boys:

“...certain girlsfeel over powered by boys because they' re much more a loud presencein
class, they demand mor e attention generally and | think in that sense they probably get less
individual support because boys will take up more of the teacher’ s time.”

(English teacher)

Thiswas confirmed by one girls group, dthough it was not true for dl of them.

Girl: “But boysjust tend to say answersand if it’ swrong, it’ swrong, theyjust laugh at it.
If | said an answer |'d feel dead embarrassed if it waswrong.”

Girl: * Especially if it was something everybody else was finding easy.”

Girl: " And the boys, if you say a wrong answer the boys would just turn around and
laugh at you, like that’s no the answer.”

Girl: “1 don't really care, if it's wrong, it's wrong. I'll put my hand up and say
something.”
(S3 Girls, middle ability)
Teachers, of course, were quick to point out that these were generdisations and that not al
boys and girls behaved in these ways. In addition, there could be variaions from one year
group to the next, with some year groups having more confident girls than others.

In accordance with the research literature, boys were generdly seen as digplaying more
disruptive behaviour in the classsoom. They were seen as being dower to settle to a task and
their misbehaviour tended to be louder and more disruptive. Girls tended to talk more, but
would do this quietly to ther friends and were less likely to draw attention to themselves.

When asked the question “Do you treat boys and girls differently or teach them differently?”,
most teachers answered no. A few said that they were tougher with the boys, when there were
discipline problems. A smal number sad that they needed to push or cgole boys more to
keep them on task and severd mde teachers sad that they could be more jokey with the
boys, whereas the girls were more sendtive and might teke things the wrong way. On the
whole, however, the teachers said that they tried to treat pupils as individuas and to apply the
same rules to everyone, any differences were genardly in response to the pupils own
behaviour.

“Yes. | think you must treat them differently, without planning to, you must. | think, often you
kind of take your cue fromhow they respond to you, or how they greet you as you enter, or
whatever, and I’m sure you must react differently to the way they act.”

(PT Mathematics)

“Sol trytotreatthemasfairly... | mean physical tasks. For example, | possibly go out of my
way to get girlsto do physical jobs, lift big heavy things. So | would say yes...l think | try
very, very hard to treat them the same, but | don’t alwaysdo so. | can't, because boys behave
in a certain way and | have to treat them differently in response to it.”

(English teacher)
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Some of the pupil groups, both mae and femde, believed that boys got harsher punishments
than girls for the same misdemeanours. So a boy might get a detention or a punishment
exercise for forgetting his homework, being late or taking, whereas a girl would just be told
not to do it again. Severa of the groups, however, said that they did not think that boys and
grls were treated differently or that it depended on the teacher. Both boys and girls believed
that teachers expected girlsto behave better than boys.

“ You' re expected to be well behaved whether or not you will be. You are expected to be more
so than the boys.”
(S3 girls group, lower ability)

“ ... girls get away with a lot more. Because they are more concentrated on a boy doing
something rather than a girl.”
(S4 boys, middle ability)

The teacher’'s own gender was not seen as having a dgnificant influence on classroom
interactions, except for a smadl number of teachers and pupils. For example, some teachers
sad that they fdt it was easier for them to relate to pupils of the same sex as themsdves,
paticularly when they were teaching sngle-sex classes. Three of the femae teachers sad
they found getting respect from boys could be difficult, particularly initidly, and they put this
down to the norms and expectations that these boys were exposed to outside of school.

Some of the pupils thought that the sex of the teacher affected their behaviour towards girls
and boys, but mogly they sad that it did not make a difference. The teacher displaying an
attitude of respect towards pupils was seen as more important than whether they were mae or
femde. This was confirmed by some classroom observations carried out by School C. These
showed that a boy’'s behaviour could significantly improve in a class where the boy related to
the teacher and fdlt that the teacher related to him.

Responses to tasks and curriculum content

The review of the research literature suggested that boys and girls tend to respond differently
to different kinds of tasks and assessments. There is evidence tha girls are more likey to
communicate in extended, reflective composition and to do better on sustained, openended,
process-based tasks. Whereas boys tend to communicate in episodic, factud commentative
detall and ther learning improves when they are convinced of the vaue of the task. In
assessments, girls did better than boys on coursework, while boys did better on multi-choice
tess However, girls aso did better than boys in examinations and their advantage in
coursework only had a magina effect on overdl resllts Differentid peformance in
different kinds of assessments does not, therefore, explain the gender gap in attainment.

We were interested to find out the views of school staff on whether, in their experience, boys
and girls responded differently to different kinds of tasks, curriculum content or assessments.
Teachers found it difficult to generdise, dtating that it varied from class to class. However,
they did express some generd tendencies that they saw among boys and girls. Girls were
generdly seen as more co-operative, more organised, more likely to get on with a task, more
likely to do what they were asked to and to produce neater work. On practica tasks, they
were more hesitant and liked to understand what they were to do before doing it. Boys, on the
other hand, were seen as more competitive, more confident, more willing to have a go a
something, needing more help to bresk a task down into sub-goas and more likdy to cram
for an examination at the last minute, rather than working steadily through the year. Teachers
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believed that they enjoyed practica work and thet they liked to see the point of what they
were doing.

“| haven't really thought about the assessmentstoo much. The type of tasks, yes. What we're
doing just nowisrevision of course, well you could say to a group of girls‘revisethisbit, ask
me anything you don’t understand’ . Boys can’t do that. You haveto say ‘ do these questions,
thisiswhat we're doing’ and it has to be much, much more structured for them, you really
have to break it down into smaller chunks.”

(PT Guidance and Science teacher)

Teachers responses to a question about whether boys and girls responded differently to
different kinds of content in lessons varied by subject area. The man subject in which this
was seen as an issue was English. English Teachers tended to say that they believed it was
important to use a range of texts, in order to engage the interest of as many young people in
the class as possble. The content of mathematics was not seen as inherently of more or less
interest to either gender.

“1 can’t say that I’ ve noticed any sort of marked difference between ... Everybody hates
algebra, and trigonometry isn’t too well liked either ... money isthe onethey’ Il say, herewe
go, better start listening to this. The morein context that you can make thingsthen | suppose
the more relevance, the greater the interest. But | wouldn’t say it’s a gender division.”
(PT Guidance and Mathematics teacher)

Science Teachers were aware that different pupils were more or less interested in different
topic areas, but did not see this as particularly a gender issue ether.

“| haven't noticed any particular difference that would make me think it was a gender thing.
Just more what their own personal interestsare. | certainly find that in the physics course,
some folk really like doing the transport part, othersreally like doing the space part, others
like the health part. But | haven't actually found - | certainly haven't been awarethat it’s
been a gender thing. It's much more personal choice.”

(PT Guidance and Physics teacher)

Likewise, teachers of Modern Languages had noticed greeter levels of interest in some topic
aress, such as food and parties, however they believed that the topics they covered were very
generd, usudly agppeding equdly to boys and girls. One Hidory tescher fdt that the way a
topic was presented was more important than the actua content of the topic, and that it was
not possible to predict whether boys or girls would be more or less interested in certain
topics.
“No | wouldn’t say so. With my Higher classfor example, they haveto do an extended essay
and one of the boys did an essay on Suffragettesand they’ re quite interested and actually are
very good at discussing women’srights.... | think they’ re asinterested in subjectsyou’ d think
would be girlssubjects ... | think girls aswell when we' re doing the Battle of Britain, or the
first year of the Jacobites, they enjoy it just asmuch asthe boys. | thinkit’smoretheway it’s

presented. | think that’s the key. It’ s finding a way that will interest them.”
(Guidance and History teacher)

Teachers did, therefore, see some generd differences in the way that boys and girls
responded to different kinds of tasks and assessments in the classoom and ther views
broadly accorded with the research literature on the subject. When consdering gender
differences in response to different kinds of content, teachers agreed that pupils varied in
ther levels of interest in different topics, but did not generdly see this as a gender issue. It
was only in English tha teachers were conscious of gender differences in response to
different kinds of texts.
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The influence of parents, the local area and society

We have dready noted in Chapters 1 and 2 the strong and enduring connection between
socid disadvantage and low attanment. Differences in atanment emerge as early as Primary
1 and “snowbal” throughout education, with young people from less advantaged
backgrounds attaining fewer Standard Grades and being less likedy to stay on a school
beyond $4. Thereafter those who have attained good Standard Grades are less likedy to
convert them into Highers and less likdy to aoply to and enter higher education than others
with amilar qudifications. Gender differences are evident a dl levels of socid background,
with girls doing better than boys in al circumdances, except for those with fathers in
unskilled occupations (see Figure 2.4). Given the sgnificance of socid background, we asked
interviewees for ther views on the influence of parents, the locd area and wider society on
gender differencesin attainment.

The sx case study secondary schools were based in a range of different catchment aress,
from inner city to rurd, and advantaged to disadvantaged. Parents dtitudes towards
education and the opportunities available to young people in the loca area were both seen as
having a strong influence on the behaviour and atitudes of young people towards schooling.
In some cases, they were noted as having different effects on the attitudes of boys and girls.
Bdow, we briefly describe the catchment areas of each of the secondary schools, with
comments from teachers on how the particular characteristics of each area affect the attitudes
and behaviour of pupils in each school. We then go on to discuss in more detall comments
made on the influence of parents and of society at large.

The caichment area of School A was described as mixed, with an emphasis on “upper
working class or midde dass paents’. A minority of children came from more
disadvantaged homes. It was fdt that these young people could be postively influenced by
others in the school and “... could see what is possible (in school) if they apply themselves’
(PT Guidance). It was a high-attaining school, with a strong Catholic ethos, which fostered an
atmosphere of mutua respect between teachers and pupils.

Area B had undergone profound changes in its indudrid and employment character over the
previous 10 years and the school’s catchment area was very mixed. It was noted that this is a
high performing school and that this masks the fact that a high percentage of the youngsters
come from disadvantaged backgrounds. One teacher noted that there was a particular type of
boy in the area, who was prone to being very uncommunicative and this was associated with
not doing school work and truanting.

School Cisin arurd area, with some very affluent parents. The catchment area was noted as
one:

“...where we have middle class values which really hold attainment in very high esteem ..
with around 80% of pupils staying on.”
(Senior Management Team)
Some boys, however, from faming and fishing backgrounds, did not see school as of
particular relevance, as they expected to work in their father's businesses. This view appeared
to be handed down to them from their parents.

School D was bcated in a disadvantaged inner city area. Improving attendance was seen as a
priority and dtaff were aware that in order to tackle this they must work with some of the
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parents who had negdtive atitudes towards education and were condoning truancy. One
teacher described the profound effect of some of the pupils' life circumstances:

“ ...the degradation, the deprivation, they don’'t see alot of successin their lives, and they
don’t realise that the kids from the | eafy suburbs are not any more intelligent or any better
than them, so that’s quite a tough nut to crack.”

(Mathematics teacher)

The effects of the loca areawere seen asimpacting on pupils aspiraions.

“...inthe town we have got a lot of girlswho if they wanted to be hairdressers when they
were 12, if they ended up with five Highers, they'd still want to be a hairdresser.”
(Local Authority personnel)

School E is gtuated in an area of high unemployment resulting from the closure of cod
mines. There is little expectation of future employment for ether parents or pupils and this
can, it was suggested, lead to a reinforcement of gendered vaues, rather than ther
diminution:

“ ...the parents very much expect the girlsto be doing asthey aretold and not to create waves

and to be good at school, whereas the boys are encouraged to hit back and be part of the

football teamand be slightly more aggressiveand it’ squite acceptableif they get into trouble

at school.”

(Primary Headteacher)

In this area a cluser of potentid influences is noted for the pupils apparent reluctance to
commit themsdves fully to achieving a school. The lack of a mde-figure in the home is
cited, as is a less than podgtive attitude towards education, whilst the lack of expectations, it is
suggested, might be laid a the door of post-indudtrid society with the eradication of mining
and traditiona industries where, often, parents and grandparents had historicdly gone down
the pit. It is noted, however, that employment prospects for parents appear to be improving,
though pay is low. With both parents working, but money being sparse, two consequences are
noted: children are left to fend for themsdves and there is pressure on them to earn money
whilst a school and to leave school early.

School F draws its catchment from two very different communities eech of which had been
sarved by their own secondary school before closure. This means tha the catchment area is
quite mixed. One teacher noted that some girls have low levels of confidence, they are not
expected by their communities or families to achieve anything and, in many instances, are not
expected to get a job. Whilgt it is noted that parents have higher expectations for boys, even
these are tempered by the awareness that jobs are scarce. It is noted aso that part-time work
is avalable to young people in this locdity and it is anticipated tha more boys than girls have
such employment with consequent detriment to their school work.

The preceding descriptions clearly illusrate how influentid locd circumstances and parentd
attitudes towards education are on young peoples dttitudes towards and behaviour in schoadl.
Pupils background circumstances were identified as being sgnificant by a high number of
respondents and it was noted that what the pupils experienced a home had a profound effect
upon pupils attitudes to school and schooling and to their wider expectations. Some believed
that sociad background factors were an important influence, in particular, on boys
underachievement.
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“ Some of the boys underachieve just because of the nature of the area they come from ...
high unemployment ... they see in the home, there’'s unemployment ... the father ...
unemployed ... they have low expectations of themselves.... There's also the macho-type
thing as well ... that the boys don’t think it’s cool to achieve.”

(PT Guidance)

One Headteacher made a clear connection with parents own experience of educeation, stating:

“ A lot of the parents have had unfortunate experiences in the school and that’s why they
don’t push their children to achieve.”
(Headteacher)
Those from more advantaged backgrounds were generdly seen as having a more postive
atitude towards school. Parenta affluence, however, was not aways connected with high
attainment. In School C, it was suggested that some pupils from very wedthy backgrounds
did not fed that they had to work at school as“ money is not a problem’”.

Respondents believed that schools needed to work with parents if they were to tackle
underachievement.

“ ... we have to get out there and make sure that the parent body are aware of it [ boys’

underachievement] and that they play their part too because we can’t do everything.”

(Local Authority personnel)

However, working with parents was not dways an easy matter. In one school the lack of
parental support for working-class boys was of concern. The Headteacher noted that schools
and teachers were in danger of losing contact with working-class parents. Parents evenings
tended to be dominated by parents of children from privileged backgrounds, and a range of
difficulties for working-class parents were noted including lack of access to transport to get to
the school.

Homework is a cdear point a the interface of home and school, potentidly encouraging
children to tak to their parents about the work they are underteking. It is identified as a way
of keeping communication open between the school and the parents, with the school
requesting that parents inform them if ther children are encountering difficulties Here again,
however, there are:
“...an awful lot of children not being given quality time by their parents.”
(Primary Headteacher)

A connection was made between pupils behaviour in school and the level of parenta interest
in homework.

“| send a homework letter out every year asking the parentsto sign the homework ...alot of

the homewor k comes back that’ s obviously not been looked at. And thesearethe children, in

class ... who are not on task, not performing.”

(Primary 6/7 teacher)

Changing roles for men and women in the home and the workplace and the increase of lone
parent families were noted as having a Sgnificant influence on young peopl€'s expectetions.
As increasngly the mother goes to work, there is less emphasis on domesticating young girls,
whils more men are unemployed. In essence, then, a radica shift in parenting has been
accompanied by both indudrid and societd change. The theme of family formetion is
focused upon by another teacher who refers to the fact that:
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“ ... alot of the kids come from mono-parental families. They’ ve only got mumor dad soit’s
really quitedifficult ... or it’ sone week at the dad’ s, one week at the mum'’s. It’ s often at the
grandparentsaswell, so | don’t really know what input the family hasin terms of male and
female education.” .

(French and German teacher)

In School D it was noted that the range of influences on young people dso includes the
extended family and the wider community. While some parents were clearly supportive of
their children's aspirations for employment, in an area of high unemployment, many lacked
the knowledge or kills to fully asss ther offspring to achieve. On a smilar theme, a teacher
suggested that alot of the parents:

“ ... didn’t have a particularly successful time at school themselves and don’'t have the

knowledge and sophistication to realise what school entails for a kid nowadays ... their

value-system is markedly different from the pupils who come from the household where

there’ s two professional parents.”

(Mathematics teacher)

Parental background was thus seen as an important reference point with its Sgnificant effect
on both boys and girls perceptions of sef and of the prospects for sdf-improvement or
otherwise.

Interestingly, the pupils views on ther parents atitudes towards education do not wholly
accord with the views of the teachers Almost dl pupil groups, including higher and lower
ability groups in al case sudy aress, dated that ther parents wanted them to do wdl a
school and that parents saw qudifications as a route to getting a good job and having a good
life. In some cases parents were seen as applying too much pressure, however, on the whole
they were viewed as offering encouragement for good reasons. This means that, either the
teachers had a misperception of the attitudes of parents, or that we did not spesk to any pupils
whose parents had a negetive view of education. Also, it is possble that parents could be
encouraging to ther offspring, but not actively teke an interest in homework or atend parents
evenings, leaving the job of education up to the schooal.

More broadly, factors outsde of the home and school were consdered to exert a sgnificant
influence on pupils dtitudes and expectations, particularly in relaion to gender identity and
roles. Culturd views and expectations of maes and femdes dereotypes, available role
models and images portrayed in the media were al consdered to have an important effect.

In particular, there seemed to be a cultura acceptance that “boys will be boys’.

“Personally, | think there’'s a deep-seated cultural attitude which seems to think it's
acceptable for ‘boys to be boys'.”
(Mathematics teacher)
This was encouraged and drengthened in the media, through the “Bart Smpson” image that
it is “cool to be a fool”. One teacher percaived that the perception of males has changed
congderably in recent times:
“| think the maleislooked down upon and there’ s not enough role modelsfor themto aspire
to.”
(Deputy Headteacher)
However, another teacher suggested that, while this might ring true, neverthdess boys ill do
better in the “world of employment”, and that for this reason believed that boys fed they do
not need to try as hard a school. Another teacher noted that there was ill a pressure on boys
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to get a job and that falure to do so could have a negative impact on their saf-esteem,
relationships and generd wel-being. Whereas, expectations and opportunities for girls have
expanded in recent years.

“...girls are doing better because they realise that they can succeed ... | think that their

horizons have been very much widened.”

(PT Guidance)

The media was seen as having a shaping influence for girls and boys and, for boys in
particular, computer games and footbal were aso seen as important. One P6/7 Teacher
observed how often children play out what they have seen on tdevison and invarigbly reflect
TV images and scenarios in ther writing and what they express an interest in reading. For
girls, the media could have an important negative impact on their views about the importance
of imege.

“...whilethe school istrying to do all these things, the child islearning all these other things

from society in general, from television, newspapers, magazines, pop stars, footballers,

whatever ... | can seemy Primary 7 girls starting to worry about what they’ re eating for thar

lunch ... that’s not coming from school or parents — that’s coming from the media.”
(Primary Headteacher)

It was noted that the media could dso have a podtive impact by portraying non-traditiona
gender roles.

“...thejobthing isstarting to disappear a wee bit more because you do see male secretaries

onthetelevision ... Soap operas, they can be slagged all you like, but they do addressissues,

like that, they show young people and they say ‘| saw somebody in ‘Eastenders or

‘Coronation Street’ doing that.”

(PT Guidance)

Stereotypes were dill seen as farly wide-spread. This is exemplified by the responses of
some people to the fact that in one school, the football team’s best player and captain was a

airl.

“People are quite surprised by that so | sippose that’s telling us something about
stereotypes.”
(Primary Headteacher)

A further example is provided in another Primary school.

“ ... thiswee boy had gone home and said he was playing at school pushing thepram ... | had
to try and persuade the father that thiswasall right, he wouldn’t suffer mental damage over
this.”

(Primary Headteacher)

It was seen as the responshility of the school daff to chdlenge such dereotypica
representations in as many instances as possble, in and out of the classoom. But it was
recognised that school was only one of many influencing factors. Furthermore, there was
evidence of dereotypica attitudes operating within some schools. For example, a request for
a work experience placement for one pupil was agreed to in a bcad Primary school, with the
request that the student should not wear trousers — the fact that the request was for a male
pupil had clearly not occurred to them. Teachers, of course, are dso subject to the influence
of culturd attitudes and expectations.
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“ ...you hear it among teachers, I’ ve known them giving out pink cardsto girlsand blueto
boys. I’ ve seen teachers’ names on walls with flowers around femal e teachers’ names and
triangles around the male teachers’ names.”

(Languages teacher)

The lack d posdtive role modds for boys and girls was a concern, in particular in the area of
sport. For boys, sporting role models were not seen as necessarily positive,

“Inahigh profile activity like football, the role modelsfor the boys ar e often negative. You
know the way they talk to referees, talk to officials, talk to opposition, fans ...”
(PT Physical Education)

For girls, the lack of sportswwomen on television was seen as a potentia issue.

“ Becausethereisnogirls sport ontelevision ... there' s perhapstenniswhichisperceivedto
beafeminine sport in someways ... There sno football.... basketball ...golf, or it’ sseento be
secondary to the male side.”

(PE teacher)

Teachers believed that it was the school’s respongbility to try to address some of these
issues. In one school, for example, the PE department were emphassing the sporting success
of femdes (and maes) in the schoal.

“ ...if you ve walked down our corridor, you' Il hopefully have seen that the girlshad their
football final on Saturday.”
(PE teacher)

Role moded issues within schools among the teaching daff have dready been discussed in
Chapter 2. Teachers were clearly concerned over the lack of mae figures in Primary schools,
the gender imbadance in some subject areas and the lack of women in senior management
postions.

