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ABOUT THE BULLETIN
• A focus on practical initiatives
going on in schools
• Putting teachers in touch with
others who are trialing new
approaches to boys’ education
• Support and encouragement for a
constructive debate on boys’
education issues
• Develop materials and programs
to assist teachers in their work
with boys
• Provide advice on the suitability
of new resources directed at boys

Welcome to the first edition of Volume 4 of the Bulletin. There are a few changes this year. We
are moving from four to three issues a year. There is a new look to the Bulletin. There are
separate tabbed sections for Primary, Secondary and for the Bulletin Board where you will find
news, reviews and updates. We are including a new section on research featuring a longer
article reporting on research into issues related to boys’ education. We also want to provide
teachers with some immediate activity so we’ll have an A3 tear-off Photo-Poster in each issue
accompanied by teacher’s questions.
Over the last year we have become aware that there are three different types of initiatives in
boys education: generic programs that apply to all students but which have beneficial outcomes
for boys; boy-focused programs initiated primarily to target boys but which are again run for all
students, and boys-only programs which specifically target certain boys. While there is some
overlap in these categories it has helped us think about the range of initiatives being offered by
the school and the kind of stories we present in the Bulletin.
This edition focuses on the twin themes of ‘Boys Entering the World’ and ‘Entering The World of
Boys’. The brief summary of data on Boys Ed in Holland outlines a picture of the world of boys
as seen through departmental statistics. The major research article by Malcolm Slade focuses on
how boys think about and respond to adult concerns about boys’ underachievement and
retention rates in South Australia. The strong message that ‘adults don’t listen to us’ is a
significant challenge to the kind of programs we implement in our work with boys. To what
extent are we just running programs to ‘fix up the boys’ and reduce ourselves of problems? Do
we listen to them and if not, how successful can our programs be?
Entering the world of boys is also the theme picked up in the boys-only BLOKES program at
Broughton Anglican College. Once the boys are engaged in a construction based activity, the
discussion moves to ‘how are you going in your classes?’. The involvement of fathers is a
significant aspect of boys’ life and the story of father and child activities at Barnsley Public
School is a great example of building a school culture that is welcoming of dads. This program
was started as boys-only but pressure from students and parents has resulted in it becoming a
boy-focused program.
At Kurri Kurri Pre-School teachers are supporting boys to enter the world of ‘big school’ by
developing activities and materials that capture the imagination of boys and lead them towards
a life-long interest in learning. Parents are finding out more about boys through workshops and
a video. And at Roseville Public School, they are expanding their approaches in literacy and
social skills to become a generic whole school approach.
The Mindware Program is both significant and exciting. It is a generic program targeting the
disengagement of students in Year 9 (middle school) by restructuring Term 4 so that all students
spend most of their time out of school. In our view the self-management skills are a particularly
beneficial outcome for boys from a generic program. Anecdotal evidence from Year 10 is that
the students are taking much more responsibility for their learning.
Lastly the Bulletin Board includes three interesting ‘Stories from the Frontline’ of teachers
experiences with boys in class; a review of Streetwize Comic on joy riding and a one page
version of the Photo-Poster and Teacher’s Guide. We hope you enjoy our new look. Let us know
what you think.
Rollo Browne, Deborah Hartman and Richard Fletcher
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The Bulletin is evolving into sections. We realise that teachers are interested in initiatives
related to specific age groups. Early Childhood articles will be found in the Primary Section.
However, Middle School initiatives cover both Primary and Secondary schools and readers
will need to check both sections. Teachers of Year 7 will also need to check both sections as
some states place Year 7 in Primary (eg Qld, SA, WA) and others in Secondary (eg ACT,
NSW, NT, Tas, Vic), while in New Zealand there are separate Intermediate Schools.

Seventy Six Fathers Came Along With Their Sons
Getting Dads Involved In School
Trevor Watson, Support Teacher at Barnsley Public School discusses the evolution of father
and child activities. Here Trevor is interviewed by Ken Bright of the Engaging Fathers Project.
Tell us a bit about your school
Barnsley Public School is in a medium to low socio-economic area of Newcastle, NSW. It has
approximately 380 students with 13 staff, one librarian, and a support teacher in learning
difficulties which is my role. The staff in this particular school have great morale and are very
supportive of new ideas. That means this school is able to do so many new things and start
so many new initiatives. Out of the 13 staff here, we have five males and eight female staff,
so it is a pretty good ratio compared to a lot of other schools.
How did the Father-Son and Father-Daughter nights come about?

It started with a talk for staff and parents (particularly for fathers) to plant some seeds and
ideas about how we can meet the needs of male students in our community. Then we started
to look at our demographics and look at what our fathers are able and not able to do in
reality, in terms of their working commitments. We discovered many of the fathers were not
able to be around in the school during school hours, so we decided to get them involved in
activities out of school. The Father-Son and Father-Daughter gala nights came from looking
at fathers and what they were able to do.
We decided to put these nights on as part of the agenda for fathers after school or in the
mornings and we had staff support on that. It was basically me that initiated it and then I
would share the ideas with other staff. Being a support teacher I don’t have the incredible
demands that most teachers have in terms of the curriculum so I’ve got a little bit of a space
to be a bit more pro-active and involve myself more in initiatives. We put together some
activities and discussed it during staff meetings. Then we sent out some flyers inviting
fathers to come along and be a part of the night’s activities. We wanted a night that was
non-threatening and non-demanding for the fathers to be a part of. So the gala nights
came about essentially because we, as a staff, recognised that the need for fathers to be a
part of the school to benefit our male students. The Father-Son gala night was one of a
number of programs on our strategic plan for the year. We ran it in April 2000. Actually
we’ve had two gala nights and
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Other Schools Can Do It Too
At Gateshead West Public School,
also in Newcastle, the Fathers
and Sons afternoon included
touch football, soccer, relay races
and mini basketball with a BBQ
at the end. Fast paced action and
a chance for real contact were
keys to success. See photos this
page and following page.

What happened on those nights?
On the first gala night we had something like 76 fathers
come along with their sons. It ran from 5pm to 8.30pm.
We organised activities such as tug of war, volleyball,
novelty events and touch football. We basically put the
guys into teams and gave them coloured head banners
so they could feel as though they were a part of a team.
This allowed the fathers to interact and socialise. Then we
rotated each of the teams around to ensure that each of
them had a go at all of the four activities over the night,
After that we had a barbecue. After the barbecue we
then got the dads in the hall to talk about the
importance of them being involved in school and in
education and how that might impact on their son’s
attitudes towards school.

Missed Out
After the Father and Son night, we got some feedback
saying that a lot of fathers had missed out on this
particular night because they had daughters instead of
sons. Some children were asking why they did not get an
invite. So we decided that we had missed half of our
target group so we needed a Father-Daughter gala night.
However some constraints with other programs going on
at the school made it difficult to hold Father-Daughter
night close to the Father-Son night.
On the night we arranged volleyball again, the tug of
war, but we also had one of the teachers playing guitar
and novelty relays and parachute activities as part of that
night. There was the same basic format, as with the boys.

We put the dads into teams, gave them identifying
coloured head banners, a timetable or a roster and we
basically ran each activity for about 20 minutes rotating
each of the teams from activity to activity. Again we had
a barbecue after that and then I spoke with the dads in
the library. I talked about statistical data and the
implications of issues like drug abuse, crime, suicide and
traditional women’s roles in the school.
At the end of the night we stressed to the dads that we
were supportive of them in their role as fathers and we
informed them that everybody in this community is
supporting dads being a part of education and school. And
that they were more than welcome at the school and
invited them to be a part of ongoing activity at the school.

What about the World’s Largest Breakfast?
This is planned to be an annual event. It was first held
in February 2000 and 350 people attended, including
both mothers and fathers. There was a good balance of
fathers involved.
Parents and children brought their own bowls and
spoons and the cereal and other food was donated to
the school for the event. Some young students who
were involved in ‘Starstruck’ performed for everyone.
At the conclusion of the event the principal
commented to the people that it was good to see so
many fathers attending.
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What have you learnt from those nights
that you ran?
I guess we’ve learnt a lot about our community. We’ve
learnt that fathers tend to want to be a part of the school
but they need an opportunity where they don’t feel
threatened and feel comfortable about being a part of
what we do in the school. I guess it’s uncomfortable for
them because they’re changing traditional roles and
that’s uncomfortable for a lot of the fathers. An activities
night is something that isn’t academically challenging or
anything like that. It’s just good quality time that they
can spend with their sons or daughters.
I guess we’ve learnt that when fathers actually come
along to the school, they interact in a very social way,
most of them know one another but they interact in
terms of, say, catching up on old times as though they
hadn’t communicated in the community before this. So
from the night I saw that there was actually a sort of a
bonding of the community and bringing that focus to
the school.
We’ve also learnt that most dads don’t really
communicate very well about their role. They seem to
find it fairly difficult so we have to be careful about how
we ask questions and ask tasks of them We have to be
sort of subtle in doing that and not be too pushy. So I
think it’s really about planting some seeds, giving them
some ideas and showing them there are some
opportunities for them. If they choose to take up those
opportunities that’s fine and if they don’t, that’s okay as
well. It’s a matter of creating a good positive culture
that allows fathers into the school and I think that that
has to happen very slowly.
What would you change?
From the first Gala night to the second the changes that I
made were to involve the teachers in terms of having
them be responsible for each activity. I also arranged for
some mums to cook the barbecue. The changes were to
allocate responsibility. I do believe that you have to go
through the process first time around to be able to
allocate jobs because you need to know exactly what’s
involved. I’m also looking at changing the format when
the fathers come into the room at the end to try to get
them more interactive in the conversations and
discussions. Some of that change, I think, would involve
being more light hearted and joking but also somehow
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disguising the seriousness of the issues we’re talking
about. Again planting that seed, being subtle and
allowing the men to think about and hopefully they can
make some more informed choices about how they run
their lives.
How does the Father-Daughter night compare with
Father-Son night in relation to father responses and
student feedback?

The responses that we’ve had from the fathers would be
pretty much be equal. The first gala night we had
something like 76 fathers turn up, the second we had 80,
so there wasn’t too much difference. We didn’t get too
many verbal responses from fathers but a lot of
messages came back through the wives and through the
community that they had a fantastic time and they’re
looking forward to the next one. In terms of the student
feedback, we haven’t had any questionnaires or
evaluation forms but the students are very very keen and
are always asking in the playground when the next one
will be. They’re always looking forward to that.
What about children with no fathers?

That’s clearly an issue. We explained to our students they
could bring uncles, grandfathers, neighbours or whoever
they feel comfortable with that might be a male that they
have in the world. I think it’s really important that there
is some male representative even if that’s a teacher.
Where will you go with fathers from here?

We got 11 fathers writing their names down, saying that
they would like to be involved at the school. We’re
planning to bring them into the school and do something
they feel comfortable with. They might want to go on a
school camp or tell their own personal stories to the
students, or they might want to play a game of cricket
with them. I think it’s really important to allow them
some options and choices and it’s really about them
being comfortable in the school at first and if they’re not
comfortable they’re not going to come back and be
involved in it.
Trevor Watson is Support teacher, Barnsley Public School,
Newcastle. He can be contacted on 02 4953 2976.
Ken Bright is a Community Worker on the Engaging Fathers
Project, a four-year intervention being carried out by The
Men and Boys Program to involve fathers with their children
0-8 years. He can be contacted on 02 4921 6853.