Parents, home background, the locd area and society were dl seen as very important
influences on young people’s views about what it means to be made and femae While
parents were seen as having a direct influence on the child's attitude towards school,
opportunities (or lack of them) in the locad area dso impacted on young peopl€' s aspirations
and expectations and the roles adopted by their parents. The link between socid disadvantage
and low atanment was seen by daff as, a least in part, to do with parentd attitudes towards
education. However, this was contradicted by pupil groups who amost unanimoudy stated
that their parents encouraged them to do well a school in order to increase their post-school
opportunities. The images and role modds avalable to young people, in paticular through
the media, were dso seen as highly dgnificant to the formetion of ther attitudes, views and
expectations.

Summary

The views of teachers and pupils on factors associated with gender differences were
broadly in accordance with the findings in the research literature.

Teachers and pupils explained boys underachievement in terms of peer group pressure,
boys being less mature and less motivated than girls and teachers, but not pupils, said that
prevaent teaching styles suited girls learning styles better than boys .

Girls were seen as more likely to lack confidence in ther own abilities, to worry about
their performance in coursework and examinations and less likely to volunteer answers in
class than boys.
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Boys were seen as more likely to contribute to classsoom discussons and to atract the
teacher’ s attention through misbehaviour.

Teachers believed that they applied the same rules to dl pupils, and that any differences
in behaviour towards boys and girls were in response to the pupils own behaviour.

Pupil groups believed that boys got harsher punishments than girls for the same
misdemeanours and that girls were expected to behave better than boys by teachers.

Girls were gererdly seen as more co-operative, more organised and more likely to get on
with a task, to do what they were asked to do and to produce neater work. They were aso
seen as more hesitant on practica tasks.

Boys were seen as more competitive, more confidert, more willing to have a go a
something, as needing more help to bresk a task down into sub-gods and more likely to
cram for an examination at the last minute, rather than working steedily through the year.

Parents, home background, the loca area and society were dl seen as very important
influences on young peopl€ s views about what it means to be mae and female.

The link between socid disadvantage and low attainment was seen by dtaff as connected
with parentd attitudes towards education. This was contradicted by pupil groups who
amog unanimoudy dated that their parents encouraged them to do wel a school in
order to increase their post-school opportunities.
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CHAPTER 4
STRATEGIES FOR ADDRESSING GENDER DIFFERENCES

In this chapter we focus on the srategies which have been adopted by locad authorities and
schools in Scotland to address gender differences in performance. Our firs step was to find
out the extent to which loca authorities and schools had adopted drategies amed a
addressing these issues. Where dSrategies were in place, we wanted to find out how well they
were working and what issues had arisen in their implementation. To this end, we surveyed
al 32 Directors of Education, asking them about the extent and nature of gender-related
activity in their areas. On the basis of the information provided, we sdected sSx secondary
schools that were employing a range of drategies and that represented different types of
catchment areas. These schools formed the bass of case studies, which involved discussons
with staff, pupils and parents and visits to one or two of their associate primary schools, and,
where gppropriate, interviews with local authority personne. From these activities, we are
able to describe below the extent and nature of gender-related activity across Scotland and to
discuss the pros and cons of the different Strategies that had been adopted. It should be noted
that most dtrategies had only been in place for a relaively short time, and for this reason, it is
not possble to provide hard evidence of their effectiveness. However, the chapter does
provide an overview of drategies being attempted and quditative data from interviews with
gaff and pupils on how well the strategies were working in practice.

We look firg at the extent to which drategies addressing gender differences in performance
have been implemented in Scotland; this information is based on a questionnaire survey of dl
of the Directors of Education. Then, we describe the strategies being used in the case study
schools, and discuss ther advantages and disadvantages; this information is based on the
perceptions of interviewees in the case studies.

The extent and nature of activity across Scotland

Our quegtionnaire to Directors of Education asked about the extent of gender-related activity
in their aress. It dso asked them to identify secondary schools which had adopted approaches
specificdly amed a addressng gender differences in atanment to aid us in the sdection of
case dudies. The information below is based on the responses we received from 28 education
authorities (by January 2000). The aims of the questionnaire survey were to:

review current practice;

identify school-based approaches being undertaken;
as=ssthe extent of activity;

identify schools for case studies.

Table 4.1: Stages of development

No of authorities

No activity reported/unclear 6
Orientation and preparation activities only 7
Strategies in use; several also doing orientation activities as well 15

Total 28
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It was clear from the regponses that schools and loca authority areas were at different stages
in ther thinking on addressing gender differences (see Table 4.1). About hdf the authorities
reported that schools in thelr areas were trying out specific drategies amed at addressing
gender differences, while the remainder reported orientation and preparation activities only or
no activity a al. Table 4.2 gives ddals of what we have cdassfied as orientation and
preparation activities and Table 4.3 details the strategiesin use.

Table 4.2: Orientation and preparation activities

No of Authorities
mentioning this

Awareness raising of Headteachers, staff, education committee, INSET 13
Analysis of statistical information; monitoring attainment by gender 6
Policy development; setting up working groups

Research — reviewing existing research; undertaking research
Evaluation of practice, relevant concepts and/or potential strategies

www

Some of the information given by authorities was incomplete. For example, some reported
that they did not know what schools were doing in response to training that they had
provided. Of the gx reporting no activity, two stated that they were planning to address the
issues in the future. Mogt authorities mentioned more than one kind of activity and hence the
numbers add up to more than 28 in Tables 4.2 and 4.3. Mogt of the active authorities were
aming their drategies a both boys and girls. Only three areas mentioned Strategies focusing
on boysonly.

Table 4.3: Strategies in use

No of Authorities
mentioning this

Use of particular teaching approaches/materials eg individual timetables, 9
approaches to different learning styles

Study/learning support; study skills development

Awareness raising of parents or pupils

Seating arrangements/grouping by gender (single-sex or boy/girl)

Addressing attitudes — to achievement, gender roles; addressing peer
pressures

Target setting for individuals/departments

Raising expectations (staff/pupils); improving self-esteem

Early identification of underachievers, monitoring of individuals

Development of specific skills eg numeracy, literacy, organisational or
thinking skills

Action planning

Mentoring

P W WOl 1 O1O1TO

=

We have described in Chapter 1 how the case study schools were selected, providing a profile
of each school, and details of the respondents. Six secondary schools were sdlected that
represented a range of different catchment areas and that were employing a range of different
drategies to address gender differences. For each secondary school, staff in one or two
asociate primary schools were dso interviewed and where appropriate, in three aress, locdl
authority personnd were dso interviewed. The draegies employed in each school and, in
some cases, area are described in Table 4.4.

In the next section, we present daff and pupils views on the drategies which had been
implemented and discuss issues that arose in thelr implementation.
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Table 4.4: Strategies employed by case study schools

School A School D

Analysis of statistics by gender (at local
authority level and within school)

Looking at statistics with primary cluster

Whole school approach, all staff considering
the issues, trying strategies and sharing
experiences, teachers working together in
classroom sometimes

Awareness raising of staff, pupils and parents
Parental involvement

Literacy strategies

Tackling gendered subject choices

Rewarding behaviour, expectations of
behaviour made clear

Considering teaching and learning styles
Student feedback regularly collected

Local authority involvement

Working as cluster with primaries and nursery
Whole school approach

Analysis of statistics by gender

Awareness raising of staff

Gender co-ordinator in school

Working group set up (cross-curricular), focus
on raising attainment, trying various
strategies and sharing experiences

Addressing teaching and learning styles
Literacy strategies — whole school code
Parental involvement

School B

School E

Awareness raising (staff development)

Single sex grouping for middle ability in
English and Maths, reducing group size by
half

Target setting with identified boys
Boy-girl seating in some classes

Awards for effort, achievement
Behaviour-related strategies
Target setting

Confidence building

Careers support

School C

School F

Analysis of statistics by gender
Observation of classroom interactions
Awards (for sport, effort etc)

Some single-sex classes

Awareness raising of staff, pupils
Supported study periods
Behaviour-related strategies
Identification/targeting of at-risk pupils
Literacy strategies

Boy-girl seating

Fewer Standard Grades for some pupils

Analysis of statistics by gender
Single-sex classes in some subjects
Awareness raising of staff, pupils
Addressing teaching and learning styles
Boy-girl seating

Friendship grouping in classes
Identification and targeting of at-risk pupils
Addressing attitudes

4.2 The pros and cons of different strategies

We found that al the secondary schools were usng a number of different Strategies which
were related to issues of gender and pupil performance. In some cases, the strategies were not
overtly focused on gender issues, but were found, in practice, to have implications for gender
differences. Strategies fel into four broad aress, dl of which were closdly inter-related.

1. Getting started: rasng awareness of the issues, andyss of datigtics, INSET, formation of
working groups, development of whole-school approaches to the issues, consulting pupils
and parents.

2. Changing gender stereotypes and dtitudes, improving motivation by the use of praise and
rewards, and tackling issues of gendered subject choice, careers choice and aspirations.
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Aspects of learning, teaching and classoom organisation, including classroom
obsarvation, sharing of experience regarding teaching methods, development of literacy
drategies and rearrangement of seating and grouping.

Strategies targeted a underachievement, low sdf-esteem or behaviourd issues, incuding
mentoring.

Getting Started

Most of the schools included in the case dtudies were a an early stage of deveoping
drategies to address gender differences in performance. In this section we describe the firgt
steps taken by some schools, including:

rasing avareness of the issues;
INSET;

developing awhole-school palicy;
Setting up working groups,
developing cross-sector links;
consulting pupils;

working with parents.

Raising awareness of the issues

Awaeness raisng was the most commonly reported drategy for addressng gender-
differences in attainment, and appears to be a pre-cursor to al other drategies. Many of our
informants from locd authorities and schools confirmed that their garting point was to look
a the daidics on differences in girls and boys atainment which simulated debate in
schools. Some teachers found the differences quite astounding, and it made them aware that
something had to be done.

“ We' ve raised awar eness among pupils, parents and staff. That’ s the main thing we' ve done.
I’ ve worked with the principal teachers asking themto reflect on thingsand talk it through
with their departments. When SMT members attend departmental meetings - gender is
occasionally on the agenda. We had it on the school plan. We' ve brought groupstogether to
talk it through across departments - getting teacher s to share strategies and experiences.
That gives people ideas. It's teachers eventually that make things work. They are
professional, they are reflecting on what they are doing.”

(Headteacher)

Some Headteachers shared the datistics with pupils as a way of opening up debate on the
issue.

“ We raised the awareness of boys and had them discussit with us (with girls sometimestoo).
Some arerealising that there are approaches to study that might be more rewarding in the
long term. We' ve challenged the peer pressure thing a bit - we're not always going to be

successful at that but it has influenced some boys, to be keener to do well in school.”

(Headteacher)

However, some of the pupils were not so keen on ther schools efforts to rase ther
awareness of gender differencesin attainment:
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Girl: “ They always say it to you the girls are better off, even after we came back in 5thyear
and he [the Headteacher] stood up in assembly and he said ‘oh the girls did really
well’.”

Boy: “ What' s the point of trying?”

Interviewer: “ Would you prefer not to know about it?”

Boy: “ They put it far too strongly. They put far too much emphasis on it.”
Girl: “ 1 think they try to make it a sort of incentive for you.”

Girl: “ When we came back after standard grades and we all sat down and they commended
usthen they started talking about the boysand | thought if | wasa guy and | was sitting
there with good marks, 8 Ones or something you'd just be so insulted.”

Boy: “ Not even 8 One's. You' re sitting back with credit awards and they say you’ re still not
doing well enough.”
(S6 students)
On the whole, rasng awareness formed an important firsd sep in the development of
schools  approaches to addressng gender differences. Care is needed, however, with regard
to how the issues are presented. Some higher attaining boys, for example, felt discouraged by
the message that dl boys were under-achieving.

INSET

In mogt schools a few daff had attended externd courses and training sessons focused on
methods of raisng the atanment of boys Many spoke with enthusasm about the style of
presentation and the “tips and tricks’ provided. Staff who had attended courses would then
cascade the training to other members of staff. However, we found that staff who had not
personally attended the external courses tended not to be as enthusiagtic as those who had. It
was aso evident that the “tips and tricks’ were being passed on to a greater extent than any
theories about learning which underlay the proposed methods. For example, some teachers
had attempted to use an gpproach such as boy/girl seating without having a clear idea as to
why they were doing it. There is previous research which suggests that a cascade approach to
INSET is not entirdy satidfactory (O'Brien and McGettrick, 1995), and this is borne out by
the comments of teachers interviewed. We concluded that INSET focused on addressing
gender differences was most successful where it dlowed for the persona involvement of
teachers, as part of their own professona development.

Whole-school policy

There were differences between the case-study schools in the ways in which drategies had
been developed and implemented. In some schools there was a commitment by the whole
school, with involvement of dl subject depatments, and teechers a dl levels of the
hierarchy, while in other schools the drategies gppeared to be limited to a smal number of
departments.

In School A, rasing boys atanment was dealy a whole-school policy which had been
initiated by the Headteacher and involved active participation by teachers, parents and pupils.
The Headteacher took a “hands-on” approach, and disseminated datistica information on
attainment broken down by gender and ideas about raisng attainment and gender differences
to his gaff. The policy was included in both the school development plan and departmenta
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plans It had led to a wide range of linked initiatives, including ones addressng ettitudes,
behaviour, teaching and learning, classoom organisation and parenta support, and it was
gpparent that each of these initiatives reinforced the others:

“| would say that the awar eness of gender issues has been heightened throughout the school
and that’s pupilsincluded as well. ...The pupils will make better choices and they will aim
towards careers they might not have in the past. And I’ ve felt both sexes, boys and girls,
parents are coming around, so it is having an effect. The community in general arechanging
their attitudesaswell. We don'’t just work with the parents. We work in whol e different areas
out in the community there. And they are changing their attitudes as well. So it’s a slow
process but it has happened. It reflectsin results now. We targeted boys and we didn’t half
target themandit just ... shot up. And the achievement now is quite close [ of] boysand girls
in the lower schools.”

(Guidance and Biology teacher)

In School D, there was whole-schodl involvement fostered by a working group drawn from
al subject departments within the school which had responghbility for developing policies to
rase atanment. All of the teachers interviewed had found this helpful. One of the benefits of
this approach was to “ pull the school together in a really basic way” (English teacher). A
more detailed description of this gpproach isincluded in the next section.

In other schools there were a number of drategies to raise attainment, and particularly to raise
the atanment of boys, initiated by Headteachers or other members of the senior management
team. However, in these schools, drategies were more fragmented, did not aways engage dl
daff, and did not have the sdf-renforcing effect of whole-school policies. Some d&ff in these
schools did not appear to be aware that there were strategies addressing gender differences in
other departments, but expressed interest in finding out about them.

Whole-school gpproaches to addressng gender differences had severa advantages, including
coherence of gpproach across the school, greaster awareness among al saff and reinforcement
of approaches adopted.

Working groups

In School D, a working group of teachers drawn from al departments in the school had been
convened to look at aspects of teaching and learning with the objective of raising attainment.
A number of sub-groups had then explored different aspects of teaching and learning, one of
which had a remit to explore ways of rasng boys attanment. They produced a series of
documents which gave practica advice to teachers, and these were then discussed a an in-
service meeting of al teachers in the school, a which gaff split into workshops to focus on
each aspect. Further ideas arisng from the workshop were collated and induded in the find
documents. A key feature of the work of the group and in-service day was the sharing of
ideas and practica experience between teachers from different departments:

“ A lot of the stuff was from what people had read, from what people had been doing in
practice.... One of the things that you tend to do a lot in the Maths department is a lesson
starter. You' Il put some work up on the board, 5 questions, just something to do as soon as
they walk in the door. And the idea behind that is that they’ll go over what they’ ve done
before, ... very briefly in thefirst 5 minutes or so, revising what they’ ve done previously. And
that’ s something that comes up that was mentioned in that particular group. But it’s also
mentioned in some of the other work that people haveread. Alot of it ispractice, practical
thingsthat people cameto thisgroup saying “ well thisiswhat we do in our department and |
think it works” and you give particular reasons for why it works. So it’'s very much a
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practical document that has come from peoplesideas. | think therewasa lot of stuff inthere
that people thought “ that’s a good idea, maybe try that, it could work” .”
(Mathematics teacher)
All interviewees a the school commented very favourably on the work of this group. The
positive aspects they described were:

It provided ameans of sharing good practice within the school.

It provided teachers with the opportunity to discuss common issues with teachers from
different departments, and with different backgrounds.

Every single teacher was consulted.
It gave teachers a“whole-school” outlook on teaching and learning.
It raised awareness within the school of issues concerning the raisng of atainment.

Teachers found it refreshed their idess. It gave them an opportunity to review and rethink
teaching approaches.

The focus was very practicd, and snce the ideas and information came from teachers
within the school it was seen as having particular relevance to conditionsin the schoal.

School A had a series of working groups which included parents as well as teachers. This
initiative had gtarted in 1997 when 300 parents had attended a mesting at the school a which
senior management talked about issues to do with raising atainment. The parents had been
divided into discusson groups, led by staff members, who reported to a plenay mesting. It
was then suggested that there should be a working group to take these discussons forward,
and 72 parents volunteered. Since this was such a large number, four sub-groups were formed
to look at:

support for learning

classroom organisation

monitoring and supporting achievement
strategies for supporting boys.

The sub-groups investigated these issues, reported back to the other parents and made
recommendations to the school. This approach had been very successful in obtaining the
support of parents for school initigtives to rase attanment. (The involvement of parents is
discussed further later in this section).

Cross sector links

Cross sector links were a strong feature of the strategy adopted by the loca authority and
schools in Area D. Direct links were also mentioned in two other areas by secondary school
learning support gaff. In one area this was amply a means of contact, sharing information
and meeting pupils before the trangtion to secondary school. In the other, a learning support
teacher had demondrated teaching drategies for writing in the primary school, and it was
reported that this had had a postive effect on boys presentation of work and motivation.
Cross sector issues were conddered by locd authority saff in two areas, one of which
analysed gatistics by gender across the board and fed these back to al schoolsin the region.

In Area D, key aff at the locd authority level had reviewed research and evidence on gender
differences and decided to focus on two main areas literacy and teaching and learning syles.
In addition, they had redised that gender differences darted a a young age, and for this
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reason were developing a cross-sector strategy. A gender co-ordinator was gppointed from
among exiging daff in one secondary, one primary and a nursery school. The three co-
ordinators were charged with taking the initiative forward in therr schools, initidly as a pilot.
They met and discussed the maerids and suggestions provided by the locd authority
personnel and then developed a series of techniques and dtrategies that they wanted to try out
in ther own classooms or a limited number of classooms initidly. The actud drategies
tried are described more fully in the section on teaching and learning dyles. All three co-
ordinators stated how beneficia it had been to forge cross sector links and to meet and share
ideas. They had been surprised a how much they had in common and how many ideas they
could pick up from each other. One of the key loca authority personnd involved described
this process as follows:

“ ... quite strange the way it’ s evolved because initially | don’t think we saw them meeting
with each other at all because they’ re sectorally different but what happened wasbecausewe
pulled themin to have meetings we then found that they were lear ning fromeach other. For
example, one of the thingsthat they’ d been trying in Secondary was an advanced or ganiser
ideawhere.. it wasvery structured: the plan waslaid out, and the Pre-5 Head happened to
bethereat that meeting and shesaid “ | could try that in Nursery becausewhat | coulddoisl
could say, doing a story | could say “ | want you to listen and tell me what happensto the
bear inthisstory” or read the back cover of the story - things she' d never donewith Pre-5's
before and she’'s finding - you know you’ll talk to her yourself - that it’s holding their
attention, that they’ re understanding - it’ salso creating a scenario whereit’ sallowing them
to develop certain learning styles as well over and above their own.”

(Local Authority personnel)

Providing a cross-sector forum where issues to do with gender differences can be discussed
sems a very fruitful exercise, given that differences appear at a young age and perdst
throughout schooling. The group in Area D seemed particulaly effective because the
discusson was focused on developing and trying common dtrategies and therefore had a
practicd focus. However, even if this were not the case, a cross-sector discussion of the
gatidtics, the key issues and the Strategies available seems potentialy productive.

Consulting Pupils

School A had developed a system of seminars for seeking the views of pupils about school
policies and these were held three times each year. Pupils were encouraged to express their
views about a number of different issues, and the school management responded to their
views. At one of these seminars it was found that many girls were unhappy about the policies
of the school to raise the achievement of boys, because they fet the boys were getting
preferentid treatment. The response of the boys was dso somewhat unfavourable: “ why are
you picking on us?”’. The school was modifying its drategies as a result of the pupils views,
including the development of “women into management” type courses.

The students we spoke to in School A confirmed that the school management did listen to
what the pupils had to say and acted on it. They cited the school’s action in response to
pupils anxieties about bullying as an example of the responsiveness of the school. In other
schools, some pupils did not fed they had been consulted on school policies. For example, in
one school the boys were aggrieved that their complaints to the school council about aspects
of their school uniform appeared to have been ignored.

We concluded that consulting pupils is a useful pat of developing school policy on issues
such as addressng gender differences in atanment. Pupils tend to have a rather different
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perspective on school policy than their teachers might anticipate. We note that the Standards
in Scotland’'s Schools Act (2000) places a responghbility on schools to consult pupils and
involve them in policy making. It gopears tha the extent to which pupils are consulted varies
considerably.