Roseville Revisited
Roseville Revisited

Carol Richmond, Principal, and Catherine Williams Deputy at Roseville Public School
talk to Deb Hartman about incorporating specific programs on self-esteem and
literacy into a whole school approach. Roseville Public School, on Sydney’s north
shore, has 540 students.

In 1998 you talked to the Boys in Schools Bulletin about the initiatives you had
introduced at Roseville focused on reading and self-esteem of boys. What has
changed since then?
In 1998, we asked teachers to run a self-esteem assessment across their classes. The school
counsellor was also involved. From the measures that we were using we found at the time
about 10% of our kids had a poor self-esteem or concept of themselves in one or two areas.
The areas that dominated were reading and social skills, getting along with other people, so
they were the areas we decided to target.
We were really looking at targeting those students who had the need. It just so happened
we had a greater number of boys who seemed to be performing lower in literacy than the
girls at that stage.
And we did end up with more boys in the group in the social skills program, especially at
certain grades like our year five where the majority of the boys in the grade had social
problems. We had to do a separate program in the school with the school counsellor and our
district behaviour support teacher targeting that entire grade because the numbers were so
great. We never set out intentionally to target boys. It’s just that when we had assessed the
needs of the students, the majority - two thirds of them, happened to be boys.
We have got our literacy support program to the stage now where it’s a part of the whole
school approach. We still do have a specific literacy support program but we have moved
from just having specific programs to having a whole school approach. We have also
moved from a literacy program with just one approach, reciprocal teaching of reading, to
several approaches.
We have included another component for younger students, more based on the reading
recovery approach. We found that in years 4/5 and year 6, there were a large number of
students, and again it turned out to be more boys, that had a specific literacy problem. When
we looked around for a program that would meet there needs, we found what they needed
was visualising and verbalising. They couldn’t make the pictures when they were reading,
therefore they didn’t comprehend effectively. So we modified our approach. We now have
three programs within our literacy support program to target the different needs of the
students, in terms of reading comprehension in particular. These are also taught in the
classrooms as well as in the extended support program.
We monitor and evaluate all students, including those in the program very very closely, and
we track them very closely.
And what are the results of your tracking? What changes have you seen?
It turned out that the only students in Year 6 that needed literacy support last year were
boys. They needed visualising/verbalising. What we found through out our assessment of
that particular program for those students was very interesting. In one term, one of those
boys in particular made an improvement of more than three years in his comprehension. All
of those student made incredible progress. The average gain was 1.8 years. We check
students every six months. Any child that has been in literacy support, even once they move
out of it, are checked all the way through their schooling, every six months. Those students
maintain their gains, even as they left us at the end of year six.
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This year in our visualising/verbalising we have got an
equal number of boys and girls in years four, five and six.
When we have a look at it, over the few years since we
started, we have got an equal number of boys and girls
that have had support of some kind.
Have the leaps in success with the program, been
similar for both the boys and girls?
That’s interesting, we did our own research when we
were following up the program, because it was a trial.
We were trying to see what groups it worked most
effectively with. We drew some conclusions with the
learning support team that are unsubstantiated, so you
have to understand that. We found that it seemed to
work more with older students, which is why we
stopped using visualising/verbalising with year three
and year two children.
The girls didn’t make as great an improvement as the boys
but the boys had further to go than the girls. We started
visualising/verbalising last year so we are only in our
second year. In terms of reciprocal teaching of reading, the
gains have been about the same gender wise.
Can you describe a little bit about visualising/
verbalising as a program?
It is based on a speech therapist program. They usually
do it one to one. It usually lasts only about a term. It is a
very simple program really. The underlying thing is that it
is a way of cueing students to actually make the mental
pictures in their heads of what they are reading. A lot of
those students don’t take time to actually think about
and make the mental picture of what they are reading, or
they are making single isolated pictures, so it doesn’t run
together or flow together like a movie. So when you ask
a child what do you see in your mind, a lot of them
haven’t even thought about that or that they should be
seeing something. It’s a way of teaching them to
visualise what it is they are getting from the print and
verbalising or talking about it to clarify their
understanding of it. It is more complex than that but
that is it in a nut shell.
It links in with the kind of comprehension that is
required of students as they get older. You usually find
that the younger children operate at a more literal level
generally but as they are hitting the end of year three,
year four, five and six they are certainly being required
to use higher levels of inferential comprehension. They
might not have been picked up in the younger years as
having a comprehension problem because they only
needed to respond at a very literal level. As they get
older they are being required to make much more
meaning of more complex text and verbal instructions.
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We found that it has even improved their verbal
communication if they can prepare better in terms of
making the mental picture first.
A lot of those boys in particular haven’t really thought
about thinking. A lot of them were pretty accurate in
their reading, but their inferential level was quite weak.
Where have you taken the social skills aspect of the
program now?
By the time they get to senior school, there are quite
significant umbrella programs that they are wrapped in.
It is not just literacy programs making the difference for
them. By that time a lot of them are in sporting teams,
representing the school in rugby or soccer, or perhaps
they have been chosen as a band leader or they have
opportunities to be in choir. They really have got a lot of
opportunities in the school. So even if you were not so
successful in the classroom, they might be the best
trumpeter in the school. There are a lot of opportunities
for students to feel good about themselves in other
avenues, if it is not particularly in literacy.
The social skills program has remained in the classroom
and it is now part of our term one program every year.
All teachers use the program that we wrote as an
outcome of the initial project. They use that to teach
social skills in the classroom explicitly in term one. It is
probably not that much different to the curriculum for PD,
health and PE. It is just that we are insisting that it is
taught at the beginning of the year and if a problem
emerges with a grade or a class we would ask the
teacher to go back and re-visit some of those lessons in
the social skills program.
We have a number of students with disabilities in our
school and we are moving to another withdrawal
program next term. It is a social awareness and
leadership program targeting a particular grade and age,
because we have students with disabilities in that group.
So that is a different reason that we are moving back to
a withdrawal social skills program.
Whole school approach, including targeting
particular groups of boys
Last year we had to target a grade because the boys in
that particular grade had difficulties with social
interaction both in and outside the classrooms. It was
an entire grade issue and it was at a Year 2 level last
year whereas when we did it before it was Year 5. We
didn’t go to the extent of having to bring in the district
behaviour teacher and school counsellor, but we had
the teacher go back and use a more explicit approach
and practice again and again. Those students were
having difficulty getting on with each other. It is

interesting because those students are in year three
now and we are not having the same problem in the
playground at this stage.
We still do have problems from time to time. We have got
a problem at the moment with some Year 5 boys with a
conflict over certain people having power in the playground. We will respond differently depending on what
the need is. We have introduced those children to a new
game as part of the self-esteem program. At the moment,
that has got a lot of teacher support, but I just said to the
children at recess “look I can’t come at lunch time and
you are going to have to play by the rules that we have
implemented. And we want you to play without any
fuss”. Often it is a hands-on practical sort of thing.
Would you say your whole-school approaches
might have a good effect on boys particularly even
if they are not boy-specific programs?
We agree with that. Even when you teach something
with your whole class, you still might have to draw out a
small group of students to re-teach that, within a
classroom setting. It is the same thing across the school.
Even though we might teach the whole thing across the
school, there may be a group of people that need it more
intensively and in a smaller group.
We would also spend a lot of time, one on one, or one on
two working with kids that might need some support,
particularly in the playground. We don’t tend to run
detention classes, as we don’t have to. But we do have
problems that emerge from day to day but they are dealt
with. We spend a lot more energy and time in the realm
of developing good relationships. We see it as
preventative, having good relationships rather than
focusing on problems.
Roseville is in a specific socio-economic area and it has
got lots of parent support, how do you think these
initiatives would work in other places?
I think Carol and I both agree that you do need the
resourcing. Some schools get different sorts of resourcing
depending on where you are located and what your
needs are. We don’t get a lot of extra government
support, but we are able to access the support that is
available from our district.
What are the main lessons you think that can be passed
on from the direction that you are going in now?
Well it would have to be a whole school approach with
commitment from your staff and your community. No
program is seen as being something as a ‘one off’ or in
isolation, it’s part of a whole approach. The second is the
need for a good on-going assessment of a situation and