Working with parents

Parents were perceived to have an important influence on pupils dtitudes and behaviour.
Therefore, many schools believed it was crucid to raise awareness among parents of gender
issues and the importance of raisng expectations and attainment. One interviewee from a
loca authority explained:
“What we weretrying to get acrossto themwasthat they’ ve got their part to play too which
isequally important becausethey spend ... alot of their life at home as opposed to being at
school, and it’ snot to accept second best so you take fromwee Johnny “ oh yesthat’ |l do and
away and watch the footbal | now” but wee Jeanni€’ s still sitting there doing all the stuff and
re-drafting - so it’ sto encourage the kind of fairnesswith themaswell andto ask“ now have

you done your homework?” and to chase up this kind of thing, be interested in it more.”
(Local Authority personnel)

Most of our case-study schools were trying to improve communication with parents over
these issues, by “parent and child” evenings focused on gender and atainment. Many had
developed homework palicies, in the expectation that parents, pupils and teachers should dl
know the amount of homework to expect, so that the parent could chalenge the child who
said “I've not got any homework”. Some schools aso encouraged parents to comment on the
dandard of presentation of the homework, and to be more involved. One school had
developed a booklet for parents suggesting to them ways in which they could help their son
or daughter to make progress. (There is now a booklet for parents prepared by the Equal
Opportunities Commission which can be distributed by schools).

One of the case study schools had included parents in their awareness-raisng. As one teacher
explained:
“Involving parentsinit is probably one of the most crucial aspects of it that we know. Boys,

they don’t like being grounded and they don’t like their money being docked and if it works
then go for it. So these things | think we do quite effectively.”

(English teacher)
Many of the drategies which used merit awards or prase awards to motivate pupils
(described later in this chapter) were partly amed at involving parents. In most schools the
certificates or praise postcards were sent to the pupil’s home so that parents could encourage
the pupils to further efforts. This dso had the potentia to improve atitudes to school among
parents whose own experience of school might have been less than happy.

Teachers who were involved in mentoring individud pupils and those concerned with
behaviour support (described later in this chapter), al found it was crucid to involve parents
a every dage of working with under-achieving pupils, in order to build up trust. They would
try to involve the pupils and parents in setting targets, and feed back to the parents
information about progress being made. One teacher stated:
“ One of the best strategies I’ ve employed is to include the parents and to have regular
contact with parents, monitoring of the boys on a daily basis, just testing them at various

points for behaviour and application, setting targets with them and getting the parents
involved in formulating targets with them and then looking back. This week we’ ve got the
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parents coming in because we're looking just over the past few weeks and to what degree
they' ve met their targets and so on.”
(Guidance teacher)

Schools made a lot of effort to involve parents in the subject-choice process and to educate
them in the need to move away from gender-stereotyped subjects. However, many teachers
explained that it was an uphill struggle:

“We can deal with (the pupils) in here but what gets said at home has an awful lot of

influence.... And the parents can say “ never mind what THEY say” . Soit’ sstill thereandthey

see a lot at home - the way the father treatsthe mother and ... “ go and get me a cup of tea”

and all thiskind of stuff. ... so although we' re addressing it, what happens out there still has

an awful lot of influence.”
(Guidance teacher)

Getting Started: Summary

Some of the initid steps teken by schools getting started on drategies addressing gender
differences in atanment included raisng awareness of the issues, INSET, deveopment of
whole-school  policies, formation of working groups, cross-sector links, consultation with
dudents and involving parents. We concluded that al of these gpproaches are potentialy
valuable aspects of good practice.

Changing gender stereotypes, attitudes and aspirations

Many of the explanations of gender differences in atainment, outlined in Chapters 1 and 3,
focused on the adverse effects of gender stereotypes, attitudes and aspirations. For example,
many respondents described the effects of negative peer cultures. Consequently, al of the
schools adopted strategies to try to change the views held by pupils about gender roles and
opportunities. Ther strategies included:

teaching about equal opportunities,

providing pogtive role models,

addressing attitudes to subject choice;

careers work;

rasing aspirations,

praise and awards.

However, dl of these gpproaches are closdly inter-linked and cannot be viewed in isolation.

Equal opportunities

All of the case sudy schools addressed aspects of equa opportunities, including examining
gender-role stereotyping. In some schools the topic was addressed in Persond and Socid
Education (PSE) classes, in others it was permested through other subjects and courses such
as history, in which the status of women in the 19" and 20" centuries was studied. In school
F there was an important equa opportunities eement to Home Economics classesin S1.

“ The first lesson with all the pupilsin S1 Home Economics- it’s an exercise we do - ‘What
do you do? What does your mum do? What does your dad do? What do you consider isa
boy'stask or ... agirl’stask? Look at thislist. Tick what you think is a boys only task or a
girlsonly task. Look at thislist of occupationsand jobs. Tick what you thinkisa job that can
only be done by men. Can only be done by women. And we have a huge discussion and even
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yet, we have lots of kidsin first year who openly tell you that their dads do nothing in the
house, and that’ sthe mummy’ sjob, and that their big brothersdon’t do anything in the home.
And that’ sthefirst lessoninfirst year. And after that we always- everythingwedo, isalways
based on - - this can be done by anybody, it can be done equally well by both a boy and a

girl.”
(Home Economics teacher)
Other aspects of equa opportunities were covered as part of the subject choice and careers
education classesin dl schools.

Positive role models

Many teachers expressed concern about the role modds pupils saw a home and on
televison, and the negaive messages these gave about the vaue of sudy. One drategy
seeking to overcome these dereotypes has been to introduce postive role models. For
example, in one region the locd footbdl team are involved in promoting books, so as to let
pupils know that it is*cool to read”.

In other areas schools used their own pupils as role models for others. For example, in School
A, which had st out to create a climate in which pupils found it “cool” to do well a schoadl,
there were supported study sessions, which boys who were generdly considered to be “cool”
because of prowess on the sports field were encouraged to attend, in the hope tha their
influence would spread to other pupils. Smilarly, two schools had introduced “Buddy”
systems, whereby students in S6 befriended groups of pupils entering S1, and helped them to
adjust to secondary school. This enabled the younger children to see postive role modes in
6 that they could rlate to.

Subject choice

In dl schools there was a strong focus on issues of equa opportunity, and the use of pogtive
role models, with respect to subject and career choice Many schools were trying to
encourage girls to enter nonttraditiona subjects such as physics or craft and design. Teachers
in science and technicd departments were trying to combat their image as mae-dominated
aress, for example, by looking a the content and language of worksheets and examination
questions to avoid gender stereotyping. Severd schools dso brought in guest speskers who
were male nurses or female doctors.

Other subject departments were attempting to encourage boys to enter non-treditiona
subjects. In modern language classes teachers attempted to make it clear that languages were
relevant to the careers of maes as wel as femades. In one school the languages department
chose role modds from among former pupils who were usng languages as part of their work.
Busness gsudies depatments used information and communications technology (ICT) to
show that business and office skills were relevant to careers for both sexes. Home economics
departments aso encouraged boys to redise that it was as important for boys to study home
economics as girls.

As pat of the process of choosing subjects and careers many schools made efforts to
counteract gender-stereotyping:
“We make a big issue of this and we bring in, we have a conference in whichwebringin
peoplefromall walks of life. For example, we bring in an architect whose a woman, we bring

in, if you think of all the jobs that women do like a nurse, well we'll bring in the opposite
equivalent so that we have a female joiner, a male nurse, a male receptionist and so on so
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that children can see that you don’t have to be a male or femaleto do thisjob, anybody can
do it. We make a big issue of that. | think we organise about 20 different people and they
comein and they talk and then they talk in groupsto the children. The children elect to speak
to whoever they want. Say for exampleit’ sa girlswho wantsto be an architect, well there' |l
be a female architect, there'll be a male nurse and so forth.”

(Guidance teacher)

Careers-work

Teachers found that pupils till tended to have traditional career choices, and these were often
influenced by home background. There were efforts to make pupils aware of the demands of
amodern labour market:

“| think a lot of boys who are maybe not going to university, in this area would want to be
fishermen or farmersand if not they want to bein atrade like ajoiner or amotor mechanic.
But we have to point out to themthat motor mechanics nowadays, it’sall computer/ machine.
It’ smachinesthat are computerised and they actually need to be quite able to get that kind of
job and we need to explain to them what sort of skills they actually need and what’s
available, what’s in the job market.”

(Guidance teacher)

Most of the teachers responsible for careers work in the school were a pans to emphasise
equality of opportunity:

“ Kids can opt for what they want and if agirl said ‘| want to bea brick layer’ well we would
say ‘letslook at what you need to do then’. Wewouldn’t say ‘that’sa silly job for you, you'll
ruin your hands’.”

(Guidance teacher)

One teacher spoke of the cumulative effect of drategies in the school to address gender
inequality:
“ 1 would say that the awar eness of gender issues has been heightened throughout the school
and that’ s pupilsincluded aswell. Now, the pupils themsel ves ar e better informed, they will
make better choicesand they will aimtowar ds careerswhere they might not havein the past.

It’ s not disappeared but it’ s reduced thisimage of what is expected (of men and women).”
(Guidance teacher)

Schools were very concerned to raise the aspirations of boys and girls with respect to their
vocationad choices. In school F a video cdled “the Glass Ceiling” was found to be very
effective in simulaing pupils to consder Sereotypical aspects of certain careers. As a result
it was found that:

“..thegirls perceive that women have not had a very good deal in our society and it’s not
going to happen to them.”
(Guidance teacher)

Theinfluence of parents and home background were found to be very strong:

“ | have a second year boy who was on the point of making histhird year choicesand it was
very much hisfather’ s perception that interior design wasfor cissiesand thisboy’ s fabulous
inart, hetalks at length about what his bedroom slike and the lavender wallsand the black
furniture, and his dad’s a wee bit ware of this you know, thinks his boy could be gay or
whatever. And | mean that’s the bottom line. And you have to just, the dad was in and we
weretalking about it and it wasjust a case of saying it’ sjust matching a person’ sstrengthsto
ajob hereally is interested in and would enjoy. So it's breaking all of these parental
per ceptions down too. And | think communi cation between parents and the school iscrucial
in this one, because that’s your major sphere of influence.”

(Guidance teacher)
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It was clear when we spoke to pupil groups that the efforts of schools to promote the idea of
equa opportunities had apparently been successful. Pupils, on the whole, beieved in the
principle of equa opportunities in work and family roles. However, they were aware of
gender differences in roles in their own homes and in the workplace. See Chapter 5 for full
details of the pupils views on work and family roles and their own persona aspirations for
the future, which incidentally varied more by ahility level than by gender.

Aspirations

Strategies to raise aspirations and boost self-confidence and self-esteem were being tried in
dl of the case sudy schools. These drategies had implications for both boys and girls, and
were linked to other approaches to counteract negative gender Stereotypes and boost
attanment. In paticular, School D, in an inne-city area with multiple deprivation, was
engaged in a mgor effort to raise aspirations by every means a its digposd, including posters
on every wal urging “be dl you can be’ and “only your best is good enough”.
“ Just slogans and phrases constantly chipping away at them, just constantly trying to get
themto be themselves and to really go for it. | think that isthe best we can do, just constantly
praise them, and constantly reward themfor doing well. But | really do believe that, | mean
personally | thinkit’s pretty deep-seated some of the attitudes are pretty deep-seated, and |

think they will take a large amount of shifting.”
(Mathematics teacher)

In other schools a very srong dement in PSE classes was to build up sdf-esteem and
assertiveness:

“ The main issue that I’ m seeking to address in the programmeis self esteemreally. Asl’ve
already mentioned, in thiscommunity thereis definitely low expectations fromthe pupilsand
fromtheir familiesand it’san area of quite a lot of unemployment, and there’ s not a great
deal of push from home for pupils.”

(PT Guidance)

Praise and Awards

Caeful use of praise was conddered to be very important by many teachers in motivating
pupils. Prase was an important form of encouragement for al pupils, but publicly prasng
boys was considered to create arisk that the boys would be ill-treated by other boys.

Boy: “I hate when the teacher calls out the test results and if you don’'t do well it's
embarrassing - like you get 9 out of 20 - people start laughing - I’ d rather get a gold-
and then they start laughing if you get like 20 out of 20.”

Interviewer: “ So it works both ways- it’ sbad if you do really badly but it’ salso bad if you do
really well?”

Boy: “ If you want to be a people person then you just have to aim for average!”
Interviewer: “ So average is pretty safe?”

Boy: “ But | don’t want to be average- | want to move up - to get into good classes next year
- I think you just try to ignorethemand just...it’ snot so bad now costhe boysthat can
dowell realisethat it doesn’t really matter what anyone else thinks but last year it was
kind of different cos they didn’t realise that they’'d let it get to them.”

(Low attaining boys group)

Schoal E had a system of praise awards which were sent by post to the child’s home twice
esch term:
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“ Our view isthat youngsters who performwell academically arerewarded well academically
through certification. For the youngster who goesthrough their day-to-day business, works
quietly inthe class, doesn’t flash the hand up every time a question’ s asked, that recognition
will only come about once a year in the annual report to parents. Oncea year isnot an awful
great deal in terms of how youngsters will perceive themselves and one of the biggest
problems we' ve got at (school) is the low expectations of youngster s themselves, their low
self esteem: they don’t think that collegesand universitiesarereally for thembecauseif it
wasthey’ d befirst generation and trying to change this perception isvery difficult. There's
no great history in the community of university and whatever...What we did very simply was
we introduced a system of praise awards. What we do iswe ask staff twicea year “ just put a
tick beside your classlist of any youngster who you think isworking to the best of hisor her
ability - that’ sthe sole criterion - if it’ sthe whole class, putabigtick’ . Wethen feed that into
the computer and we use cut-off scores, so if a kid in S1, say, got nine out of twelve then
they' Il get a gold praise award, then there’ ssilver, bronze and you’ ve hit the cross-bar but
try harder next time letter which goes out. We produce a certificate and the Rector signs
every one of them. A huge number of kids achieve this. We are absolutely delighted.”
(AHT)
School F had a system of praise postcards, which any teacher could send home to show their
gopreciation for a pupil who had made an extra effort, or improved her/his behaviour.

Another method was to slamp the pupil’ s year-planner.

In School A there was a merit certificate to reward good practice. Pupils in S1-$4 al began
the year with 16 merit points, and had merit points deducted by teachers if they failed to meet
dandards of presentation of work, homework, or classsoom application. Teachers could give
bonus points to recognise exceptiond effort. At the end of the sesson pupils were presented
with laminated certificates. The merit certificates were consdered to reward aspects of
behaviour and effort which were vaued by the school, and to provide short-term targets at
which pupils could am. Merit certificates were vaued by the parents, who encouraged their
children to work hard so as to achieve one.

In School C, instead of sending the merit certificate by post to the pupil’s home, there was an
awards ceremony. This was one of a number of drategies used to publicly reward and
ceebrate achievement and effort, together with an “achievers notice-board”, sporting awards
and an exhibition of work by the technical department. Awards for effort and for achievement
in the S1-S3 dstages were dlocated on the bads of nomination by teachers from two different
subject areas. The drategy was aimed particularly a encouraging boys to make more effort,
but at present more females than males achieve awards.

The pupils expressed very mixed fedings about the awards ceremony, with some expressng
the view that pupils did work harder in order to gain an award, and others suggesting that
they did not care one way or the other.
“I think it's a good thing - they might work harder towardsit to seeif they can get awards
and that. It boosts confidence- you' re getting an award and you think “ oh, I’'mdoing well at

thisand I’ d better keep it up and all that” .”
(High attaining boys group)

Girl: * 1 think it can be encouraging if you get an award but quite often you find that people
DO work hard and then they don’t get any recognition and they feel well I'veputinall
that effort and not even been recognised so that’s discouraging...”

Girl: “ Costhere’ s some peoplethat maybe likework their very hardest but they’ re not like at
the top of the class or anything.”

Interviewer: “ But wouldn’t they get an award for effort?”
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Girl: “ No ... there'slike a limit on how many the teacher can - they can only nominate like
three people - five - from a year or a class or something like that.”
(High attaining girls group)

Interviewer: “ How did you feel about (receiving an award)?”
Boy: “ Well quite pleased - and your parentsit’s pleasant for them as well cos they think

you’re doing really well in school - they encourage you mor e- there' sa big ceremony
when the parents come and watch the pupils going up to collect their award.”

Interviewer: “ So do you think that makes you work a bit harder.”

Boy: “ Some people just act as though “ who really cares’” - cosit’sjust the same people
every year and they’re not getting any awards cos it’s usually the same people.”

Interviewer: * Right so do you thinkit’sa bit unfair for them? Or doesit actually encourage
others to work hard?”

Boy: “ Not really - a lot of people just don’t really care.”
(High attaining boys group)
However, the pupils were very impressed by the exhibition of work by the technica
department.

Interviewer: “ | know that aswell the school has been exhibiting work from Technology and
putting Sporting awards up, are you awar e of that? What do you think of that?”

Boy: “ It’'s pretty good cos you get to see everyone’ s work.”
Interviewer: “ Does that make you try harder? Is that motivating?”

Boy: “ Yeah, | have to do as good as that cos it’s going to go on show.”
Boy: “ You just think ‘Oh, | want to do as good as that’.”

Boy: “ You think of it as a competition - if your friends are getting high marks you think |
can’'t be getting lower marks than my friends, I’ m going to haveto try and get high
marks to keep in with them.”

Boy: “ It'slikeinaraceif you' re running against someone they’ re gonna motivate youtogo
harder but if you're running on your own... then you don’t get as good a time.”

(Low attaining boys group)
It is difficult to reach any firm conclusons about the success of drategies usng prase and
awards. Schools were usng these drategies in order to motivate ther pupils to sudy.
However, the pupils had mixed views as to whether they and their peers were motivated by

this means. This is perhaps an area where there is scope for more consultation between
schools and pupils.

Changing gender stereotypes, attitudes and aspirations: Summary

Schools were attempting to change gender Stereotypes, attitudes and aspirations from a
number of different angles These included tesching about equal opportunities, providing
postive role modds, addressng issues of subject choice, careers choice and aspirations, and
providing motivation to pupils through prase and awards. All of these approaches were
linked and apparently reinforced each other.

Changing attitudes and aspirations is difficult because of the pervasve influences of society.
It is difficult for schools to influence the role modds pupils see in ther daly lives Media
coverage of footbdlers and televison sarts does not dways emphasise the importance of
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sudy and hard work. Nevertheless, there is evidence that equal opportunities tesching in
schools has affected young peopl€'s attitudes and aspirations and encouraged them to believe
in the principle of equa opportunities (see Chepter 5 for further detals). This gives
encouragement that efforts to change negative attitudes to study for maes will dso make a
difference. The draegies described in this section make important contributions to
addressing fundamenta causes of gender differences in aspirations and expectations.

Aspects of learning, teaching and classroom management

Some of the explanations of gender differences in atainment, outlined in Chapters 1 and 3,
focused on differences between maes and femdes in their gpproaches to learning, study
habits and levels of interest in curricular areas. To address these issues a number of schools
focused on:

teaching and learning Strategies,
classroom observations,
teachers sharing experience;
literacy Srategies,

sngle-sex classes,

boy-girl sedting;

other grouping arrangements.

Teaching and learning strategies

One of the main approaches adopted across dl school sectors in Area D was a focus on
teeching and learning dyles. The drategy was being led by the locd authority and taken
forward through the appointment of three gender co-ordinators, one in each sector from
nursery up to secondary. The co-ordinators were working together to develop teaching
drategies, which they were trying out in a smdl number of dassooms initidly, with the
intention of sharing their experiences with other teachers later on. In the secondary school,
work was being taken forward through the work of the raisng atainment working group,
consging of twelve members of daff across depatments. This group had produced a
document, containing practical drateges and suggestions, which had been very well-received
by daff. In these ways, Strategies were being tried and experiences shared among Staff across
the curriculum and across sectors. Some teachers in other schools were adso considering
gmilar drategies based on tesching and learning syles The discusson here will mainly
focus on Area D, however, since this was one of the main thrusts of their Strategy to address
gender differences and raise attanment and the comments made by teachers in other schools
on their experiences of usng the drategies were largey smilar to those made by gaff in Area
D.

The theory underpinning the work in Area D, based on a review of the research literature and,
in paticular, the work of Geoff Hannan and Alasdair Smith, carried out at locd authority
level, was that everyone has a preferred learning style and if they are taught in ways that do
not maich that syle, then they are less likely to engage with or understand the materia being
presented to them. Each person also uses other styles, but they tend to prefer one style. There
is some dissgreement in the literature about exactly how to categorise different learning
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dyles, however, the model in use in Area D included three broad groups. visud learners,
auditory learners and interactive learners. There are roughly equal proportions of each type of
learner in a classoom, and learning styles cannot be predicted from gender, dthough boys
and girls tend to prefer different styles. It is important for teachers to be aware of the different
broad learning dyles, but not necessxy for them to identify individud's learning gyles.
Ingtead teechers should am to teach in a variety of ways, with the am of engaging with dl
pupils in the dassroom through different methods. It was consdered hepful for teschers to
identify their own learning styles, however, so that they would become aware of how these
affected ther teaching syles. For example, teachers with an auditory style, might give a lot of
verbd explangtions without usng any visud ads which would be difficult for visud or
interactive learners to access. The am was to engage with pupils through therr preferred

leaning dyles initidly, with a view to ultimatedy devdoping ther use of the full range of
dyles, rather than entrenching them in one mode.

The actud dtrategies being tried included the following.