of needs and then finding the best program that is going
to meet those needs. Evaluating that program,
monitoring those students and being flexible to change
are important. And then having the resources available in
time and people and money to be able to do that. So you
really have got to have the whole school approach and
very good planning and organisation.
The self-esteem was a pro-active project but before we
actually did anything we gathered data first. We only
ever responded to hard data that was there at the time.
It’s the same with any other programs that are reactive.
They’re responding to needs or trends that have emerged
and been identified. Nothing we have ever done has
been because we thought this sound like a good idea at
the time. It has always been needs-driven.
There are a lot of assessment procedures in place in the
school to make sure we have the data to support what
was perhaps a gut feeling. Now that we have the data on
literacy and self-esteem, we are working with it. We are
only starting to break it down. Sometimes we do it by
accident, when you just say, well how many kids have we
seen, how many are boys and how many are coming
from the junior school.
I think that one of the most important things for
achieving or feeling happy, is definitely the classroom
climate in which a child is operating. You mightn’t get
brilliant academic results, but you want to get all children
feeling happier and more confident about themselves
and wanting to be at school. Where the teacher sets up
and maintains a really good classroom environment that
allows people to be different and flexible and supportive
and affirming. Without a doubt that is where all children
show success.
One thing that we spend a lot of time at the end of each
year is that we are very careful where every child in the
school is place for the new year. We would look at
groupings, say, gifted and talented kids, and try to group
some of them together in different classes across the
grade. We would look at splitting the kids who have a
behavioural problem. There are all sorts of links and
friendships. We ask the children to write down at least two
friends that they want to be with in the following year. We
know the children fairly well and we try, when we are
matching teacher to classes, to put the most appropriate
teacher with the children. A lot of time is spent on that,
and that saves us a lot of problems I’m sure.
Carol Richmond and Catherine Williams can be contacted at
Roseville Public School on 02 9417 4107.
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Do plants drink?
Janelle Gallagher, Director of Kurri Kurri Preschool, talks to Deb Hartman about programming
hands on problem solving activities that excite boys’ interest in learning at Kurri Kurri
Preschool. She’s also making a video for parents and teachers about boys.
Tell us about Kurri Kurri Pre-School
We have 107 children who come through our pre-school over a week. We are licensed for
forty children a day. We have a three day pre-school class on Monday, Tuesday and
Wednesday and we also have a Thursday/Friday class. So it is a two-unit centre. We run a very
active program with children with special needs. The area that we service is probably a low
socio- economic area and we are dealing with lots and lots of new problems for this area.
What are the initiatives that you are taking for boys?
We have applied for funding under the area assistance project through the Department of
Urban Planning. We were finding lots of our children, in particular our boys were finding it
very difficult after they left our centre and they weren’t coping very well once they had
attended school for two or three months. We looked at statistics for our area and we felt
that our kids, in particular the boys, were probably being a little bit disadvantaged. We
decided we needed to put something into place for our parents, so that parents were aware
that their boys could face problems when they entered formal education.
First of all we are making parents aware that there are problems. We now find that it is
gaining momentum now that the media and government agencies are also agreeing with us.
Our own local high school had identified boys education as a problem a couple of years ago
and put into practice a Boys Action Team. I had gone along to that initial meeting of parents
of boys. I thought, ‘hey, if all of these are a problem for these kids in high school, we really
are being neglectful by not making sure that our parents from the pre-school know that
there are problems which are going to arrive later on’. So putting a band-aid on it in high
school is probably too late. We needed to make parents aware at pre-school level. Then
they have got a chance to do something about it.
So you are making a video for the parents?
Yes, we are running a series of workshops on boys’ education for parents and educators. In
the video, there will be information from these workshops about boys’ learning and it will be
supported with examples of children at play in pre-school, so that both parents and
educators can relate to what we are staying. We’ll show the sorts of things that we would
like to be happening within a family, at pre-schools, at early childhood centres. So it is an
educational video for everybody.
So what kinds of things will you be dealing in the video?
We will be looking at interactions between males, because in our field, there are very few
men who take early childhood. I would like to encourage men to come into this profession
because boys do solve problems in a different way to girls. We will be also looking at how
boys learn. They look at things differently and they like to attack things differently.
Tell us about the program in your pre-school
In our program we are taking a problem solving approach. We set up activities that allow
the boys time to look at a problem, to work it out, solve it and then start to put it into
practice. After they have solved this problem then maybe we can write down what
happened. So they are actually getting a progression through looking at one problem, then
we can extend them to go further. We ask them to explore. We say “We can find out more
information about that. Where do we find the information from?’ So we can go to a book. If
we don’t have the resource book then we could go to the library or the computer. We could
access lots and lots of things. We want the boys to be as confident in that area as what our
girls are and not be frightened about doing it.
I have started to write activities which would be appropriate and we are looking at the
materials we provide. We are questioning our own practice and asking early childhood
teachers to look at what they are presenting to the boys. For instance with dough, what do
we put out with dough to encourage the boys to use their fingers and strengthen hands and
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muscles? It is very easy to find wonderful little
pretty cutters and things like that, but what
else could we use?
If we are outside we could have a magnifying
glass, and have areas where children can
examine materials. So if they find a cicada
shell, we can talk more about it, discover
more about it.
Activities include real life puzzles for boys, for
example torches. This torch is not working. Ask
the question ‘why it isn’t working?, pull it
apart. Let’s get in there and see what is
causing this problem, it could be battery, the
battery could be upside down. We’ll be
questioning all the time and extending, then
putting it into written work. We took the
battery out and turned it around. Why? We can
observe that there is a funny little sign at
either end. We might need to look further at.
So, we are looking at extending the boys and
making them aware, to ask more questions not
just to accept what is going on.
I am using the activities now in our centre. The
workshops for adults have also started and
there is another one in May.
Will the program be available for others?
Yes, I’m writing it all up and that will be
presented in a book form, and will be
available to people through out the local
libraries and councils and that will be the same
for the video.
So what have you noticed so far with the
boys and the girls?
It’s very interesting to see that the girls are
really interested in participating these sorts of
activities as well. We have found that the girls
will offer lots and lots of reasons for things,
where as the boys like to stand back and
maybe let them make the discovery. Because
the girls have such a command on the English,
they seem to want to hypothesise. We found
that often we make sure that we give the boys
an opportunity to get their ideas out. Making
predictions is a really good way for boys to
gain confidence.
Today we did a science experiment with the
children and we have got a celery plant. We’ll
ask ‘do plants drink? How can we have a
look? How can we prove that they drink?’ They
came up with the idea that they could have

water, but we are not going to see where the
water goes. We decided we could colour the
water - what a great idea. The boys came up
with lots of ideas, we had done a blue one and
we had a blue leafed celery plant already. How
do you think that happened? Maybe it has
drunk the water. Then somebody said, ‘could
make the other one yellow?’, so we are going
to have a blue, red and yellow celery stick.
They are wanting to know more and prove it
and test their theories as well.
What have you learned so far from
developing the program and the video?
I guess from my point of view we need to
remember that boys do like time to
experiment. They will handle the materials
differently. Sometimes you need remind the
boys to handle them appropriately, because
they are sometimes confused about what they
want to do with it. They will always experiment
with sound if you give them anything that
might make a noise, blocks that bang together
or anything like that.
Adults are there to support their learning but
not to take over their learning. Let them make
the discoveries because that is life-time
learning if they discover it for themselves. We
have made a discovery today, but it may need
to be extended and revisited again. Some
children will want to go back to it and check
it. That’s what happened today. The boys
have gone back to check out the colour of
these leaves. They wanted to know ‘is it really
true? yes, it really is green and yes it is really
blue’. They have had a look and they can see
that the red starting to already go up into the
celery so they are checking it out. I guess
that is probably the most important thing I
would ask teachers, give the boys time and
don’t take it over.
Have you had any groups of children who
have gone through a whole time with this
kind of program and moved on to primary
school yet?.
Last year we ran the same program with our
children, that group of children have now
gone to kindergarden and happily lots of
parents are reporting positive results in
school. The boys are interested in reading. It
is only early days I guess. The boys seem to
be keeping up with the girls. They are wanting

to read. There is an intrinsic motivation for
these boys. There is a need for reading
whereas before, they really didn’t see the
point. Those children have gone to school and
we will keep monitoring them. They are the
first group. Up until now I have never run
such an focused program. It probably was
there but not as quite developed as it is now.
You can see the confidence and thrill that
comes on their faces when they have
succeeded; when they know that they have
done a really good job; they had worked hard;
they have been able to manipulate the
equipment to make it happen and they were in
charge of it. The confidence and self-esteem
that comes from that is very special, special for
them and for us, to see the confidence.
What outcomes do you expect from the
video and the workshops?
I’d like the parents and the staff to think
about what they’re doing with their children.
Again, to question everything that they are
presenting to children. Does it have enough
scope? Does it allow for creative learning?
Does it feed children’s questioning, and does
it challenge them?
From a parents point of view, I guess I want
them to be aware that there are problems out
there and that we do need to address them.
We can build boys confidence. On the video
we’ll see dad or another male reading to their
children. Lots of the activities we do with boys
will be demonstrated in the video for them.
We are hoping that we can make a difference
and we just hope that something positive will
come out of these workshops and video. It has
been enthusiastically welcomed by so many
people throughout the area. We have sent
information to people in Muswellbrook right
through the Hunter Valley. We have got lots
and lots of parents particularly interested.
The only thing is that we need to make sure it
is on-going. A couple of workshops probably
aren’t going to make a huge difference unless
we follow it through.
Janelle Gallagher can be contacted at Kurri Kurri
Pre School on 02 4937 2110
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Welcome to the new research section of the Bulletin. We realise that many teachers and
schools want evidence to base their initiatives on. Each issue will feature a major article
reporting research into issues related to boys’ education.

Listening to the Boys
The views of boys about the issues behind their declining rates of
achievement and retention
Malcolm Slade of the School of Education, Flinders University sets out findings from his
research into what Year 9 - 11 boys say about boys’ outcomes at school. This article
contains extracts from a more detailed discussion of the boys’ views1, published in the
International Education Journal.

I spent much of last year listening to 1800 secondary school boys in South Australia discuss
the phenomena of declining retention and achievement, focusing on what they know about
these trends, what the issues and problems are that account for the apparent decline and
what sorts of things might be done to improve their educational outcomes. The work was
part of a study funded by the Federal Department of Education Training and Youth Affairs.
Despite their diversity, the boys are largely clear and uniform in their perspective of the
issues and problems that shape and direct their educational experience. They are equally
clear about what needs to be done to effectively deal with their concerns and to provide
better, more relevant educational outcomes. They appear to have thought about these
matters often and at length and although they share the view that the adult world is not
really interested in knowing what they think and not genuinely concerned about their wellbeing, their contribution was largely energetic and detailed.
In brief, most boys see themselves to be stuck with an unsuitable, out-of-date and culturally
inconsistent learning environment that they cannot change. By the middle of Year 9, they
describe their school experience largely as an institutionalized, unpleasant waste of time,
dealing with matters having no obvious relevance to their lives and their perceived needs
and interests, and demanding the kind of personal sacrifice and general disempowerment
that makes the hazy promise of long term rewards simply ‘not enough’ for most of them.

_______________________________________________________________________________________
1 See Slade, M. & Trent, F. 2000, ‘What the boys are saying: examining the views of boys about declining rates of
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achievement and retention’, International Education Journal, vol.1, no.3. pp.201-229.
http://www.flinders.edu.au/education/iej201

THE STUDY
The boys who took part in this study came from 60 South
Australian secondary schools, balanced across all sectors.
Three groups of ten boys were chosen from each school,
including one group each from Years 9 and 11, chosen at
random, and one mixed group from Years 9 to 11, chosen
by the school as boys known to be at risk, either in terms
of achievement or retention. All groups were run as focus
group sessions rather than interviews. Each group met
for at least one 90 minute discussion. At the first 20
schools, the boys met for a second 90 minute session
directed at critically examining and correcting my
interpretation and summary of their views.
From the outset, the aim was to find out what the boys
were saying, and the process of critically reviewing my
understanding was continued at the remaining 40
schools, where it was done toward the end of each
session. It is from this verified summary of views that I
have selected several key factors that indicate the kinds
of things boys are saying. But first, there are two
important points:
(1) Despite the diversity of the sample, the views
expressed were largely uniform across all school
sectors, all year levels, levels of achievement and
all groups. Individual and local differences
appeared and were discussed however the issues
and problems identified here as key factors,
remained uniform.