Giving the “big picture’, ie connecting the lesson with previous work and giving an
overview of what would be covered, the aims and desired outcomes.

Usng visud ads diagrams, pictures providing the lesson overview in written form;
putting key pointsinformation on posters around the room.

Usng a vaiety of gpproaches in each lesson including interactive/practicd, reading and
writing tasks.

Using short-term tasks, time-allocated tasks and breaking tasks down into sub-tasks.
Requiring pupils to dructure their work in five sages, answver five questions or make five
points.

Pupils working in pars or smdl groups to encourage reflection, discusson and co-
operation.

Praisng achievements, maintaining high expectations of dl pupils.
Getting pupils to evauate their own work.

Providing models of completed tasks (eg essays) so that pupils know what they are
aming for.

Introducing an element of competition into tasks.
Reviewing with pupils what has been learned at the end of alesson.

Teachers were generdly postive about the drategies they had tried, dthough it was too soon
to see any evidence of ther effect in grades and assessments. The following, mainly positive,
comments were made.

The drategies are appropriate for all teachers to use, across sectors and across the
curriculum.

No additional resources are required.

The approach encourages teachers to reflect on and develop their practice in the
classroom.

Cross-sector and cross-department sharing of practice and ideas had been very useful.
The approach does not view boys and girls as homogeneous groups.
Pupils seemed more engaged, particularly boys.

79



Gender and Pupil Performance in Scotland’s Schools

Some pupils had produced better work.

In Nursery, behaviour had improved.

In Primary, boys had become more co-operative in single-sex group tasks.

In some circumstances, the strategies had not engaged a smal hard-core of pupils.

In Primary, parents had expressed concern because pupils had produced less written
work, due to the increase in group work and discussion.

Focusing attention on teaching and learning practices, in trying to address gender differences,
is potentidly very fruitful. It moves away from viewing boys and girls as homogeneous
groups and focuses atention onto improving classoom practice for dl pupils. Mogt of the
drategies listed would be described by many teachers as good teaching practice and the
teachers that we spoke to had welcomed being reminded of them or hearing about new ideas
that they had not tried before.

“| went to a few in-services before and thefirst guy that started to speak, it seemed to methat
the strategies contained the seed of what was successful teaching, thingsthat I’ ve actually
proven to myself. I’ ve taught f or 25 years. And that waswhy | was convinced already by the
ones | knew wer e successful and waswilling to try some of the otherswhich maybe | hadn’t
used.”

(English teacher, D)

Teachers had also welcomed the chance to share ideas and experiences with each other across
departments and across sectors. While evidence was not yet available on the effects of these
drategies on pupils attainment, teacher reports suggested greater levels of pupil engagement
and early sgns of improvement in pupils work.

Classroom observations

In one secondary school and the nursery school, teachers had decided to undertake systematic
obsarvations of pupils, in order to examine gender differences in behaviour. These
observations had produced evidence of gender differences and had raised staff awareness of
their own and pupils behaviour. While the findings were in line with the findings of research
using classoom obsarvations, the results seemed more compelling because they came from
the teachers own schools. Not al schools will wish to undertake such an exercise, given that
it can be time-consuming. However, the observations reported, provide invaluable evidence
agang which assumptions can be tested. The Heaedteachers describe the findings of their
observations below.

The secondary Headteacher described the results of his school’ s observations as follows.

“...timeof arrival: no great difference; seating choices: social groupswerethe main factor;
settling down: boystake longer - the girlstended to bein and organised whiletheboyswere
still talking about last night’s football; bringing equipment: as it happened there was no
great differencein the classesthat were seen; homework: no significant differencein classes
observed but a general “ far more difficulty with boys” - it’ sthe most probable reason for
detention ... Presentation of work: need for good presentation of work- that needed to be
emphasised but far more consistently to the boys. Boys tended to rush into tasks- theywanted
to get on with it whereasthe girlswere prepared to get organised for it ... boysjust wanted to
do it. Boys lose attention much more easily - they had a much more casual attitude to the
teacher and their work. A cheeky attitude but a morerelaxed attitude. .... thegirlstalk AND
work, the boystalk ORwork. | thinkit’ sleft/right side of the brain. | can’t do both. Interest
was often lost at transitions during a lesson or from one lesson to the next lesson: it was
easier tolose the boys. Behaviour: therewas significantly more disruptive behaviour from
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the boys even in the classes that wer e seen and that’ s often with a member of the SMT there.
It would be more significant without and our kids would generally be - you know they're
pretty agreeable, easy to manage.”

The Nursery Headteacher summed up her findings as follows.

“The tendencies are that girls like talking, people, thinking, they do reflect, have
relationships, they are supportive to one another and they hold back, they’ re passive, ask for
help and are verbal. Boys like action, objects, doing, trial and error, they are competitive,
they rushin, they areaggressive, ask for help, like power, goals, facts, results, they interrupt,
like banter, street cred and are insensitive. These wer e the observations. And somegirlsare
like boys and vice versa.”

Teachers sharing experience

Teachers were generdly podtive about any opportunities they were provided with to share
ideas and experiences with other teachers. Co-operative teaching was being used as much as
possible in School A and was aso mentioned by teachers in School E. This meant that there
were two teachers in a classroom, either a learning support teacher and the class teacher or
two subject teachers. Teachers were very postive about this as it provided opportunities for
them to get ideas from each other and enabled them to give pupils more individud atention.
Cross-curricular and cross-sector working groups in Area D were found to be very useful by
teachers for sharing ideas for practice. Smilarly, in other schools, cross-department and
within-department meetings where teachers consdered how to address gender issues and
raise attainment were welcomed and found useful by Staff.

Literacy strategies

Literacy is a mgor concern of dl schools. However, primary and secondary schoals in three
of the case dudy areas were particularly focusng on literacy as a means of tackling gender
differences in performance. Strategies were aimed at encouraging boys to read, engaging dl
pupils, but particularly boys, with English and whole school codes on speling, punctuation
and presentation. The drategies often interacted with or were part of other strategies, such as
sngle sex classes in Engligh, trying new teaching styles or cross-sector links.

Devdoping literacy <kills in dl pupils but particularly in boys, was seen as a mgor concern,
because reading and writing are centra to accessing so much of the rest of the curriculum.
Boys seemed to be less interested in reading than girls and this was evident from a very
young age. One secondary school had done a survey of pupils reading habits and discovered
that boys were either not reading a al or only reading non-fiction. Because of this, some
schools and locd authorities had invested money into buying books specificaly amed at
engagng boys with reading. Some primary schools had darted usng nonfiction with
younger age groups and severa schools were encouraging young people to read anything
even if it was a comic or a cered packet. Locd footballers were being asked to pose for
posters about reading, or to come into schools and encourage boys to read. In these ways, it
was hoped that boys would get interested in reading and eventualy start to read a wider range
of texts including fiction. In one secondary school, the librarian had devised a system
whereby young people could enter their interests into a computer and they would be provided
with a persondised reading lis. The English teachers were setting pupils reading targets,
having 10 minutes slent reading a the sart of every lesson and asking pupils to write brief
book reviews when they had finished a book. All of this was being monitored and sgns of
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improvement were evident in that more boys were reading and using the library. More
intangibly, the librarian fdt that the library had become a cool place to be. Similarly in a
primary school that had darted using non-fiction with younger pupils, the Headteacher had
noticed that boys were more interested in going to the library.

Secondary teachers who were teaching single sex classes in English reported sdecting texts
that they felt would be interesting or relevant to the gender of the class, with the am of
engaging the pupils in the class with the subject. This was usudly done with a view to
broadening out to a wider range of texts later on. These teachers generally reported postive
results, with groups of ether sex seeming to engage wel with the lessons and some
improvement in grades. In this case, the effect of targeting the materids is, of course
inseparable from the effect of teaching in sngle-sex groups. Teachers with mixed groups
reported trying to choose a range of texts that would be equaly engaging and interesting to
both boys and girls, or texts that contradicted stereotypes, for example, that presented strong
femae characters.

Two seconday schools were using whole-school  correction codes that made clear
expectations about spdling, punctuation and grammar. These were displayed around the
schools and provided standard expectations in al lessons, that reinforced what had been
learned in English. In one school this was combined with a short block on spdling,
punctuation and grammar for firs year pupils in English. This was generdly fdt to be a good
initiative, athough, because it was cross curricular, it was difficult to tease out the evidence
of its effect.

The initiatives in Area D were being led by the locd authority and the man fod in tackling
gender differences were literacy and teaching and learning syles. The authority had
gppointed gender co-ordinators in three clustered schools, one in each sector, including a
nursery Heedteacher. Initiatives for improving literacy were being ddivered in the context of
a focus on teaching and learning styles and strong cross-sector links. These initidtives are
discussed further in the section on cross-sector links and on teaching and learning styles.

On the whole, initiatives aimed at encouraging boys to read did seem to be having beneficid
effects. The boys in these schools, whether primary or secondary, were apparently reading
more. The targeting of materids a boys or girls in English dso seemed beneficid, athough it
was being done in the context of sngle-s=x classes and it is difficult to tease out what is
having an effect. The risk with this drategy is that stereotyped interests may be reinforced,
and it is important therefore thet it is only done initidly as a drategy for engaging interes,
with the am of broadening out to a wider range of materials later on. It was difficult to assess
the impact of whole school correction codes. However, providing common expectations of
goeling, punctuation and grammar that are made explicit in dl subject areas seems very
likely to reinforce the work of the English department and improve standards.

Single sex classes

The main drategy adopted by School B was the cregtion of single sex classes in English and
Mathematics for pupils in the middle ability range in S3 and 4. Mog of the other schools
had aso experimented with single sex classes in one or two subjects. This was often done
opportunigticaly, for example, where there were more boys than girls in a paticular year
group. In creating single sex groups, School B had dso haved class szes and it is difficult,
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therefore, to separate out the effect of this from the fact that the groups were single sex. Most
teachers and pupils that we spoke to in School B were very postive about the srategy,
mentioning arange of advantages and very few disadvantages.

The drategy had been made possble when a learning support post became vacant. Rather
than appointing a new member of staff, the Headteacher decided to use the resources to creste
gmdler, sngle sex groups. He decided to focus on the middle ability pupils, because he
believed that they were the pupils with most potentid for improvement. The drategy hed
been in place for less than two years a the time of the research and the first cohort were due
to gt ther Standard Grades in the Summer of that year. A forma evaduation of the Srategy,
carried out in the school by one of the teachers, concluded that it was too early to tell whether
pupils atanment had been dgnificantly affected by the drategy, but noted improvements in
classsoom behaviour, teacher-pupil relationships and underganding and enjoyment of the
subjects.

Teachers and pupils in School B mentioned the following advantages of single sex/reduced
Sze groups.
Pupils got more attention from the teacher.

Rdationships had improved between teachers and pupils teachers knew pupils strengths
and weaknesses better and could give more individuad help. Pupils felt they could say
things that they would not normadly say in front of members of the opposite sex.

Girls and boys reported finding the solo tak in English esser in sngle sex groups
because in mixed groups pupils of the oppodte sex would laugh a them or make
comments. Teachers reported improved performance on solo talks.

Boys and girls got on with their work better.
Girlswere more likely to ask for more explanation in class.

Some teachers talored texts to boys or girls interests. Some boys had liked having what
they felt were more relevant texts.

A Busness Swudies teacher had noticed an improvement in some of the boys
mathematicd ability which was hdping them in Accounting. Some girls fdt they had
more time for other subjects because they were finding mathemeatics and English essier.

Girls said they felt more confident in Mathemeatics.
There was evidence that grades had improved.
Some pupils said they enjoyed the subjects more.

There was less disruption from boys. Teachers said this was because there were no girls
to show off to. Emphassing the point that not al boys are disruptive, one boys group
suggested that the disruptive boys should be put in a group together to let the rest of them
get on with their work.

Teachers said they believed that boys presentation in Mathematics had improved.
Here are some comments made in interviews:.

“Inrelation to my own classes| think they have benefited tremendously fromthe small group,
the single gender, the fact that they get to know a teacher much more quickly and probably
much mor e closely than they would do in a class of 30. And they are certainly more eager to
come forward and say ‘| don’t understand that, can’t do this, can you give me a hand with
this' and the presentation of the boys work has improved beyond measure.”

(APT English)
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“ They seemto notice better if you are coming on because there’ s such a smaller classand
they can concentrate mor e on what you’ re doing and they knowif you'reprogressing ... “ oh
that’ s good, you’ ve came up a few marksthere” or “ you came up a full gradethere- that’s
excellent” and so on- you' l| get TOLD which makes you feel better ... which makesyoutry
harder.”
(S4 girls, middle ability range)
While pupils were generdly postive about the dtrategy, they were clear that they would not
like to have sngle sex classes in other subjects. Disadvantages mentioned were that the
srategy had displaced team teaching, lack of accommodation was a problem pecause of the
increase in number of groups) and one boys group said they would prefer a mixed group in
English, to get a broader range of opinions. A femae teacher described how she had had
difficulty teking over a boys group in fourth year, because they had formed a strong bond

with their male teacher in third year and she felt they were dow to accept her authority.

Some of the advantages of the drategy ae clealy reated to smdler class szes. This is
highlighted by comments from another teacher in the same school, who described teaching a
mixed class of 18. The smdler group meant that the pupils got more of the teacher's attention
and more individua help.

School A had dso tried sngle sex cdasses in mathematics and English. The teachers taking
these groups had adopted a particular teaching agpproach, with a strong emphasis on high
expectations and the use of praise. Although a girls group had been created, the strategy was
paticularly amed a rasng the atanment of boys and a removing the disruptive dement
from the class so that other pupils could get on with their work. The pupils were told that they
were in these groups because teachers beieved that they could do better. If homework was
not handed in, the teacher would express disgppointment and say he/she expected better from
the pupil, rather than giving a punishment. In English, texts had been sdected to engage the
interest of the groups. Teachers were giving more direction and structure a the beginning of
the year to build confidence and trying to create an amosphere in which it was socidly
acceptable to do homework. Improvements were noted in the volume and qudity of the
pupils work. As in School B, the mathematics group had meant a reduction in class sze and
thiswas felt to be a contributing factor to the strategy’ s success.

“| think so far, just looking at the results and the class groups, | think it’ sworked pretty well

... | can seethere’ san atmospherein the class wher e they want to do well. There were boys

on the periphery who werea bit reluctant at first, and because of the atmospherein the class,

it pulled themin ... So it’s been very positive.”

(APT English)

Single sex groups had been tried in a few subjects in School C. However, teachers expressed
reservations about segregating boys and girls and pupils were generdly negative about ther
experiences of it. Girls said they found it boring without boys, because it was too quiet and
al they did was work. The boys said they had not noticed that there was much difference
without girls in the class. Another boys group said they found it boring because there was no-
oneto impress.

Boy: “ That’s one of the main motivations for messing about is ...
Boy: “...impressthegirls.”

Boy: “...yeahthegirls.”
(Boys group, lower ability)
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Whether to have single sex or mixed groups was an orrgoing issue in some PE departments.
Girls groups felt that mixed dasses could be more fun but that they sometimes did fed
embarrassed in front of boys. They dso sad that boys did not pass to them in team games,
athough they did acknowledge that if they tried harder themsdves, then the boys would pass
to them. Boys groups said that they fdt the girls could hold them back because they did not
take the sports serioudy or try hard enough.

A study gmilar to the one described in this report, undertaken in England and Wades, by
Sukhnandan et al (2000) examined the use of single sex classes in eight secondary schoals. In
these schools, single sex classes did not necessarily mean a reduction in class dze It is
interesting therefore to consder ther findings dongsde the findings of our research. They
identify smilar advantages to the ones identified above including that boys and girls got more
of the teacher’s attention. In addition they note thet single sex classes had raised deff
awareness of gender gapsin performance. They identify more disadvantages including thet:

daff dated ideologicd concerns about the socid implications for pupils of sngle sex

groups,

some daff were reluctant to teach dl boy (especidly lower ability) classes because they

fdt that they were demanding in terms of behaviour management;

classes had awider range of ability and were often uneven in Sze;

only certain targeted pupils had the opportunity to experience Sngle sex classes.

No teacher will be surprised to hear that reducing class szes had beneficid effects for
teechers and pupils, including improved reationships, and pupils receiving more individua
attention. For most schools this would be very difficut to arange within the limitations of
current resources. Teachers and pupils were generaly postive about single sex classes,
dating that pupils were less didracted, girls, in particular, seemed more confident in class and
pupils of both sexes found te solo tak in English easer without members of the opposite sex
in the audience. Of course, what happens in the classroom is as important as who is in the
classsroom. Most teachers took the opportunity, when faced with a single sex group, to reflect
on thar teeching syle and the maerids they were usng. While this is cdealy to be
encouraged, teachers should be aware of the risk in creating single sex groups, that boys and
girls be seen as homogeneous groups and that <Stereotyped expectations, attitudes and
behaviour become entrenched rather than challenged.

Boy-Girl seating

Teachers in dl the secondary schools and one of the primaries had tried boy-girl seating. The
main benefit from the teachers point of view seemed to be that it reduced disruption in the
classsoom, by bresking up friendship groups. This meant that potentidly disruptive pockets
of boys were separated and that girls talked less. Some teachers did it to make clear that they
were in charge of the classsoom and to encourage pupils to tke their work serioudy, rather
than seeing the classoom as a sociad setting. Some were hoping that the boys would be
positively influenced by the girlS more organised gpproach to work, that it would encourage
mixing of different ideas or make girls and boys more comfortable with each other socialy.

The main concern expressed was that boy-girl seating made the girls fed uncomfortable and
inhibited in the classoom. Some teachers had adopted a diluted verson of boy-girl seating
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because of this, for example seating two boys with two girls Others had completely
abandoned the dtrategy over concern for the girls discomfort withit.

Indeed, mogt girls did not like the arrangement, preferring to St next to therr femde friends.
They fdt more comfortable that way and could help each other out with the work. They dso
said that boy-girl seating enabled boys to copy their work.

Boys, on the whole, were more postive about it. It meant there were fewer distractions from
friends and from girls talking, dthough they might be tempted to try to chat a girl up. Boys of
al abilities confirmed that it enabled them to copy the girls work.

On the whole, boy-girl seeting probably had a pogtive effect on both boys and girls in that it
reduced disruption in the classsoom. However, it seemed to have a detrimental effect on the
girls, who fdt uncomfortable about it, and there seemed little evidence that boys and girls
were influencing each others dyles of working, or gaining a richer educational experience
because of it.

Other grouping arrangements

A smdl number of teachers described other grouping arrangements that they had tried. These
included grouping by ability, ether setting or paring higher and lower ability pupils with
eech other. With setting, it was felt that this, & least, gave the more conscientious boys a
chance to get on with their work without exposure to boys who were less interested. Pairing
higher and lower ability pupils together had proved beneficid to the less able, a lead.
However it was fdt that this could be used in isolated circumstances only, because resources
did not permit thiskind of careful age management of the classroom in every lesson.

Aspects of teaching, learning and classroom management: Summary

The main approaches adopted by schools in the area of learning, teaching and classroom
management were specific teaching and learning drategies, teachers sharing experience with
each other, literacy drategies, sngle-sex classes and boy-girl sedting. Altering  teaching
practice to accommodate as wide a range of learning styles as possible was viewed in generd
as good prectice. Teachers involved were generdly enthusiastic about it. It got away from
viewing boys and girls as homogeneous groups and focused dtention onto improving
classroom practice for al pupils. Teachers welcomed opportunities to share ideas for practice
with other teschers, finding it both usfful and developmenta. Initistives amed at
encouraging boys to read seemed to be having beneficid effects and whole school correction
codes for punctuation and grammar seemed potentidly effective. Teachers and pupils
genadly saw dngle sex groups as beneficid, dthough it is likely that the smdler class Szes
were contributing to their success. Schools adopting this approach need to be aware of the
risk that boys and girls be viewed as homogeneous groups and that stereotyped expectations,
attitudes and behaviour be reinforced rather than chalenged. Boy-girl seating seemed to
reduce disruption in the classsoom, but girls generdly fet uncomfortable about it and there
seemed little evidence that boys and girls were influencing each others syles of working, or
ganing aricher educationa experience because of it.
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Strategies targeted at under-achievement

Some of the drategies to combat underachievement were not overtly focused on gender
differences, but had gender implications because more boys than girls were perceived to be
underachieving. Strategies included:

study support and skills development;

targeted support for individud pupils percaeved to be under-achieving, induding
mentoring and building sdf-esteem;

target- setting.

Study support and skills devel opment

All the secondary schools were offering supported study periods, either after school, or
during lunch-time. These might be focused on particular subjects or cover the whole range. In
addition, School C had darted to supervise the senior pupils free study periods. Study
support was being supported through loca authorities and tended to be aimed a raisng
atanment generaly among al pupils. However, some teechers fet that it could be of
particular benefit to boys. Initidly the periods had been mainly attended by girls, but teachers
had noticed an increase in uptake among boys and were generdly pleased with levels of
attendance. It was fdt that supported study did have a beneficid effect on pupils grades,
athough no hard evidence was available to support this assertion.

In addition, two schools, one secondary and one primary in different areas mentioned
initigtives amed a improving boys organisation and presentation skills. Both schools were
doing this through edtablishing standards across the school and meking it clear to dl pupils
what was expected of them. There was no evidence yet of the effectiveness of these
drategies, given that they had only recently been implemented.

Targeted support for individual pupils perceived to be underachieving

All of the case study secondary schools had systems in place to dlow teachers to notify
guidance daff if they perceved tha individud pupils were underachieving. Our interviewees
reported that boys were more likely than girls to be identified as a-risk of underachieving.

In School C there were a number of early-warning sysems, induding a smple tick-box type
of report on which teachers could dert the guidance team that there were Sgns of a pupil
fdling behind, even if the problem had not become serious. In addition there was a system of
dructured observation and monitoring of classroom behaviour by members of the senior
management team who looked a such factors as time of arival, seating choices, time taken
to settle down, concentration and behaviour. Records of detention and misbehaviour were
andysed to provide additiond clues concerning pupils who might need targeted support.

The forms of targeted support varied. For example, in two schools groups of boys who were
underachieving in English were brought together so that courses could be talored to ther
needs, and they could be motivated to want to read and enjoy what they were reading. In
School A the school librarian worked with this group and put together individud reeding lists
to interest them. Teachers were able to take the opportunity to praise the pupils when
appropriate, in order to boost their saif-esteem.

87



Gender and Pupil Performance in Scotland’s Schools

Mentoring

In some schools, mentoring systems were developed, in which pupils who were considered
a-risk of underachievement were provided with an adult mentor who would meet with them
regularly to keep them on track, and provide support and advice. In School B the mentor was
a member of the guidance gaff, in other schools members of the teaching daff volunteered to
be mentors for one or two pupils. In each case the mentor would seek the support of parents
and other teachers in heping the pupil to manage their workload and meet short-term targets.
In school F mentoring was linked to study support. Pupils were identified by teachers as
needing extra support, and met with volunteer teachers after school on a one-to-one bass.
The extra support would include offering assstance with how to study, coping with the study
timetable, homework and general advice. If necessary, the mentor would arrange for help
with specific problems such as pdling from learning support teachers.

All of the teachers involved in mentoring believed that it had been beneficid in heping the
majority of pupils who had been targeted. One teacher reported:

“| think it’s one of the most successful things we have had in the school for a long time.”
(Guidance and RE teacher)

The benefit of a mentoring system appears to be that pupils (manly boys) have someone
taking a very specid interest in them, who is aware of the complete picture of their progress
and behaviour, can advise them on how to overcome specific problems, and keeps a regular
check on how they are progressing. One teacher told us:

“ Because we have some quite large classes, somekids just tend to fall by the wayside, and
really just all they need is somebody there and being aware that they’ re not workingtotheir
potential — for those kids it did work.”

(Guidance and Mathematics teacher)

Building self-confidence and self-esteem

Many of the teachers involved in mentoring spoke of the need to raise the sdf-esteem of the
individud pupils with whom they were working, because low sdf-eteem was one of the
causes of ther under-achievement. Boys were more likely to be identified as having low sdf-
esteem, and in many cases thiswas linked to behaviourd problems.

In school F there was a system of “Sdf-Esteem Groups’ which were taken by community-
education counsdllors. These groups consisted of around twelve pupils who were identified as
having low sdf-esteem a the time of trander from primary to secondary school. The sdf-
esteem groups were found to be very successful in helping the child to adjust to schoal,
develop friendship patterns and think well of themsdves.

In School E, pupils with serious difficulties were referred to a Support Centre where they
could devdop learning skills away from the digtractions of the classsoom. One teacher
explained:

“Basically I’'m aiming to let the pupil see that they are perfectly capable of producing
reasonabl e pieces of work and through increasing their self-confidence, increasing self-
esteem, hoping that that has a beneficial effect on the behaviour inthe classroom....I would
like to say that (the strategy is) working really well. Again, it depends very much on the
individual. There are some pupilsthat we havethat arenot interested inlearning at all. I1f we
have a pupil froman early age then we’ ve got mor e opportunity to affect how they feel about
school, their attitude to school. If we have a referral about a 3rd or a 4th year boy then we
have little chance of success. We might make a small differencein that case but they' re so
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entrenched by that stage and their attitudesto school and their attitude to authority and their
attitude to learning that sometimeswe don’t have much of a successrate. But there aretimes
when we work really well with pupilsandit’ sgreat for usto seethe standard grade results.”

(PT behaviour Support)

Target-setting

Schools A and E had developed systems of target-setting with pupils in an effort to motivate
the pupils to work sysematicadly towards achievement targets. These dtrategies were amed
a radsng atanment of al pupils, rather than addressng gender differences. However, some
teachers believed target-setting to be more necessary for boys because boys tended to be less
organised in ther sudy habits than girls, ad to leave homework to the last minute. In S5 the
process of setting targets in both schools was based on the predicted relationship between
Higher-grade attainment and Standard Grade grade-point average, which has been developed
by the SQA. However, in S3 and $4 the process was based more on negotiation between
pupils and teachers.

At School A the process of target-setting prior to Standard Grade is carried out by guidance
teachers with groups of pupils. The pupils are referred to ther reports and asked © consider
any aress tha their teachers have suggested need improvement and to st themsdves
achievable targets. Subsequently, the pupils will review progress towards these targets with
their guidance teacher. Guidance teachers fet this process was helpful in kegping pupils on
track, and preventing them from dackening off.

“ The very fact that someone’ s come in asked themto think about how things are going. What
are people saying about them? What do they think about that? Do they agreewith it, disagree
withit? If they disagreewith it, then that’ sanother issue. But if they agree with it, then OK,
what are we going to do about it? Are we going to sort things out?”

(Guidance and Mathematics teacher)

However, the pupils were less pogitive about target- setting:
Interviewer: “ Do you have targets that you're setting for yourself?”
Boys: “ Yeh, but they just mean nothing.”
“Yeh, you just make them up.”

“ Aye, your Guidance teacher comes into your class for ten minutes and gets you to
write down about do better in your Mathstestsand then that’ sit, and it means nothing
at all. They don’t check up on it or anything so you don’t need to worry about it..”

Interviewer: “ But surely thewholeideaisfor you to set targetsfor yourself that you will feel
are important to you to aim to achieve in order to do better.”

Boys: “ But you're not getting pushed to do it so if you're not getting pushed.”

Interviewer: * So you feel that you need mor e pushing and mor e direction - aretheytryingto
get you to be more self-motivated?”

Boys: “ They're trying to but it’s not really working. They're trying to get you to write
something on a bit of paper but it hardly motivatesyou. | mean just writing “ do better
in your Maths tests - don't leave stuff to thelast minute” | meanit’slike easily said,
but if you say “ do better in your Maths tests” how are you going to do better?”

Interviewer: “ So you know what you need to do but you just can’t get yourself todo it - is
that it?”
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Boys:. “ Yeh - coswhen you pick your subjects, you pick themso that you enjoy themand not
so that you pick all the ones that make sure you do well. So that’ s like you want to
enjoy yourself the most so you don’t do all the stuff that’s not enjoyable.”

(High-ability S3 boys)

At School E the process of target-setting prior to Standard Grade is carried out by the senior
management team and guidance daff. Pupils are interviewed individudly, and negotiate ther
targets for Standard Grade attainment. For example, each pupil is asked to pick two subjects
in which ghe wishes to improve her/his atanment, and the tescher picks another two
subjects. Pupil and teacher then discuss draegies for achieving these targets including
homework and revison plans. Computer software has been developed by the school to record
the targets and study plans, and subsequently evaluate effectiveness. Two print-outs are made
of the targets, one for the pupil’s bedroom wal and the other, sgned by parent, pupil and
teacher, is kept at school. A smilar target-setting exercise is carried out with S5 and S6
pupils, which takes account of Standard Grade attainment.

Target-setting at School E has not involved staff other than the SMT and guidance team. A
magor am isto raise expectations.

“1 amoptimistic about it, | think for a lot of kidsit might just make themthink. I’mkeen on
anything that’ sgoing to raise the expectations of our pupilsand | think that’ sone way to do
it.”

(PT Guidance)

The pupils had very mixed views about target-setting. On the one hand, some found it
helpful:

“1 think it gives people something to aim for throughout their standard grades, whereasiif
you’ ve not got it you’ ve not really got anything to aimfor. So they just maybe study and then
whatever they get they get. But if they’ ve got their targets set to choosemaybeA 1thenthey' |l
have a better chance to aim for that.”

(S3 higher ability girls)

“1 thinkit’sgood cos you seeif you' ve got the bit of paper with the results you’ re expecting
and if you’ ve got it on your roomwall you can go up there and say that looks quite good,
you'll be working really hard to try and get the marks. It’ s even got the grades that you’ ve
actually got onit. Soif youlook at it and you' re sitting there revising for that certain subject
you might see the grade that you’ ve got and you might try and beat it.”

(S3 higher ability boys)

However, some of the pupilsfdt it put alot of pressure on them:

“The pressure it can put on you. Because if you set four targets but now you think they're
realistic but time the exams come you' ve got that much strain on you that you think ‘| can’t
do this, I’ve set themtoo high’. It’sjust pressure.”

(S3 High ability girls)

“| think it does sometimes ask a bit much cosit’ s like asking you tae dae like nine hours a
week revising - Aye- and maist peoplewill maybe start daein’ it within the last three weeks
befor e the exams but they were wantin’ you tae dae it like three months before- like every
week - and it just .. The fact isthat they’ re not even expecting you to have free time because
they’ re expecting you to do two hours a day almost every day so they're basically saying
“have a social life but aslong asit’s not in these hours and when you’ re not doing your
homework, when you’ re not revising for your exams, when you'’ re not doing anything else.
Thisislikeyou' vegot “ | will revisefor two hoursfor thissubject” and then 1 will revisean
hour” and then you add it all together and then at the very end the teacher will say “ oh yes
and don’t forget your breaks!” and you’resitting thereandyou’'ll say“ oh | havenaegot time
for abreak” . It’ swhen they get your Mum and Dad to sign it and they see what the school
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wants you to do and then they expect - if it doesnae turn up at the end they’ re gonna be quite
miffed”
(S3 high ability boys)

It is difficult to reach firm conclusons about the reaive bendfits of target-setting. In School
A, where targets are softer, and st by the pupils themsdaves, the pupils seemed to fed little
pressure to achieve them. On the other hand, in School E where &rgets had the full weight of
senior management team involvement and parents sgnatures, some pupils complained of the
pressure. The views expressed by pupils are conflicting, and it seems there may be scope for
further consultation between schools and pupils concerning the most effective approaches.

Strategiestargeted at under-achievement: Summary

All of the case study schools were seeking to raise the attainment of dl pupils. Some of their
drategies to address underachievement had implications for gender differences because more
boys than girls were perceived to be under-achieving. Strategies perceived to be successful
included study support, mentoring, and building confidence and sdf-esteem. Some schools
were developing systems of target-setting for individud pupils, but it is not yet evident how
successful these systems will be.

Summary

The extent and nature of activity across Scotland

We surveyed dl education authorities to assess the extent of gender-rdated activity in
January 2000. About haf the authorities reported that schools in their areas were trying out
goecific drategies amed a addressng gender differences, while the remainder reported
orientation and preparation activities only or no activity a dl.

Getting started

Some of the initid Steps taken by schools getting Started on drategies addressng gender
differences in atainment included rasng awareness of the issues, INSET, development of
whole-school policies, formation of working groups, forging cross-sector links, consultation
with students and involving parents. We concluded that dl of these gpproaches are potentidly
valuable aspects of good practice.

Changing gender stereotypes and attitudes

Schools were attempting to change gender dsereotypes, attitudes and aspirations from a
number of different angles These included teaching about equa opportunities, providing
positive role modes, addressing issues of subject choice, careers choice and aspirations, and
providing mativation to pupils through prase and awards All of these approaches were
linked and apparently reinforced each other. Changing dtitudes and aspirations is difficult
because of the pervasve influences of society. It is difficult, for example, for schools to
influence the role models pupils see in their daly lives and on televison. Neverthdess, there
is evidence that equd opportunities teaching in schools has affected young people's atitudes
and aspirations and encouraged them to believe in the principle of equa opportunities (see
Chapter 5 for further detals). This gives encouragement that efforts to change negative
atitudes to study for mades could dso make a difference. The drategies described in this
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section make important contributions to addressng fundamenta causes of gender differences
in agpirations and expectations.

Learning, teaching and classroom management

The main approaches adopted by schools in the area of learning, teaching and classroom
management were specific teaching and learning drategies, teachers sharing experience with
each other, literacy drategies, dngle-sex classes and boy-girl sedting.  Altering  teaching
practice to accommodate as wide a range of learning styles as possble was viewed in generd
as good practice. Teachers involved were generdly enthusagtic about it. It got away from
viewing boys and girls as homogeneous groups and focused atention onto improving
classroom practice for al pupils. Teachers welcomed opportunities to share ideas for practice
with other teachers finding it both ussful and devdopmentd. Initistives amed a
encouraging boys to read seemed to be having beneficid effects and whole school correction
codes for punctuation and grammar seemed potentidly effective. Teachers and pupils
gengdly saw sngle sex groups as beneficid, dthough it is likdy that the smaler dass gzes
were contributing to their success. Schools adopting this gpproach need to be aware of the
risk that boys and girls might be viewed as homogeneous groups and that Stereotyped
expectations, attitudes and behaviour be reinforced rather than chalenged. Boy-girl sedting
seemed to reduce disruption in the classroom, but girls generdly fdt uncomfortable about it
and there seemed little evidence that boys and girls were influencing each others dyles of
working, or gaining aricher educational experience because of it.

Strategies targeted at under-achievement

All of the case study schools were seeking to raise the atainment of dl pupils. Some of their
drategies to address underachievement had implications for gender differences because more
boys than girls were perceived to be under-achieving. Strategies perceived to be successful
included study support, mentoring, and building confidence and sdf-esteem. Some schools
were developing systems of target-setting for individua pupils, but it is not yet evident how
successful these systems will be.
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CHAPTER 5

WORK, FAMILY AND SCHOOL: THE VIEWS OF PUPILS
AND PARENTS

The past three decades have seen subdtantid shifts in the kinds of opportunities avalable to
both maes and femaes podt-school. Prior to the 1970s it was widdy assumed that in
Scotland (as in the rest of the UK) boys and girls were being educated for very different
occupational and domestic roles (Ridddl, 2000). During the 1970s, Gaskel (1983) reports
that women expected to work, but that they saw this as secondary to their domestic
responghilities. Nowadays work has become a much more centra feature of women's lives,
with women making up amogt haf the work force in the year 2000 (EOC, 2000). Pogt-school
opportunities available to young men have aso changed subgtantidly. The collapse of
employment opportunities for 16 year olds in the late 1980s affected boys more than girls.
Whereas previoudy boys would typicdly have left school early and entered the labour
market, incressng numbers are now dSaying on a school or entering youth training. In
addition, the Sex Discrimination Act 1975 and the rhetoric, policies and practice of “Equa
Opportunities’, as well as more specific initiatives such as Women Ino Science and
Enginesring, have been influentid, to some extent, in changing people€'s dtitudes towards the
roles and expectations of men and women in society.

Given these apparent shifts in attitudes and expectations, we were interested to find out what
young people themselves thought about the roles of men and women in society in the year
2000 and how this was shaping thelr own future expectations of work and family roles. We
adso took the opportunity to ask them for their views on their experiences of school and on
what they believed would help them to perform better a school. In addition, they were asked
for thar feedback on particular gender-rdated initiatives and for their views on the reasons
for boys underachievement, both of which are included in other chapters. We also asked a
number of their parents for their views on gender roles in society, and these are included in
this chapter aswell.

The views of pupils

During the case study vidts, we spoke to a tota of 24 groups of pupils. Three-quarters of the
groups were in S3, the remainder in $4. In addition, we spoke to one group of S6 pupils in
School A, whose views are not included in this chapter. We spoke to four groups in each case
study school: two groups of boys and two of girls. For each gender, we spoke to one average
to higher ability group and one average to lower ability group. In one school, dl four groups
were in the middle &bility range, because this was more relevant to the gender-related
initiative the school had implemented.

Before each group discussion, the pupils were given a short questionnaire to fill in by
themsalves. The findings reported here are based on the views of a tota of 190 young people:
94 males and 96 females, 144 of whom were in S3 and 46 of whom were in S4. The mgority
of the young people (82%) were hoping to stay on a school after completing $4. The young
people were asked about their parents occupations and levels of education in the
questionnaire, which dlowed us to assgn them to socid cdass groups usng the Regidrar-
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Genegrd’'s classfication. All responses to the questionnaire were andysed by these socid
background varigbles and these are reported in the text where they were ddidicaly
sgnificant.

Pupils' attitudes towards qualifications, work and family roles

All of the young people believed in the importance of ganing good qudifications a school.
In fact 97% of them dated in the questionnaire that this was very important and the remainder
that it was quite important. The importance of ganing qudifications a school was
emphassed very gdrongly by the young people in group discussons. School qudifications
were seen as essentid to getting a good job and ensuring a good future.

Girl: * It sthe most important thing cos after you leave school you don’t want to belyingin

the gutter, you want to have a good job and getting on with your life cosyou won'’t be
able to enjoy it if you don’t have a good job. You don’t have to worry.”

Girl: * If you don’t have any qualifications what are you going to do?”
Girl: * You won’t be accepted in any colleges.”
Girl: * You want to go and make something of yourself.”

Girl: “ The qualifications you get just now determine the rest of your life.”
(Girls group, lower ability)

“If you're unemployed —no’ me other people- it’ sjust good for a wee bit cosyou just laze
about but I think it ends up getting boring ... Also if you have a family to support - if you
don’'t haveajob. And if you have no money, you can’t do nothing cos then you have no social
life and [end up] on the dole - wasting your dole money on the bookies and that - getting
drunk, you know.”

(Boys group, middle ability)

One boys group, however, admitted that the need to get good qualifications was not aways at
the forefront of their minds.

“...eventually boysjust can’t be bothered cos you just forget that it matters... seeifit’'sa
sunny day or something, you don’t want to be cooped up in the house — don’t want to be
sitting revising on a Saturday afternoon.”
(Boys group, lower ability)
Almog dl the young people bdieved tha it was equaly important for boys and girls to get
good qudifications a school. Only a smdl number (maes 7%, femaes 1%) indicated in the
guestionnaire that it was more important for boysto get good qudifications than for girls.

Girl: “1 think boys should get the exact same as girls.”
Girl: “ Coswe are the exact same.”
Girl: * You shouldn’t have to be brought up like your mother.”

Girl: “It’s the 21st century, it’s not how it was ... years ago. Things have changed and
women are doing more things that men used to do.”
(Girls group, middle ability)
While boys and girls groups stated that it was equdly important for girls and boys to get good
qudifications a school, some of the boys groups added quaifiers. One group thought that
women might need better qudificationsin order to prove themselves in the workplace.
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Boy: “Ifthey’ ve[girls] got the qualificationsthenit’ s giving them an extra bonus as well -
you seelike alot of guys get picked over women for jobs and they mightn’t beasgood
at the job that they’ ve been chosen for.”

Int “Why isthat? Why do men get picked before women?”

Boy: “ Sexist. Maybe think men haven’t got so many distractions. Women can get pregnant
and ... leave and men aren’t going to get pregnant.”

(Boys group, higher ability)

In another boys group, the members agreed with equa opportunities in principle, but believed
that it might be more important for boys to get good qudifications because the man should
take primary respongbility for being the breadwinner in the family. This was the pattern that
they saw in their own homes. In the questionnaire, just over one-fifth of the boys (22%), and

only 2% of the girls, agreed with the statement “ The man should be the main breadwinner in
the family” .

Boy: “ The same (general agreement). Maybe more for boys because | don’t know many
mums who have a better paid job than their husband. My Dad has a much better job
than my Mum. It will always be like that ...”

Int: “ How can you square the fact that the girls aredoing so much better than the boysand
yet it’s more important for the boys to do well?”

Boy: “... aman - support a family and stuff.”
(Boys group, higher ability)
Some boys were not convinced that girls were in fact doing better on average a schodl,
because it did not accord with what they saw in the workplace.

Int:  “ Do you think it's more important for boys or girls to get good qualifications at
school ?”

Boy: “ Both the same- but in saying that there' s so many more men MPsthan women sort of
showing that | don’t know if women ar e getting better resultsyou see- it' snot evident -
there’s more guys than girls like overall.”

(Boys group, lower ability)

In the questionnaire, the vast mgority agreed (maes 92%, femaes 95%) that it was important
for both women and men to have successful and worthwhile careers. Furthermore, in
discusson, they generdly agreed that men and women could do any jobs they wanted to
these days. However, some believed tha women might have difficulty doing jobs that were
physicaly drenuous. They adso thought that men and women entering non-traditiond
occupations would have to ded with prgudice among employers and colleagues. They were
dl aware of jobs that were usudly done by women or men, such as secretarid work,

engineering or the care of young children and sad it might be hard for someone of the
opposite sex to do those jobs.

Girl: “ Something like a bouncer, that’s just physically harder because women aren’t
physically bigger. There’'s nothing anybody can do about that. Any job like an
astronaut, then of course you can ...”

Girl: “ 1 think women can do any job that they want to but | think there’ slessallowancein
the work place for themto do it. It’s not a question of their ability, it’s a question of
other peoples' ability to let them into the jobs in the first place...”

Girl: * Guyswouldn’t likeit if women werein charge of them, like if we werein management
and then you were below them ...”
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Girl: “1 think if it's the right person for the job, it doesn't matter if they're male or
female...”

Int “Doyouall thinkif you really wanted to do a job that wastraditionally a man’sjob,
say Engineering or someone who does Physics, a Scientist. Do you think you would just
do it anyway or do you think you would worry about it being difficult? ...