Boys in single sex schools, for example, talked less
about girls getting a better deal. However, based on
their participation in inter-school programs involving
girls, as well as their experiences out of school,
especially part time work and home life, these boys
made similar remarks about girls getting a better
deal. Not surprisingly, they dealt with the issues
more quickly. Nonetheless, for all of the boys
involved, the issue of girls getting a better deal
remained an issue about difference and fairness,
rather than gender; about encouraging diversity,
accepting difference and individual development
rather than rewarding compliance and conformity.
Boys in single sex schools, in common with the boys
at all of the other schools, uniformly stressed the
failure of adults to accept difference, claiming that
most boys are treated unfavourably because they are
not the ‘preferred’ student type.
Another example concerns the one third of
participating boys who were selected by the schools
as boys known to be at risk. In terms of the issues
raised, these boys differed from the others in only
minor ways and mostly as differences of degree. They
were far less prepared, for example, to see
compliance as a possible strategy to slow down the
spiral of disaffection.
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(2) Although I’m presenting some uniform ‘key
factors’, it is important to understand that the
boys have raised over 50 interconnected factors in
all. Importantly, these boys clearly recognize that
to make full sense of any of these factors we must
understand them in context. They also talk about
these factors contextually, as views that make
sense in the reality of ‘their’ lives, not always
knowing or including ‘other’ realities, but always
remaining aware that their own is not well
understood, or largely ignored, by all but their
peers (male and female).
Above all, my task to date has been to understand
what the boys are saying and what follows from the
logic of their reasoning. I have also deliberately
avoided making judgements about the truth or
falsity of their views, not because these are not
matters of importance, but because judgements of
this kind are of little pragmatic value until we have
won their trust and demonstrated a preparedness to
genuinely recognize their views and the context in
which these views make sense. In part, this amounts
to a recognition that the ongoing process of
democratization and liberalization in Australian
society and the global community generally, has
already taken us well past the point at which mere
rhetoric about the importance of difference,
understanding and tolerance is enough. Effectively,
the dominant notion and practice of tolerance
remains circumstantial and just can’t support the
kind of mutual trust, respect and cooperation that is
needed to deal with the kinds of problems the
boys have raised.
‘I ONLY COME TO SCHOOL FOR THE SOCIAL LIFE’
Most boys value school largely, if not solely, for the social
life. They can’t see the importance of much of what it is
reported to offer them, they don’t like the form in which
it is offered, and they believe they could learn more doing
other things with their time.
School is more about getting credentials than learning
the ‘stuff you can use’. Although most boys recognize
that these have instrumental value, and that this may
prove to be increasingly important in their lives, the
credentials offered at school lack personal relevance and
for most of them, they remain ‘too far away’ to operate
usefully either as short term or long term goals or
rewards. The boys uniformly believe, for example, that
Years 8, 9 and 10 are a waste of time.
‘IT’S A WASTE OF TIME, REALLY’
The boys say the work in Years 8, 9 and 10 is boring,
repetitive and irrelevant, that the expectations are low,
there are no goals, no rewards and that assessment
outcomes have no real impact:
After Year 8 I lost it. Slacked right off in Year 9
and 10. (Year 11)
They make it too easy in Year 9 and 10. You start to
lose study habits and start to think it can’t get much
harder than this. You develop bad habits. (Year 11)
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Year 10, they say is ‘the bludge year’, but then the
shock comes:
It’s a big jump from Year 10 to Year 11. (Year 11)
‘Everything gets serious’ in Year 11, but the work load is
now considered excessive and for many boys it comes at
a time when the demands of their more adult lives and
the world beyond school, especially part time jobs, sport,
owning a car and socializing, are far greater, more
meaningful and immediately rewarding than school, and
much more compelling. Homework is sacrificed, either
not being done, or being barely done.
You just can’t fit it all in, there’s not enough hours in
the day. (Year 12)
I play soccer four nights a week, twice on the
weekend, work, and co-work. Half the stuff they’re
trying to teach us goes in one ear and out the other.
(Year 11)
Homework is the thing that suffers. It’s the best you
can give in the time you’ve got. (Year 11)
Although all but a few boys in Year 9 thought they would
finish Year 12, they talk about it more in terms of
‘hanging on’ or ‘waiting’ out the time; waiting to get the
chance to do something ‘more real’, more rewarding and
generally more useful. In the first term most of the Year
11 boys at the first 20 schools thought they would
complete the year and probably Year 12. When these
groups were revisited in third term, many of the boys had
already left. At one school, the entire group of Year 11
boys failed to return to school after the term break.
During Year 11 many boys modify their expectations,
both about finishing Year 12 and going on to tertiary
study. For example, during the first visit in term one, a
Year 11 boy identified engineering as his chosen career.
By the time of the return visit in term three, he had
changed his mind and found it distressing to say that he
was quitting at the end of Year 11. Clearly, he had no
doubts about his ability to do the work in Year 12 and at
the standard required, he simply couldn’t give up ‘having
a life’ and the prospect of being ‘treated as a second rate
citizen’ for a further year was just too much to take. He
had no doubt that he would get a job:
They’re [teachers and parents] always talking about
how hard it is to get a job. Most of us have already
got one. (Year 11)
Although the adult world talks negatively about
employment prospects for youth, most of the Year 10
and 11 boys in this study seemed confident that there
was plenty of work to be found. Apart from getting a
better deal at school, these boys say that girls stay
more focused on Year 12, largely because the jobs that
don’t demand Year 12 or tertiary credentials, are the
kind of jobs that they don’t want. Most boys say that
they would be satisfied with these jobs. Many say they
would prefer them.

‘GIRLS GET A BETTER DEAL AT SCHOOL’
The observation, that girls get a better deal at school,
is uniformly considered a matter of fact. Girls are seen
to get a better deal in the classroom where they get
more help and attention from teachers, they get better
marks for similar work, more leniency in terms of work
deadlines and behaviour, and more freedom to talk
and move about:
We don’t get any of the benefits that girls get ...
(Year 9)
In many ways the benefits are small things, that on their
own don’t seem much, but all together ‘it’s enough to
make you feel like they are preferred’:
Yeah....just little things ... like they have girls’ days
out and stuff like that ...
(Year 9-11)
They say that girls are given greater trust, respect,
flexibility and are generally ‘liked’ more by teachers. Girls
are allowed to leave the classroom to go to the library or
the resource centre, to work in other places or simply to
use the toilets. Most boys, they say, are denied this sort of
freedom of mobility because they are not trusted:
If we want to go to the library ... like, if the girls ask
they can go...but we’re not allowed ... they [the
teachers] don’t trust us ... (Year 9)
The boys say that they are rarely given permission to use
the toilets in class time and when they do they need to
have a note in their school diary, authorizing their
movements. For Year 11 boys, this is talked about as a
double injustice, given than most of them understand
themselves to be young adults enjoying increasing
individual mobility outside of school, and often, they say,
far more than is given to most girls.
... the teachers see you for one minute out of class
and you get suspended for it, and you haven’t even
done nothing wrong ... (Year 11)
Girls are also allowed to leave the classroom in groups,
and for boys ‘that just can’t happen’. Sometimes, they
say, a girl will ‘just get up a walk out, sayin’ “it’s girl’s
business” or stuff like that’.
Nonetheless, for the boys, it is clear that the issue is not
about gender, neither in terms of gender differences nor
gender equity. This is both apparent from what they say
and from the logic of their reasoning. Girls, they say, are
favoured largely because the teachers prefer a particular
kind of person; someone who ‘doesn’t cause trouble’,
who does, or appears to do, ‘what they are told’, and
who quietly gets on with the work. Girls find it easier
than most boys to be like the ‘preferred student’. This, the
boys say, accounts for why most student positions of
responsibility in the school are given to girls:
It’s because they’re preferred by the teachers.
(Year 11)
In general, the boys believe that because girls are either
like the ‘preferred student’, or can make themselves
appear to be, they are given more encouragement to
stay at school, whilst many boys are actively