Girl: “ You'd worry about getting the job.”

Girl: * Sometimes it might put you off because you know that you might not get the job
because there'd be all this hassle. It might put you off it.”

Int:  “Would you do it anyway do you think?”

Girl: “ Yeah.”
(Girls group, lower ability)

Girl: “...there smorepressureonadgirl if shegoestotry out for, to be an engineer say. And
the boys all make a fool of her and say ‘you can’t do that as good as me’.”

Girl: “I1t'sstill in the employers that they’ d rather go for the male than the female within a
working environment, for more practical jobs.”
(Girls group, higher ability)

Boy: “ You areableto- it sjust sometimesyou don’t want to cos of prejudice and thingslike
that.”

Boy: “...some people in the workplace might feel intimidated because there' s more of one
sex than the other.”

Boy: “ ... you don’'t see many female bricklayers or buildersor...”

Boy: “ ... you've got to be quite physical when you're a bricklayer ... and it’s maybe not
suited to women ..."

(Boys group, higher ability)

When asked who should take responghbility for childcare in the family young people were
amogt unanimous that it should be a joint responghbility (maes 98%, femaes 100%). Only a
handful (maes 4%, femaes 1%) thought that the woman should give up her career to bring
up children. The mgority (maes 72%, femaes 79%) dso dated that they would respect a
man who stayed a home and looked after the children while his wife worked. Higher ability
pupils of ether sex were more likely to agree with this Satement, as were girls with mothers
in non-manua occupations (89% vs 68% of other femdes). In the discusson groups, some
girls sad that they thought thet it was more likdy to be the woman who cared for the
children, however, because she carries them and forms a stronger bond with them and that in
redity few men do actudly teke primary responshility. Some of the boys said tha it would
be more likely to be the woman because the man would most likely have a better job, that
women are better at it, or tha the partner earning the least money would be the one to stay at
home. Reflecting the rise in divorce and the increase in dud-income families, some young
people stated that it should ill be a joint responsbility even where parents had split up and
that respongbility should fal to whichever parent was around because both parents were so
busy these days.

Girl: * It s supposedly equal but | don’t think...”

Girl: 1 think maybeit’s because females carry that child inside themfor 9 monthsand have
astronger bond so they feel that they can’t part with it, they can’t go to work. But then
othersfeel ...”
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Girl: “ Thething about women and car eer s these daysisthat people in the workplace think
that young women are gonna have babiesin 6, 7 yearstime so isthere any point in
giving themthat job. That’sjust not fair.”

Girl: “ And when you do havethe childit’ slike you can’'t do thejob cosyou’ re gonna haveto
go and look after your children..”

Int: * Sointheory any woman could do any job shewantsto but having childrenisa factor
that you’ ve got to fit in somewhere.”

Girl: “ Yeah” (general agreement)
(Girls group, lower ability)

Boy: “ They ve got a lot of extra things to deal with aswell like babies ... which men don’t
have to deal with.”

Int: * What'syour views about that - if you grow up and you have your own family, do you
think that child care should be a woman’'s or a man’s role or both should be
involved?”

Boy: “ Both - it always seems to be the woman who does give up her career usually - you
may think both but it doesn’t happen most of the time- it’ sonly very occasionally that
it’s the man who takes over.”

(Boys group, higher ability)

“Yes, but ... your Dad like he’ s got the higher work- the better job you know - that’ swhat

usually happensbut it should really be both that ook after them; it should be both but | think

the Mum’ s really better.”

(Boys group, lower ability)

In genera the young people that we spoke to held modern, rather than traditional views on
the roles of men and women in work and the family. In Chapter 4, we saw that this was, at
leest in pat, due to the promotion of equal opportunities in subject and career choice by
schools. While young people agreed, in principle, with equal opportunities, views of equdity
were tempered by what they saw around them in their own families and in the workplace. For
example, while they beieved tha bringing up children was a joint responsbility, they were
aware that this was mogt often done by women. They aso saw that men tended to have higher
datus, higher paid jobs and about one-fifth of the boys retained the idea that the man should
be the main breadwinner. Both girls and boys bedieved that women may have more difficulty
getting jobs because employers would be expecting them to get pregnant and leave a some
point. Also, while they believed, in principle, that men and women could do any jobs they
wanted to these days, they were aware that those entering non-traditional occupations might
encounter prejudice among their colleagues and employers.

Their own future aspirations

The young people clearly believed in the principle of equa opportunities when consdering
the generd roles of men and women in society. We were aso interested, however, in ther
persond aspirations for the future and whether these varied by gender, ability level or socid
background. We asked them, in the questionnaire, to indicate how important each of the
items liged in Figure 5.1 were to them in the future. The items covered work, qudifications,
family and lifestyle. All of the items were raed as either very or quite important by the
mgority of young people. Getting good qudifications a school and having a successful
caeer were rated as very important by most of the young people. These were closay
folowed in importance by having good friends a hedthy lifestyle and geting further

97



Gender and Pupil Performance in Scotland’s Schools

qudifications after leaving school. Not surprisngly, higher &bility pupils tended to consder
further qudifications and a universty degree to be more important than lower ability pupils.
They dso vaued having good friends more highly. Interestingly the aspirations of maes and
females were broadly the same. The only sgnificant gender difference was for “opportunities
to travel”. Thiswas consdered important by more females than males.

Bvery important
B quite important
Onot important at all

good qualifications at school

a successful career

good friends

a healthy lifestyle

further qualifications after
leaving school

a well-paid job

a university degree

opportunities to travel

getting married or having a
long-term partner

!M!Iln..

a child or children of your
own

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Percentage

Figure 5.1: Responses to the question: How important are each of the
following to you in the future?

to have an interesting job

c ! O matters very much
with plenty of variety

Ematters somewhat
DOdoesn’t matter

to have long-term security

to get trained for a trade or
profession

to be able to help other
people

to have high wages/earnings

to get promotion so | can get
ahead

to get a job with a real
challenge

notto have to worktoo hard [ |

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Percentage

Figure 5.2: Responses to the question: How much do each of the
following matter to you in your future job?
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We dso asked the young people what they were looking for in ther future jobs to see
whether maes and femdes had different aspirations®. Figure 5.2 shows their ratings of the
importance of different items that we put to them. Having an interesting job with plenty of
variely and long-term security were congdered important festures of a future job by the
mgority of the young people. As before, the views of mdes and femdes were broadly
gmilar. The only exception to this was that more femdes than maes congdered it important
to be able to help others in ther future work. This was particularly the case for lower &bility
femdes (percentage answering “matters very much”: lower dhbility femades 81%, higher
ability femdes 63%, mdes 43%). Higher ability maes were more interested in long-term
security then lower ability maes (percentage answering “metters very much”: higher ability
maes 90%, lower ability maes 54%, femdes 71%). About haf the young people were not
concerned about having to work hard in their future jobs.

It was clear from Chapter 3 that teachers considered girls to be less confident than boys and
more anxious about their school work. We could conclude from this that girls and boys might
have different views of ther own drengths or that they might fed that ther drengths lay in
different aress. In fact, when we asked them about what they felt were their strong points for
the future, there were dight variations by gender, but none were datidicaly sgnificant (at
the p<0.05 level). Figure 5.3 shows that more than three-quarters of the young people
consdered themsdves to be reliable, hard-working and able to take responghbility. While
there were no dgnificant gender differences, there were dgnificant differences by ability
levels. Lower ability boys were more likely to say that they were good with their hands than
other boys (52% vs. 31%). Higher ability girls were more likely to dtate that they were hard-
working than other girls (89% vs 67%) and more lower &bility than higher &bility girls
considered themsalves reliable (90% vs 75%).

able to take responsibility

-
-
_—

hard worker

clean and tidy

good communicator

——————————————
——
g
1
—

clear thinker

good with hands

Percentage

Figure 5.3: Responses to the questions: What do you think are
your strong points for the future?

3 Questions used in Figures 2 and 3 come from Furlong, A (1993).
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On the whole, the future aspirations of young mdes and femdes were broadly smilar.
Almog dl of them conddered getting good qudifications and having a successful career
important. They dso had smilar views on what they were looking for in their future jobs.
The only dgnificant gender differences were that girls were more interesed in having
opportunities to trave in the future and in being adle to help others in their future work.
Maes and femdes adso had smilar views of their strong points for the future. There were
more dgnificant differences within genders by &bility leve than ther were differences
between the sexes. Lower ability femaes were particularly interested in helping others in
ther future work and more likely to congder themsdves reliable than other femaes. Lower
ability males were more likely to say that they were good with their hands than other males.
Higher ability femdes were more likdy to date tha they were hard-working and higher
ability maes were more interested in long-term security. Higher ability pupils of ether sex
considered post-school qudifications and having good friends more important than lower

ability pupils.
Pupils views on what would help them to do better at school

We asked al of the young people what they felt would help them to do better a school. In the
questionnaire, the mgority of pupils stated that they could do better a school if they worked
harder and if they could study more relevant subjects (see Figure 5.4). There were no
ggnificant differences in responses given by mades and femaes There were, however,
differences within genders by ability levd. Lower ability boys were more likely than other
boys to tick working harder, sudying more relevant subjects, getting more parentd
encouragement, my friends taking school more serioudy and doing more practicd work.
Higher ability girls were more likely than other girls to tick teachers keeping better order in
class and more teacherswho | can respect.

1

working harder —
studying subjects which seem
more relevant to me and my life —
having more freedom to choose
which subjects | study —J

doing more practical work

having more time to study at
home

more teachers who | can respect

teachers keeping better order in Omales
class _—‘ Bfemales
doing more work in groups ——‘

more individual attention from
teachers

being left on my own to get on
with my work more often

my parents giving me more
encouragement
my friends taking school more
seriously " d

0 10 20 30 40 50 60 70 80 90 100

Figure 5.4: Responses to the question: Which of the following would
help you to do better at school?
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Pupils came up with avariety of ideasin group discussions. These arelisted in Table 5.1.

Table 5.1: Some suggestions made by pupils on what would help them to do better at
school

Improving relationships between teachers and pupils

Rewards/incentives to get your work done (eg Mars bars, time to talk at the end)
More single sex classes

Teachers giving clearer direction rather than self-responsibility

More individual attention from the teacher or more opportunities to work in small groups
with a teacher

More peer assessment in classes

Putting boys back a year

Putting music on in class

Focusing resources at raising attainment of general/foundation level pupils
Removing disruptive pupils from the classroom

In their own words, here are some of the suggestions they made.

“Moreindividual ... teaching like spending moretimewith each person ... not ateacher but
like a helper in a classroomaswell - to go around - who was doing the same sort of thingsto
go round and help other people- moretimeto spend with the person who was struggling a
bit.”

(Boys group, middle ability)

“1 know it soundslikereally harsh but if they put usall a step back then boyswould have like
a year, a year ahead so you’'re maturing quicker.”
(Boys group, lower ability)

Int “What else could your school do to help girls do better?”

Girl: “Makingitabit leveller. Givethemall the same chance. And maybe putting morework
into the general and foundation classes to try and bring them up to credit level.”
(Girls group, higher ability)

Boy: “ A set amount of work to do each period and if you don’t do it, it’shomework. You can
talk but aslong as you finish your work and if not it becomes homework and you get an
exercise to go along with it ...”

Boy: “ And if you all finish the last 3 minutes you can all just sit and talk.”
(Boys group, lower ability)

Boy: “ They could put music on in class.”
Boy: “ Good music for the boys to listen to.”
Int: “ Does that help?”

Boy: “ Certain music motivates you.”
(Boys group, lower ability)

Girl: “[Snglesex classes]...because you try to get on with your work and some of the boys
start to nip your head.”

Girl: “ And mathstoo ...”

Girl: “ Yes. Maybe somelanguages because theteacher asksyou a question and if you get it
wrong you get laughed at.”
(Girls group, lower ability)

Severd of the pupil groups said that having a good relationship with the teacher helped them
to do better a school. They liked teachers who treated them with respect, who they could
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have a laugh with and who put effort into making the work enjoyable. If they liked a teacher
then they would work hard so as not to let the teacher down.

Girl: “If the pupils like their teacher and get on fine with their teacher they're more
motivated to work with that teacher than the teachers that they don’t get on with or
don't like.”

Int “What kind of things do you like about a teacher?”

Girl: * If you're stuck on something you can easily go and talk to them and then they’ || be
glad to help you.”

Girl: “ Not somebody who can’t be bothered giving you the help that you’ ve asked for.”

Girl: “[Someonewhoiis...] easy to understand but isa laugh, but you're still learning the
same as people who just do it in like the old boring way.”
(Girls group, higher ability)

Boy: “ Andif you like the teacher then you work harder. You feel bad about not doing as
well.”
(Boys group, lower ability)

Girl: “1 think if the teachers were more, treat you more like one of them rather than
somebody that they’ re actually looking down on ‘I’ molder than you, | have power over
you'. If you do something wrong you have to go out or you get a punishment or
something. So if they treated you like one of theminstead of shouting at usthey could
just actually voice their opinion and let us voice ours back. So | think a two-way
relationship hasto go.”

Girl: “ That’s a fair enough point but they have to keep authority aswell. Becauseif there
wasn’t, | mean there hasto bethe age difference or peoplejust don’t take any notice of
what they're saying.”

Girl: “ But it can sometimes be used to, too much against us.”
(Girls group, higher ability)

Boy: “If youlike him[theteacher] you don’'t want to make himlook bad so you work to try
and make him look good ...”

Boy: “I think that if you' ve got a relationship with a teacher and you're friends with him
you' re going to work harder.”

(Boys group, lower ability)

Theinfluence of peers

The influence of peers was seen as an important factor in explaining boys underachievement
by both teachers and pupils. Comments made on this by pupils are included in Chapter 3.
Here we report responses made on the questionnaire about social pressures on young people
a school (see Figure 55). Young peoples responses confirmed the notion that boys
underachievement was, in part, to do with peer pressure on them not to be seen to be trying
too hard or doing too wel a school. Over hdf the boys and over two-thirds of the girls
agreed that if boys worked too hard a school ther friends would make fun of them.
Surprisngly, dmost one-quarter of the girls indicated that this was a problem for them too.
The mgority of the pupils did, however, indicate that their friends took school serioudy.
Pupils acknowledged that it was important that other pupils liked them, but ultimately the
mgority believed that it was important to be themsdves a school even if other pupils did not
like them. Thiswas particularly true for the girls (95% vs 85% for the boys).
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Moving on to more genera views about boys and girls, most pupils believed that girls could
be just as good a sports as boys. Almost dl of the girls thought that it was OK for both boys
and girls to cry. The boys, however, were less sure about this. Only 42% of boys with fathers
in manua occupdations and 65% of those with fathers in non-manua occupations believed
that it was OK for boysto cry.

1
If boys work too hard at school their friends make fun of them

O males
W females

If girls work too hard at school their friends make fun of them

My friends take school seriously —

Girls can be just as good at sports as boys _
its OK for girs to cry —
its OK for boys to cry _

—J

It's important that other pupils like me

It's important to be myself at school even if that means other pupils
don't like me

My friends are mostly girls

My friends are mostly boys P |
| have about the same number of male and female friends #

0 10 20 30 40 50 60 70 80 90 100

Figure 5.5: Responses to the question: Do you agree or disagree
with the following statements?

In summary, over hdf the boys and amost one-quarter of the girls sad tha ther friends
would make fun of them if they worked too hard a school, confirming the importance o peer
pressure in underachievement. Some boys Hill believed that it was not OK for boys to cry,
athough girls generdly thought that it was OK for both sexesto cry.

The views of parents

The views of parents were sought through a number of telephone interviews with parents of
children who had taken part in the discussion groups. Each pupil was asked to teke a letter
home to their parents which described the project and asked them to complete and return a
form to us if they were willing to be interviewed. A total of 190 letters were sent out in this
way and 51 parents responded that they would be willing to take part. Of these, about three-
quarters were from parents of high ability pupils and less than one-tenth came from the
parents of low &bility boys. We initidly wanted to interview one parent from each of the four
types of discusson groups in each school (ie one parent of a high ability made, a low ability
mde, a high ability femde and a low ability femae). We dso wanted to spesk to equd
numbers of mothers and fathers. However, an imbalance in the responses received made this
impossble. For example, we only recelved responses from parents of higher ability pupils in
case study areas D, E and F. We aso received responses from a more mothers than fathers.
We therefore aimed for as much of a baance as we could achieve, given the response pattern.

103



Gender and Pupil Performance in Scotland’s Schools

This resulted in a tota of twenty telephone interviews being carried out with 16 mothers and
four fathers. Table 5.2 shows the breskdown of parents by the discusson group tha their
child wasin.

Table 5.2: Number of parents by type of discussion group

Sons Daughters
Higher ability 6 7
Lower ability 2 5

Parents' aspirationsfor their children

Smilarly to the pupils, al of the parents that we spoke to considered it to be important that
ther children gained good qudifications a school. Qudifications were seen as important
depping sones to the future, whether that involved further education or jobs. Parents
consgdered that good qudifications would creste a wider range of opportunities for ther
children and provide a good bass for the future. They dl conddered ganing good
qudificaions to be important for both their sons and their daughters. Parents of lower ability
children tended to dtate that they believed that their children could do better a school, while
parents of higher ability pupils tended to say that they fdt ther children were doing as well as
they could.

Wha parents hoped for for their children in the future largely matched the preferences of
pupils displayed in Figure 5.1. The mgority of parents conddered it “very important” that
ther children had a successful career, a hedthy lifestyle and good friends in the future. A
university degree was aso congdered to be very important by parents of higher attaining
pupils. A wdl-paid job and opportunities to travel were seen as important. But having a long-
term partner/getting married and having children were seen as very much up to the child, and
not so important to the parents. When asked if there was anything ese that they hoped for for
their children in the future, most parents answered “hgppiness’. Apat from a universty
degree which was more rdevant to higher ataning pupils, parents responses did not vary for
sons or daughters, or for children who were doing more or lesswell a schoal.

Views on the gender gap

When asked for ther explanations of the gender gap in atanment, parents mentioned peer
pressure, boys beng less maure and girls being more conscientious. These views
corresponded  with the views of teschers and pupils, reported in Chapter 3. The only
difference being that teachers dso mentioned that prevdent teaching styles suited girls better
than boys. Some parents sad that they saw differences in motivation to do school work
between their own sons and daughters.

Mog, but not al, saw the gender gap as a cause for concern and bdieved that it was the
respongibility of both parents and schools to try to address it. Awareness of dtrategies adopted
by their children's schools to address gender differences was farly patchy, dthough some
parents were aware of fairly prominent initiatives such as dngle sex dasses. Some mentioned
information that they had received from school about gender differences in attainmen.
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Views of equal opportunities

Smilarly to pupils, most parents believed in the principle of equa opportunities. They tended
to agree that it was equdly important for both men and women to have successful and
worthwhile careers and that childcare should be a joint respongbility. As with the pupils, a
amal number Hill saw it as the man's responghility to be the main breadwinner, or sad that
things were unequa a the moment in work and family roles and that it would teke time for
things to change.

Parents generdly believed that men and women could do any jobs they wanted to these days,
dthough, as with the pupils severad mentioned that they may encounter difficulties entering
non-traditiond careers. Agan, smilaly to the pupils, they generdly bdieved that men and
women could do jobs that have been traditionaly associated with the opposite sex just as well
asthe traditiona sex. Firefighting and childminding were mentioned as possible exceptions.

Summary

All of the young people believed in the importance of gaining good qudifications a
school. Qualifications were seen as essentid to securing agood job in the future.

Almog dl of them beieved tha it was equdly important for both boys and girls to gan
good qudlifications.

One-fifth of the boys dill believed that the man should be the main breadwinner in the
family.

The vast mgority of the young people agreed that it was important for men and women to
have successful and worthwhile careers and that women and men could do any jobs they
wanted to these days. They were aware, however, that men and women entering non
traditional occupations could face prgudice from employers and colleagues and that
employers might favour men because of the risk of women leaving through pregnancy.

Young people were dmost unanimous that childcare should be a joint responghility,
dthough they were aware that this was most often done by women. Some boys said that it
would be more likely to be the woman because the man would have the better job.

The young people generdly hdd modern, rather than traditiond views on the roles of
men and women in work and the family. They agreed, in principle, with equd
opportunities, however, their views were tempered by the inequdities they saw around
them in their own families and the workplace.

The future aspirations of young mades and femdes were broadly smilar. Mades and
femades hdd smila views of ther own drengths. In this aea, there were more
differences by ability leve within the genders than between the genders.

Pupils beieved tha having a good reaionship with the teacher improved ther
performance at school. They liked teachers who trested them with respect, could have a
laugh and who put effort into making the work enjoyable.

Over hdf the boys and amost one-quarter of the girls sad that their friends would make
fun of them if they worked too hard at school.

Some boys 4ill believed that it was not OK for boys to cry. Girls generdly thought it was
OK for both sexesto cry.

Parents views were very dmilar to those of pupils They drongly beieved in the
importance of gaining good qudifications a school for securing future prospects, and the
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mgority hoped that their children would have good carears, a hedthy lifestyle and good
friends in the future. Parents aspirations did not vary for their sons and daughters.

Parents views on equa opportunities were dso very dmilar to those of pupils. They
generdly believed that it was equaly important for men and women to have successful
and worthwhile careers, that childcare should be a joint responshility and that men and
women could do any jobs they wanted to these days. They were aware that young people
entering non-traditiona jobs might encounter difficulties and a handful 4ill saw it as the
man’'s respongbility to be the main breadwinner.



Gender and Pupil Performance in Scotland’s Schools

CHAPTER 6
PRIMARY SCHOOL ISSUES

Until now the main focus of concern about gender differences in performance in Scotland has
been a secondary leve. This is because the gender gap in attainment has been most evident
in both Standard and Higher Grade results. However, in Chapter 2, we demonsirated that
gender differences in performance emerge in the pre-school stages and are evident throughout
primary education. Our research suggests that, athough some primary schools are trying to
address gender differences, in generd, they have not focused on this issue. In many cases,
primary school daff were not aware of gender differences evident in datisticd deta,
paticulaly in literacy skills. We suggest thet this is partly due to the rdative lack of
information about attainment in the stages prior to Standard Grade examinations, and, where
data are available, the lack of a statistical breskdown by gender.

We are aware that our research aso took as its starting point secondary schools that were
focusng on addressng gender differences. This was partly because of the lack of primary
school activity in this area. However, we did interview a number of gaff in associated
primary schools in each case study area. The findings reported in Chapter 2 clearly highlight
the need for primary schools to become more aware of gender differences in performance.
We therefore summarise findings and issues of particular reevance to primary schools in this
chapter.

In practice we found that there were many issues common to both primary and secondary
schools, and just a few of particular concern to primary schools. Therefore, in this chapter,
we summarise

issues common to primary and secondary schools, which have been mentioned in
previous chapters

issues of particular concern to primary schools

srategies adopted by primary schools to address gender differences in performance.

Issues common to primary and secondary schools

Those issues which were found in both secondary ad primary (and nursery) sectors have
been discussed in detail in previous chapters. They include:

Learning skills, literacy and numeracy

Maturity, behaviour, peer pressure and learning styles
The influence of family, the locd area and society
The gender prafile of saff

Learning skills, literacy and numeracy

In Chepter 2 we outlined research which indicated that girls develop learning skills a an
earlier sage than boys. The three main findings are detailed below.

107



Gender and Pupil Performance in Scotland’s Schools

1. At the pre-school stage and the Primary 1 stage girls were rated by teachers as
having significantly higher levels of personal, emotional and social development.

This was based on daa from the natiiond pilot in Scotland of Basdine Assessment
(Wilkinson et al, 2001). Teachers in 46 pre-school and 27 primary schools throughout the
country were asked to rate each child on a four-point scae for each of eight aspects of
learning. These were persond, emotiond and socid development, physical co-ordination,
expressve communication, ligening and taking, reading, writing, mahematics and
understanding the environment. The pre-school findings are digdlayed in full in Figure 2.1
(see Chapter 2). At the pre-school stage, girls were more likely than boys to have been highly
rated on every aspect of devedopment and attanment. At the Primary 1 dage girls had
sgnificantly higher ratingsin persond, emationa and socid development and writing.

2. Girls tended to have more highly developed literacy skills than boys.

Higher levels of atanment by femaes compared with maes at the primary dages are most
pronounced in the area of early literacy. As pat of the Ealy Intervention Programme in
Scotland, a number of locad authorities carried out basdine assessment of the early reading
kills of pupils entering Primary 1 at age 45. The data show that a this very early stage girls
have dgnificantly higher reading atanment on average than boys (Croxford, 1999; Croxford
and Sharp, 2000). There was no evidence that boys subsequently caught up with girls in
reeding skills At a naiond levd, the femde advantage in reading is found a the end of
Primary 3 at age 67 (Fraser et al, 1999). The Assessment of Achievement Programme shows
that girls are performing consistently better than boys in reading and writing at P4, P7 and S2
(Scottish Executive, 1999). Smilar gender differences in reading a various age-stages have
been found in inner-London junior schools (Strand, 1998; Sammons, 1995). At the end of
compulsory schooling femdes are more likedly than maes to atain Credit-levd awards in
English at Standard Grade.

3. Evidence about gender differences in mathematical skills was mixed.

The pattern of gender differences is less clear for numeracy and mathematics. In Aberdeen
primary schools there was no evidence of gender differences in mahematics on entry to
Primary 1, but after taking account of basdine atainment boys made more progress in
mathematics than girls in the course of Primary 1 (Croxford, 1999). The Assessment of
Achievement programme found no dgnificant differences between the performances of girls
and boys in the 1997 mathematics survey, which covered P4, P7 and S2 (SOEID, 1998).
However, in inner London junior schools it was found that girls made more progress in
mathematics than boys, and they achieved higher atanment in mahematics by the end of
junior school a age 10 (Sammons, 1995). At the end of compulsory schooling femaes
achieve dightly higher Standard Grade awards in mathematics than males.

Maturity, behaviour, peer pressure and learning styles

In Chapter 3 we reported that teachers and pupils explained boys underachievement in terms
of peer group pressure and boys being less mature and less motivated than girls. Teachers,
but not pupils, dso sad that prevdent teaching dyles suited girls better than boys. In
addition, boys were seen as more likdy to misbehave in the classoom. All of these issues
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were evident in discussons with primary school daff as wel. Although they reported
changesin boys behaviour with progress through the primary stages.

One Primary Headteacher noted a change in attitude and behaviour between P1 and P4; in P1
boys were as keen to please as girls, but a later primary steges they logt interest and their
behaviour became more difficult. Another noted that, by P6, girls are “more senshle than
boys’.

“1 think, yes, (boys) don’t seemto value education per se. The girls seemto understand that
it’ simportant for them at an early age. They seem more motivated, more organised. | think,
as well, an awful lot depends on the maturity level of the boy when he comes into school
because boys, if they’ re not ready emotionally when they come into school, areimmediately
disengaged.”

(Primary Headteacher)

Some teachers argued that they tried to treat boys and girls equaly but found themsdves
reprimanding more boys than girls for bad behaviour. Others qudified this by saying that
they reprimanded girls for taking too much. Teachers were concerned by those children who
did not work to their ability. They saw these young children as not having established a work
ethic and believed that this might have repercussons for later learning and achievement.

A number of the primary daff that we interviewed suggested that the Statutory age of darting
school is more suited to girls than boys. They bdieved that some pupils, especidly boys, are
not ready for school a the age of five, and it would be better for them if they could sart
school a the age of gx. In addition to levels of maturity, they reported differences in fine
motor movement. They condgdered boys writing to be much poorer than girls a the age of
five, and condgdered that this could be explaned by boys having less wel developed fine
motor movements.

Negative effects of peer pressure were evident at primary school aswell as secondary school.

“| would say the influence of their peers is of crucial importance and becomes more
important asthe boysget older. | would say, in my experience probably peer pressurefrom
boysis, asfar asacademicsis concerned, it' smoreoppressivethanitiswithgirls. I think the
boys are encouraged to be macho, to be aggressive, to be the class clown. They’'re not
encouraged by their peersto do well academically, in fact, quite the opposite and if they do
they’re the target of abuse- Verbal abuse, physical abuse and alienated often. It certainly
isn’t cool, in my experience, for the majority of boys, to be seen to be academically bright.”
(Primary Headteacher)

Nursery and primary dtaff stated that overal pupil performance was affected by the ratio of
boys to girls with learning being dower when there were more boys than girls. One Primary
Headteacher pointed to theissue of learning styles:

“| still think that it’ sthe nature/nurturething and | still think that thereis something about
boys' learning stylesand girls' learning styles being quite different and | think for a long
timeinthe‘80sand probablyintheearly ‘ 90s wher e we wer e expecting girlsand boysto do
the same things in the same way because we wanted equality and | think that that was the
wrong route. | think that what we should have been sayingis” what isit about girls' learning
or boys' learning that they refinding particularly difficult?” ... Then we put thingsin place
by either not forcing themto do those thingsin that way or by finding other methods for them
that would meet the same end. And | think that that’ s probably why there hasn’t been a big
enough change because peopleweren’t hugely convinced with the argument that it was only
about the nurturing side of it and, well a lot of the research IS showing that there are
differencesin boys' learning styles now.”

(Primary Headteacher)
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Theinfluence of parents, thelocal area and society

Teachers in both primary schools and secondary schools were concerned about the effects of
family background on attitudes to school and study. They were dso aware of the impact of
atitudes and opportunities in the locd area and images portrayed in the media on children’s
ideas about gender roles. For example, in one area with high levels of unemployment, it was
fet by Saff that boys were encouraged by parents to become aggressive, while girls were
taught to be good and to do as they were told, which broadly reflected adult gender roles in
the area

In particular, the early development of reading was an area in which parents could make an
important difference if they were willing to read dories with ther children. Primary daff
reported that some pupils received little or no help or encouragement from their parents in
this area and they saw a connection between the parent’s attitude and the child’s behaviour in
school.

“ | send a homework | etter out every year asking the parentsto sign the homework ... alot of
the homewor k comes back that’ s obviously no been looked at. And these arethe children, in
class ... who are not on task, not performing.”

(P6/7 teacher)

Many of the early intervention schemes have acknowledged the need to work with parents
and have included projects to encourage the involvement of parentsin ther child'slearning.

Primary gdaff commented on the powerful influence of teevison programmes and other
media on children’s behaviour and ideas. Children would often play out images that they hed
seen on TV and reflect programmes that they had wached in ther writing. By Primary 7
some girls were garting to express concern about their weight: an idea clearly picked up from
megazines and televison.

Staff had dso encountered stereotyped attitudes among parents. For example, some people
had expressed surprise that one school’s best footbal player and team captain was a girl. In
another example, a father had been very worried because his son had gone home and sad that
he had been playing with a pram a schoal.

Primary schools themsdves were not immune to stereotyping and teachers are aso subject to
the influence of culturd attitudes and expectaions. An example was given in Chapter 3 of a
secondary pupil applying for a work experience placement in a primary school. The
indructions sent back included the guideline that no trousers were to be worn. The school
was clearly not expecting a placement request from amale student.

The gender profile of staff

The gender profile of gaff in primary schools is even more unbaanced than that in secondary
schools, 93% of daff in primary schools are femae. However, 23% of Headteachers in
primary schools are male (full detailsin Chapter 2).

Respondents expressed concern about the lack of male role models in primary schools. The
gender imbalance was seen as exacerbating problems for those boys who did not have
gopropriate mae role models within ther own families. It was ds0 seen as having
implications for behavioura problems, and in some cases, unwillingness by boys to accept
the authority of femae teachers.
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Issues of particular concern to primary schools
Issues of particular concern to primary schools, which emerged from interviews, were:

the availability of statistical data on gender differencesin performance;
the importance of play.

Theavailability of statistical data

Some Locd Authority staff were convinced that more had to be done to raise teschers
awareness about gender and underachievement in the nursery and primary sectors. The lack
of datistical data about performance in nursery and gimary schools is clearly one reason why
daff areless aware of gender differences than staff in secondary schools.

A few schools had used the results from Nationd Tests in literacy and numeracy to examine
and compare the performance of boys and girls. One school with results better than expected
overd|l found that, whilst the girls were achieving more than was expected, the boys were
underachieving. The good overdl results had initidly masked the boys underachievement.
Another school’s results showed that the girls were outperforming boys in both literacy and
numeracy Nationd Tests The gap in achievement was wider in mathematics than reading
and, furthermore, it widened as the children got older.

Theimportance of play

Views on whether children play together and enjoy the same activities up to the end of
Primary school were mixed. Some teachers expressed the view that younger children were
more likely than older children to play together regardiess of their gender or type of activity.
Teachers suggested that by the time children reach P6 and P7 ther interests are gendered.
Boys are interested in physcaly active pursuits such as sport and in particular footbdl. Girls
are seen as more passve. However, some teachers remarked that boys and girls in P6 and P7
did play together in the playground, for example playing hide and seek and chasng. Some
believed that the kind of playground environment available could encourage children to play
and mix during playtimes.

“Wedon't find it here because we find that they all play together. Maybeit’ sjust the type of
environment it isthat there’ s so much for them because they’ ve got the beach, trees, they’ ve
got the park. There' s lots of spaces for them ... so they all tend to play together. The girls
play football and you’ ve got boys that don’t like playing football and they play in the
playground. And | think because we've got quite a lot of activities for them to do in the
playground they all tend to mix together. So even if they’ re doing skipping you' |l have boys
and girls skipping. Maybe we're not aware of it.”

(Primary Headteacher)

The Nursery Headteacher dtated that even very young children exhibited gender differences
in their choice of play activity. She noted tha adthough the girls dominated the role play

corner when it was a home corner, the boys dominated the same play area when it was
transformed into a veterinary surgery.

Teachers were aware of how important an influence play could have on children’s idess
about being mae and femde.

“| think the younger they are, certainly inthe nursery, they play together, alot of similar type
games and they don'’ t think twice about that. They certainly do take ontheroles. You'll get
the wee boy pushing the pram pretending he's a mummy. Even at that early age you' |l get
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somebody say ‘ you can’t be a mummy, you can’t push that baby’. You get it very early on, it’s
there all thetime.”
(Member of SMT and P3/4 teacher)

The Nursery Headteacher suggested that young children’s learning styles may affect the type
of play they engage in. Having done some sructured observations of the children, the nursery
gaff had sought to find ways of encouraging dl children to be more active in ther learning —
this incuded gaff invedtigating better ways of intervening in children's play. By being
“active’ the teachers meant active in thinking rather than, soldy, physicd activity.

“What we' ve found from general observationsand discussion[is] that the boys you would
consider to be running about during play werein fact fairly busy - taking up lotsof learning
opportunity, whereas what was worrying was that some of the girls seemed to be very busy,
not causing any mess, but were in fact doing very little. They were chatting, they were
conforming and wer e quite comfortable withthat. From our observations, we focussed on a
few strategies. All our children would benefit froma more active way of learning, to be active
in their learning. This would suit the boys but also benefit the girls, giving them a gentle
push.”

(Nursery Headteacher)

Strategies

Severd of the primary schools had adopted drategies to try to address gender differences in
performance. These are summarised here. They are reported in detail in Chapter 4. The
drategies fel into three main categories.

improving boys literacy skills
focusing on learning and teaching styles,
improving boys organisation and presentation skills.

Resources were mentioned as an important issue, when congdering drategies that might be
adopted. For example, where schools were trying © buy books that might apped to boys to
encourage them to read, this clearly had a resource implication. In addition, class d9ze was
seen as a dgnificant over-arching issue which affected everything that teechers did. The
optimum class Sze was condgdered to be about 18. Average class sze in publicly funded
primary schools was 24.6 pupils in 1999 (Scottish Executive, 2000c), which means that many
children were being taught in larger groups.

Literacy strategies

Primary schools in three areas reported strategies amed a encouraging boys to read.
Teachers were encouraging boys to read anything, whether it be a cered packet or a comic.
Some schools had darted using non-fiction books with younger age groups, because they
recognised that boys seemed to prefer this to fiction. “Horrible Histories’, in particular, had
proved useful in encouraging boys to read. The am was to get boys interested in reading
initidly by whatever means, with a view to broadening out the kinds of books they would
read later on. One Headteacher reported that boys seemed to be using the library more since
the introduction of these strategies.

Learning and teaching styles

The primary and nursery schools in Area D were involved in an initiaive which had been
initicted a the loca authority level. Gender co-ordinators had been appointed in three
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clusered schools — one secondary, one primary and a nursery. The two man foc of the
initictive were literacy and teaching styles. The gender co-ordinators had met and been
surprised a how many practica ideas they could share with each other for teaching practices.
The am was to broaden the range of teaching styles used by each teacher in the classroom,
with a view to engaging as broad a range of learning syles as possble The srategy was
based on the premise that children’s learning styles vary and that traditiond teaching methods
favour one learning style over another. If a teacher becomes aware of this she can incresse
the range of dyles used, thereby engaging with dl children in the classroom. While boys and
girls tend to have different learning styles, boys can be girl-type learners and vice versa. Thus
the strategy gets away from viewing boys and girls as homogeneous groups (see Chapter 4
for full detalls of the drategy and its pros and cons). The teachers involved were enthusiastic
about the drategy and saw what they were doing as good teaching practice for dl pupils.
They were dso enthusiastic about the opportunity they had had to share ideas and experience
across sectors.

Organisation and presentation skills

One primary school reported that they were trying to improve boys organisation and
presentation skills. They were doing this by establishing standards across the school and
making it clear to dl pupils what was expected of them. It was too early to measure the
effectiveness of this srategy asit had only recently been implemented.

Summary

Gender differences in performance emerge in the pre-school stages and are evident
throughout primary educetion.

There is a need for grester awareness in primary schools of gender differences in
performance. This could be helped by the increased availability of datistica data broken
down by gender. Some daff had used Nationd Test results in literacy and numeracy to
examine and compare the performance of boys and girls.

At the pre-school stages and during Primary 1 girls were rated by teachers as having
ggnificantly higher levels of persond, socid and emaotiond deve opment.

Girls tended to have more highly developed literacy skills than boys throughout primary
education.

Evidence about gender differences in mathematical ability was mixed.

As in secondary schools, primary staff reported that boys were less mature than girls,
more likely to misbehave, were subject to peer pressure not to achieve and that boys and
girls tended to prefer different learning styles. These gender differences were seen to
increase during the course of primary education.

Parents, the locd area and society were seen as important influences on young children's
development of ideas about being mde and femde Paents were seen as having a
ggnificant impact on children’ s atitudes towards and performance in school.

The gender imbdance in the daff profile in primary schools was viewed with concern,
because of the lack of mae role models available to pupils.

Views on whether girls and boys play together were mixed and varied by age group. Play
was seen as an important arena where young children communicated to each other ideas
about being mae and femde.
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Strategies amed a addressing gender differences in primary schools had focused on
improving boys literacy, employing a broader range of teaching styles and on improving
boys organisation and presentation skills.
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CHAPTER 7/
CONCLUSIONS AND RECOMMENDATIONS

In the preceding chapters we reported the findings of our invedtigation into gender
differences in performance in education in Scotland in the year 2000. In this chapter we draw
together our man conclusons and make recommendations for policy-makers and
practitioners to consider.

Underachievement: who is underachieving?

In recent years the strong emphasis on raisng levels of achievement in Scottish schools has
caused HMI, loca authorities and schools to focus on pupils perceived to be under-achieving.
The redisation that on average boys do not atan as highly as girls in school a Standard
Grade and Higher Grade examinations has led to a perception that the under-achievement of
boys is a problem which needs to be addressed. Schools were made aware of the differences
in performance by boys and girls by the school-levd datistical breskdown of information
provided as pat of the Raisng Standards — Setting Targets initigtive (Scottish Office,
19984a). Schools were made aware that if they could raise te leves of atanment of boys to
gpproximate those of girls they would be more likely to attain the targets for improvemen.

However, average figures for attainment conceal many differences between groups of pupils.
Some mdes achieve very high leves of dtanment, and some femdes fal to achieve
examination awards. We have shown that high ataning boys can fed discouraged by the
suggestion that &l boys are underachieving. Smilarly, the perception that dl girls atan high
levels could cause lack d attention to those girls who are not doing as well as they could. Our
research showed far greater differences in school experiences between high attainers and low
attainers of both sexes than between boys and girls. We agree with the conclusons of other
researchers (Collins et al, 2000) that it is more helpful to condder the “gender jigsaw” than
the “gender gap” because maes and femaes are not homogeneous groups. These authors aso
advocate consderation of which maes ae disadvantaged and which females are
disadvantaged, what they have termed a “which boys? which girls?’ gpproach.

We may dso need to ask: “What do we mean by underachieving? Most common
perceptions of achievement/underachievement are based on levels of attanment at Standard
Grade and Higher Grade, which are academic examinations. A number of our respondents
reflected on the view tha the curriculum and examination sructures within Scottish schools
favoured pupils whose abilities were academic, and disadvantaged pupils whose abilities
were of a practicad or atigic nature. Some questioned whether existing curriculum and
assessment favoured “girl-type’ learners to a greater extent than “boy-type’ learners. Others
suggested that the content of the curriculum gives messages to young people about the sort of
achievement which is vaued.

The new Standards in Scotland’'s Schools Act (2000) gives a much wider definition of
achievement than Raising Standards — Setting Targets.
It shall bethe duty of the (education) authority to securethat theeducationisdirectedtothe
devel opment of the personality, talents and mental and physical abilitiesof thechild or young

person to their fullest potential.
(op. cit., para 2.1)
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Steff in dl of the schools that we vidted were cdear tha gaining qualifications was only one
agoect of school education. At the same time, however, gaining qudifications was perceived
as vey important. Asde from the emphads placed on qudifications by initigtives amed a
rasng atanment, qudifications are now seen as crucid to ensuring post-school prospects
for young people. We believe that the wider definition of achievement spdled out in the new
Standards in Scotland’s Schools Act (2000) now needs to be re-emphasised in order thet dl
of young peopl€ s achievements are valued and recognised.

Recommendations

1. We advocate the adoption of a “which boys, which girls” approach to addressing
underachievement.

2. A broader definition of achievement in schools needs to be re-emphasised.

Focusing on the under-achievement of boys is too simplistic

In recent years, the focus of concern, among policy-makers, practitioners, researchers and the
media, has shifted from the underachievement of girls to the underachievement of boys, in
particular, ther attainment a the end of post-compulsory schooling. How a problem is
defined has a dgnificant impact on decisons made about what to do about it. We would
ague that this definition of the “problem” is too ampligic and thereby severdy limited. A
much more complex definition of the problem needs to be adopted which takes account of all
of the following factors.

there are continuing inequaities for females in education and beyond;

there are persgent and marked differences in attainment for both sexes by socid class
background;

there are gender, and socid class, differencesin performance from pre-school onwards;

there are gender differences in uptake and attainment in different subjects across the
curriculum;

the notion of boys underachievement is based on an average not dl boys are
underachieving and not dl girls are doing well,

there are gender differencesin assgnment to learning and behaviour support.

Higoricdly, femdes have been disadvantaged and have had fewer opportunities for
educational advancement than maes. Since 1975 the focus of equa opportunities teaching in
schools has been to chdlenge the low status of women in education, employment and society.
The success of equal opportunities policies is evidenced by the attitudes expressed by young
people in our study, who are dmost unanimous in their expectations of the equdity of sexes
in work and family life (Chapter 5). Smilaly, the current high leves of atanment by
femaes may be seen as a consequence of bresking down historic barriers to the education of
femaes (Chapter 1). Neverthdess, femdes are ill disadvantaged in higher education and
employment. Previous research by the one of the authors demondrated that females were not
entering higher education to the same extent as mdes with equivadent levels of atainment
(Tinklin and Raffe, 1999). The low numbers of women in the senior management teams of
secondary schools in Scotland (Chapter 2) is evidence of the continuing disadvantage of
women in the educationdl hierarchy. At the other end of the attainment spectrum, we find that
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femdes who leave school with low leves of atanment are more disadvantaged than low-
ataining maesin the labour market (Biggart 2000).

Gender is in fact a much smdler source of inequaity and underachievement in education then
socid class. If we are concerned about socid justice we should dso condder the differences
in  opportunities between mdes and femdes from different socid  backgrounds.
Unfortunately, there is no adequate data for monitoring the effects of socid class on
performance and so the problem is not recognised, and not addressed. Idedly andyss of
results should be broken down by socid class, gender and ethnicity, in order to understand
the complex naure of inegualities in education. We note that the Standards in Scotland's
Schools Act (2000) places a datutory responsbility on loca authorities to evauate equa
opportunities and school performance. We believe it is important that ways should be found
of evauating the effectiveness of policies and practice for different groups of pupils.

Recent concern about gender differences in performance focused on a single dimenson -
oveadl leves of atanment in Scottish secondary schools. However, our review of exigting
research (Chapter 2) showed that gender differences in learning development are evident a
the pre-school and primary stages. In particular, girls tended to have more highly developed
literacy <Kills than boys throughout primary educetion. Many of our respondents in primary
schools were quite surprised at the extent to which gender differences in learning, attitudes
and behaviour among therr pupils were reveded by our questions. Primary teachers who had
not previoudy thought about gender differences at the primary stages, described problens
and issues which were very smilar to those described by teachers in secondary stages. These
included boys being less mature, more likdy to misbehave, more subject to peer pressure,
and boys and girls tending to prefer different learning styles. The firgt three of these factors
became more evident through the course of primary education. We believe there is a need for
greater awareness of gender differences in performance at the early stages of schooling.

We would argue that there is a need for more effective monitoring of progress in primary
schools. More data are needed on both attainment and pupil characteridtics, such as ethnicity
and socid cdlass as this would dlow more complex monitoring of inequdities Looking a
overdl measures of atainment in each school is not enough; a vaue-added approach to the
andyss of ddidicd information on atanment would enable schools to evduate the redive
progress made by pupils at each stage.

A further dimenson to gender differences in performance is the differences in atainment in
subject aress. There are sill some subjects considered to be boys subjects or girls subjects,
and gender dereotyped subject choice is associated with different opportunities for higher
education and careers. Young people we interviewed were very clear in the view that maes
and females should be able to study any subject they wanted, however, when we looked at
patterns of subject uptake, it was clear that young people are ill opting for gender-typicd
subjects where there is room for choice,
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Recommendations

3. There is a need to raise awareness in local authorities and schools of the complex,
interlocking range of inequalities in education, including differences by social class,
ethnicity and gender.

4, There should be a greater focus on inequalities by gender, social class and ethnicity at
the pre-school and primary stages.

5. Data should be collected on social class and ethnicity, and analysis of attainment at all
stages should be broken down by both of these as well as gender.

6. More data are needed at the primary stages on attainment and pupil characteristics.

Factors influencing gender differences are complex

It is clear from the research literature and our case dtudies that there is no single, smple
explanation for gender differences in performance a pre-school/primary through to higher
education, dlowing for differences between subject aress, changes over time, differences by
socid background and similarities in other countries of the developed world. We conclude
that there is a complex bundle of interacting factors which influence young peoples attitudes,
aqoirdtions, expectations and confidence levels, thereby influencing their behaviour and
performance at school. These include:

teacher-pupil relationships and classroom interactions;

the interaction of teaching and learning styles;

curriculum content and assessment methods;

the promotion of equa opportunitiesin schoals,

wider school ethos;

the attitudes and behaviour of peers;

parents attitudes towards education, their views on gender roles and ther own roles in
the family and the workplace;

opportunities available to young people post-school and in the future;

culturd views of mae and female roles represented in the media;

exiging inequalities by gender in the family and workplace, including within schools,
individua biologica make-up.

It is dear that there is no smple explanation for gender differences in peformance.
Furthermore, any explanation of gender differences needs to take account of changes over
time and dmilaities and differences across cultures. This renders smple  biologica
explanations wholly inadequate. We do not want to deny that each person’'s individud
biologicd make-up is influentid, but rather to argue that this interacts with a whole host of
socid, environmental and culturd factors. Indeed the evidence suggests that the socid,
culturd and environmental factors are of grest Sgnificance in the development of each young
person’s idess, interests, aspirations and beliefs. One only needs to look a changes over time
in the aspirations and expectations of young women. Our data show that both girls and boys
hoped for a worthwhile and successful career in the future and saw childcare as a joint
respongbility. This clearly maks a change in attitudes over the course of the past three
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decades, and, we would argue, is dealy linked to risng levels of femde atanment a
schooal.

While al of the above factors influence young peoples attitudes, aspirations and behaviour,
the ways in which they have combined have changed over time and this has been
accompanied by changes in socid and economic conditions. Further emphasising the need to
take a “which boys? which girls?” approach, changes over time have had differentid impact
on high-ataining and low-ataining young people. While opportunities for high attainers to
progress through the traditional route of higher education have expanded, opportunities for
low-attaining young people to enter the labour market and training have decreased. Many
young people, especidly maes, who in the past would have left school a the earliest
opportunity, now perceive the need to stay-on a school for longer periods. It therefore
becomes more important for these young people to achieve worthwhile outcomes within the
school environment, but there may be greeter tenson if the academic curriculum and teaching
styles of school are not perceived as relevant by this group of young people.

It is important to be aware of the dimenson of change over time in trying b explain gender
differences in peformance. Although concern about the perceived under-achievement of
maes has been relatively recent, in fact gatistica sources indicate that femaes were ataining
higher levels of examination success in Scotland since 1975 (Chapter 1). Levels of atainment
of both males and femdes rose dramaticaly following comprehensve reorganisaion, but the
rate of improvement for femaes was greater than that for males. Subsequently the gender gap
in overdl attanment widened, because the increase for males has not maiched the incresse
for femaes.

It is dso important to condder the internationd dimenson in condructing any explanation of
gender differences. Remarkably, smilar trends in attanment have been reported in other
countries including France, Germany, Japan, Audrdia, Jamaica, and the rest of the United
Kingdom (Sutherland, 1999). Thus explanations of gender differences in performance need to
take account of factors occurring throughout the devel oped world.

The evidence suggests that any explanation of gender differences must take account of al of
the factors liged above. It aso needs to take account of changes over time in attainment
patterns, in socid and economic circumstances and cross-culturd trends. The explanation
chosen is important because it determines the course of action decided upon to address the
problem. We would thus argue for the adoption of a complex explanation, which takes
account of dl of the factorslisted at the start of this section.

Recommendations

7. Schools seeking to address gender differences need to take account of the complex
range of factors influencing young people.

Gender, classroom interactions and assessment

The research review and interviews with case study respondents showed evidence of gender
differences in a range of classoom gStuations. Input from boys predominated in whole class
settings, with boys contributing more to discussons and atracting more attention  through
misbehaviour. Boys tended to dominate in physicd settings by volunteering for practicd
demondgrations and controlling the mouse on computers. Girls were more likely to ask for
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help than boys and did not seem to suffer academically because of differences in interaction.
Arnot et al (1998) aqgue that, while classoom interaction does not seem to affect
performance, it is of indirect relevance because it impacts on young peopl€'s atitudes and
learning strategies. We would argue that, whether or not it affects performance, awareness
needs to be raised among teachers of these gendered patterns of interaction.

There is some evidence from both the research literature and interviews in case sudy schools
of gender differences in gpproach to and atanment in different kinds of tasks and
assessments. It has aso been shown that both boys and girls do better on tasks involving
content which is familiar to them from home or school. Some writers and interviewees
argued that the incressed emphasis on coursework, brought in with the introduction of
Standard Grade, has favoured girlsS approaches to assessment and that this explains the
gender gap in performance. Indeed there is evidence tha girls do dightly better than boys on
coursework eements and that boys do better on multiple-choice tests. However, this does not
explan the gender gap, because in fact girls do better overal on coursework and
examinations (Sukhnandan, 1999) and girls advantage in coursawork only has a margind
effect on the overdl results (Arnot et al, 1998). The main concluson from this work was that
a variety of assessment modes should be used in order to provide dl pupils with the
opportunity to produce their best performance.

Recommendations

8. Where they are not already aware of this, teachers need to be made aware of gendered
patterns of interaction in the classroom.

9. A variety of assessment modes should be used in order to provide pupils with the
opportunity to produce their best performance.

Gender differences: what can be done?

Given the complexity of gender (and other) inequdities in education and the range of factors
that have been shown to influence these differences, we conclude that no single drategy will
be sufficient to address these issues. Instead a range of srategies needs to be adopted to
address different aspects of the problem and Srategies need to be consdered at al stage of
school education.

The drategies adopted by the case study schools were modtly a very early dages of
development. It was too early to conclude on the bads of any hard evidence which Srategies
were most successful. However, our research has provided an overview of the range of
srategies being tried and presented the pros and cons as reported to us by the staff and pupils
involved, which alows usto draw out some preliminary conclusions.

Many of the srategies adopted to address gender differences in performance were seen as
generd good practice by the gtaff in the case study schools. These included raising awareness
of gender differences among daff, devedopment of whole-school policies, formation of cross-
curricular working groups, forging cross-sector links, the involvement of pupils and parents,
conddering the reationship between teaching and learning gyles, teachers sharing
experience with each other and codes on language and behaviour that were reinforced across
the curriculum. Strategies aimed at encouraging boys to read a both primary and secondary
levels seemed to be having beneficid effects on boys. Other drategies, such as single sex
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grouping and boy-girl seating, seemed to have disadvantages as well as advantages. A
number of drategies targeted a under-achieving pupils had implications for gender
differences, because more boys than girls were perceived to be under-achieving. Strategies
amed a changing young people's attitudes and aspirations appear to have met with some
sucecess, in that young people believe in the principle of equa opportunities, however, they
are dill choosing fairly gender-typical subjects and occupations.

Good practice for all

Raisng awareness of gender differences in performance appeared to be an essentia first step
in al secondary schools, and followed from and was reinforced by analysis of attainment
datistics. The schools used a number of different methods of raising awareness, but a key
component was to encourage teachers, pupils and parents to discuss and reflect upon the
problem. As we have mentioned dready, awareness of gender (and other inequdity) issues in
primary schools was much more paichy, and we beieve there is currently a need for
awareness rasng in primary schools.

Some schools had made paticular efforts to involve parents in their drategies to raise
atanment and address gender issues. While this is time-consuming, there are considerable
benefits to be gained if parents reinforce the messages of the school in terms of study,
attitudes and behaviour. In some cases parents were reported as being unclear as to how best
they could support their children’s learning. If schools can provide clear guidance to parents,
they can empower parents to support school work and home work.

Teachers talking to each other about good practice across departmental boundaries and across
sectors was dso judged to be beneficid by participants. In particular, teachers engaged in
cross-sector discussions were surprised by how fruitful such discussions could be. It may be
that pressures of time make it difficult for teachers to share experiences on a regular basis,
and therefore it is important to create opportunities for such discussion as part of a strategy to
addressinequdlities in attainment.

A whole-school approach to the adoption of Strategies appears to have strong advantages over
more piecemed approaches. We learned of whole-school drategies for raising attainment,
addressing gender differences, implementing spdling and correction codes and behaviour
codes. In each case, the fact that dl departments of a school were adopting the same rules and
gpproaches had a strong reinforcing effect.

One st of drategies which recurred in a number of schools focused on developing a wider
range of teaching styles. This was based on the premise that pupils have different preferred
learning styles and, because of this, do not al respond wdl to the same teaching dyles.
Teachers employing a wider range of teaching styles was thought to engage a wider range of
pupils. Although maes and femaes are not homogeneous groups, there is some evidence of
more maes responding to some teaching syles, and more femdes to others. Similarly, there
may be differences in the preferred learning styles between academic and less academic
pupils. Teachers involved in these drategies were generdly enthusadic. The draegies
avoided the risk of viewing boys and girls as homogeneous groups and focused attention onto
improving classsoom practice for al pupils. This work is underlined by a recent SCCC
document which dates:
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“ A greater awareness of |earning preferences and teaching styles helpsteachersto be more
flexible and to be aware of the need to employ a variety of approaches.”
(SCCC, 2000)

Strategies with prosand cons

The draegy of creging dngle-sex groups in some subjects had advantages and
disadvantages. The man example tha we saw of this dso involved reduced class Szes,
which was believed to be contributing to the strategy’s success. Some teachers working with
sgngle sex groups took the opportunity to talor curriculum content to engage the perceived
interests of boys and girls respectively. Advantages reported included that pupils were less
digracted, girls seemed more confident in class and pupils of ether sex found solo taks in
English eader. In addition, the smdler class sze improved teacher-pupil rdationships and
meant that pupils got more individud attention. Any teacher adopting this approach,
however, should be aware of the risk that boys and girls be viewed as homogeneous groups
and that stereotyped expectations, attitudes and behaviour become entrenched rather than
chalenged.

Experiments with boy-girl seating adso produced mixed reports. While teachers believed that
it reduced disruption in the classsoom, it seemed to have a detrimental effect on girls, who
fdt uncomfortable about it, and there seemed little evidence that boys and girls were
influencing each others dyles of working, or gaining a richer educationd experience because
of it.

Other approaches

A number of drategies targeted a under-achieving pupils had implications for gender
differences, because more boys than girls were perceived to be under-achieving. In particular,
the mentoring systems provided focused support for pupils who might otherwise drop out of
the sysem. Study support provided additional opportunities for pupils to address study
problems. These drategies tended to be quite resource-intensve, but demonsrated a
beneficid way of focusng on the needs of the individuad in addition to the needs of the
group.

Many of the case sudy schools were concerned about ways of enhancing motivation by
giving pogtive feedback to pupils through the careful use of praise and awards. The focus in
some cases was on school work, and in others on effort and behaviour. Most of the pupils we
gpoke to valued postive feedback, but there was a continuing fear, particularly amongst some
boys, of being perceived as a “swot” by their peers. Teachers and pupils were aware of the
strong negative influence of peer pressure on some boys and teachers were aware that there is
a very fine line to be drawn in the forms of praise that can be used. The negative effect of
peer pressure, which encouraged boys to “am for the average’, is something that clearly
needs to be tackled by schools.

Target-setting with individud pupils is a way of supporting pupils in evduaing their own
performance, and helping them to think drategicdly about ways to raise their own
atanment. It has potentiad implications for gender differences in atanment because boys
were perceived by many teachers to be less well organised, and to leave study to the very last
minute. Individud target-setting provides the potentid to focus on the sudy needs of
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individual pupils, and thus helps address the problem that the needs of an individua can be
overlooked when the focus of teaching is on the whole class or group.

Resources within schools in terms of time, classooms and teachers are redtricted, and there
are organisationa condraints on the extent to which schools can cater for the needs of
individua pupils. Nevertheless, we were impressed by some of the flexible ways in which the
case-sudy schools focused on the needs of particular pupils or groups of pupils who were
percaived to be at risk of underachieving. For example, the sysems of mentoring pupils who
needed additiond support, the focus on rasng sdf-esteem, the learning support and
behaviourd support groups, and the cregtion of smdl dngle-sex teaching groups in some
subject areas in order to focus a greater amount of teacher attention on at-risk groups.

Strategies aimed at changing young peopl€'s attitudes and aspirations appeared to have been
successtul, in thet the young people that we spoke to beieved in the principle of equd
opportunities. As far as they were concerned, boys and girls could choose any subject and do
any job they wanted to. However, their views were tempered to some extent by the gender
inequdities in family roles and in the workplace that they saw around them. Also, there was a
discrepancy between the young people's dtitudes and their behaviour. In Chapter 2 we
demondrated continuing gender differences in choice of subjects and young men and women
dill enter gender-typicd occupations and careers. While there is evidence that the equd
opportunities message has got through, therefore, we would argue that it is too soon to stop
awareness raisng among pupils of these issues, because the equa opportunities message is
gtill being contradicted by the young peopl€e s direct experiences.

Recommendations

10. A range of strategies should be adopted by primary and secondary schools to address
different aspects of the problem of inequalities in attainment.

11. Where these are not already in place, schools should consider the adoption of strategies
identified as good practice for all pupils. These include:

raising awareness of gender differences (and other inequalities) among staff,
development of whole-school policies,

providing opportunities for teachers to share experience across the curriculum,
forging cross-sector links,

the involvement of pupils and parents,

codes on language and behaviour that were reinforced across the curriculum.

12. Schools and eachers should consider how teaching and learning styles interact in the
classroom and reflect on ways to improve teaching and learning for all pupils.

13. Strategies such as single sex grouping and boy-girl seating, should be adopted only
where the pros and cons have been fully considered.

14. Schools should consider ways to improve boys’ literacy skills from pre-school onwards.

15. Ways should be sought urgently to tackle the negative effects of peer pressure on pupils,
particularly boys.

16. Schools need to be flexible in finding ways to target young people identified as
underachieving, and considering the needs of the individual as well as the group.

17. Schools should continue to promote equal opportunities to pupils.
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18. Schools and local authorities should continue to promote equal opportunities among
school staff and consider ways to redress the gender imbalance in the staff and

management profile.

Monitoring and evaluation

In our research it was not possble to carry out a rigorous evauation of drategies addressng
gender differences. There were two reasons for this — the short timescae of the research and
the lack of pupil-level data to andyse progress. Our research has been based on the
perceptions of respondents in our case sudies.

Idedly, the drategies for addressng inegudities should be evaduaed rigoroudy usng
quantitative as well as quditative data. Our ideal approach would use a vaue-added model to
evaduate the effect of drategies on the progress of pupils. We would have liked to have pupil-
level data on the attainment and attitudes of pupils before and after the Srategies were
implemented, together with indicators of gender, age and family background, so that we
could andyse the rdaive progress of pupils involved in the strategies compared with pupils
not involved in the drategies. However, this qudity of data was generdly not available. Mot
of the schools planned to evduate dSrategies by looking a overdl levels of attanment of
maes and femdes, and the extent to which these changed year on year. The problem with
thistype of evduation isthat it isimpossible to isolate which factors have made a difference.

While it is important for schools to evauate ther own drategies, there is aso a need for
nationd research, which takes an overview of the effects of different socio-economic
circumstances on drategies amed at addressng gender differences. The research reported
here was based on a one-year project, working with schools a a very early dage in ther
thinking on addressng gender differences. In order to redly evduate the effectiveness of
drategies adopted, further research is needed which looks a changes over a much longer time

period.

Recommendations

19. Evaluation of strategies should be built in from the start. Criteria for the measurement of
their success should be identified and measured before and after implementation.

20. In order to really evaluate the effectiveness of strategies, further research is needed which
looks at changes over a longer time period.

The views of pupils

We believe that it is very important for schools to consult pupils about policies which affect
them, such as draegies addressng gender differences. Pupils should have opportunities to
contribute their views, and schools should be genuingly responsve. We anticipate that pupils
views may sometimes provide relatively critical feedback to school saff, but if schools are
genuine in saeking pupils  views this can lead to policy improvement.

The views of pupils do not dways coincide with those of teachers. This was very evident
from the contrasting comments by teachers and pupils concerning a number of drategies. For
example, a number of schools were attempting to motivate pupils to sudy harder, by the use
of awards, athough teachers believed that pupils could be motivated in this way, the awards
had a more mixed reception by pupils, some of whom had aternative proposals for awards.
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Smilaly, some schools used target-setting with individud pupils as a way of motivating
them, and helping them to organise their workload efficiently; while this was favoured by
some pupils, it was regarded as an additiona pressure by others. There is perhaps a naturd
conflict between the policies of the school to rase overdl levels of atainment, and the
priorities of some pupilsto enjoy the socid experience of school.

We aso found a contrast between the views of pupils and teachers concerning the influence
of parents Many teachers spoke of the negative effects of families from lower socid-class
backgrounds who did not support their children’s education. However, pupils of dl socid
backgrounds were unanimous in dating that their parents encouraged them to work hard at
school.

Pupils suggested that improving the relaionship between teachers and pupils could have a
ggnificant impact on their performance a school. They preferred teachers who treasted them
with respect, were sometimes fun and who put effort into making the work enjoyable.

Recommendations
21. There is a need for more genuine consultation with pupils over issues that concern them.

22. Teachers should note pupils’ comments on the importance of a good teacher-pupil
relationship in improving pupils’ performance at school.
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