discouraged; regularly ridiculed, humiliated, told that
they are not clever, not well suited to the work, made to
feel that they don’t belong and that it would be in their
interests to leave.
Not surprisingly, the boys disagree with attempts, either
by educational institutions, through research and the
choice of corrective strategies, or by the media and the
community generally, to focus largely on gender equity or
gender differences to explain the declining rate of
achievement and retention of boys. Mostly, this is
expressed as puzzlement; a genuine failure to understand
how the adult world could make such big mistakes about
the obvious. Often, it is expressed more contemptuously,
as an example of the adult preference for simplistic
analysis, or for the self-interested kind that draws
attention away from the real issues. Occasionally, the
inclination to see issues in terms of girls and boys as
discrete groups is viewed, along with ‘the 30 centimetre
rule’ (intended to separate boys and girls) as some ‘hangup’ from the way things were done in their day:
I think they’ve got some sort of problem with this
girl/boy thing. I don’t get it. Most of my best friends
are girls. (Year 11)
From remarks made in some discussion groups, it would
seem that ‘boys only’ classes are increasingly seen, by the
schools, as a useful strategy to deal with declining
achievement and retention in boys. The boys uniformly
disagree. In all classes other than PE or Technical Studies,
the boys believe that such a move can only make matters
worse. The issue, they say, is not about girls and boys, ‘so
why try to fix it in that way?’.
‘THERE ARE TOO MANY BAD TEACHERS’
All but a small number of the boys consistently,
emphatically and despairingly talked about their
retention and achievement problems primarily in terms of
‘bad teachers’ who are given too much power.
There are definitely good teachers and bad teachers.
If we could get rid of the bad teachers we’d know
who to get rid of. (Year 9)
The focus of discussion in all groups either starts out as,
or quickly turns to, teachers. All of the boys, to varying
degrees, resent what they see as largely ineffective, outof-date teaching by people who they think cannot teach,
shouldn’t be allowed to teach, have lost interest in
teaching, and who are unnecessarily, inequitably,
inconsistently, and usually unsuccessfully, authoritarian.
80% of the teachers at this school are absolute
shockers. They’ve got no idea ... (Year 11)
I reckon that boys are leaving school because of the
teachers ... you get pissed off with the teachers and
just think ‘might as well leave’. (Year 11)
Teachers only care about their pay ... they don’t care
about teaching you ... (Year 11)
In the main, most teachers are seen as structurally
empowered, hypocritical bullies who must be defied.
Most of the boys are clear about their deliberate
intention to display resentment, mostly, and varyingly, in
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the form of resistance; both as identifiably ‘inappropriate’
behaviour and as a deliberate show of non-involvement
in the work. Their achievement declines, the problem
compounds and they either ‘hang on’ knowing they are
not performing at their best, or they leave.
If you get teachers that are really good, you can
chat with them, have a good lesson, then you tend
to get more work done. With teachers that are
pricks to you, you tend to not like them, not try as
hard, retaliate against them. (Year 11)
Authoritarian school policies and practices, together with
what the boys believe are unachievable behaviour and
work expectations, ensures that this response to ‘bad
teachers’ becomes a downward spiral of disaffection,
resistance, resentment, anger and retaliation. For some, it
becomes retaliation at any cost.
The intensity and display of their response seems to be
all that differs from boy to boy. For a few it appears to be
no more than a minor irritation that is easily dealt with
through compliance, and an intense focus on getting the
work done to achieve their goals, or the goals they
pursue for others. For most, the intensity of their
response is more explicit and more recognizably a
response to disaffection.
Although they see the downward spiral of disaffection to
be achieving nothing other than wasting classroom time,
making education an unpleasant experience, and
creating a preoccupying focus on getting out of school as
soon as possible, for many boys, it is one that they feel
unable to stop. Those who survive to Year 11 discover an
urgent need to ‘turn things around’, but ‘they [the
teachers] won’t let you’.
Furthermore, the spiral of disaffection may be one that
involves the world beyond school, or it may spread to
include it; either way, many boys see their passage
from disaffection to retaliation at school as inevitable
and necessary.

The reasoning goes like this:
I did the wrong thing for homework. I
misunderstood what he said. So, I told him I did the
wrong thing and I didn’t really want to read it out.
So then he yelled at me and wanted me to read it
out, but I didn’t want to read it out because I was
embarrassed about it. So then he told me to get
outside ... It doesn’t help to go outside, you’re just
missing more of the lesson. I have a class ...
everyone in the class likes the teacher because he’s
relaxed. He gives us work that’s interesting to do,
and no one stuffs around in his class because of
that. (Year 9)
‘GOOD TEACHERS CHANGE EVERYTHING’
The boys have been clear, constructive and detailed in
defining more than 60 constituting features of ‘good
teaching’ but, in most schools, less than 10% of their
teachers were thought to meet criteria that includes:
listens to what you have to say;

•

respects you as a person; treats you like a friend;
treats you as an adult;

•

is relaxed, enjoys their day, and is able to laugh,
especially at mistakes;

•

is flexible, adjusting rules and expectations to meet
the needs of individuals and particular circumstances;

•

explains the work; makes the work interesting; finds
interesting things to do;

•

doesn’t humiliate you in front of the class;

•

doesn’t write slabs of work on the board to be copied;

They don’t even explain the work very well. That’s
probably one of the worst things they do ... they
don’t explain the work. They just give it to you, and
that’s the work you have to do for the lesson and
they don’t explain anything about it ... (Year 11)

•

lets you talk and move about in the classroom;

•

doesn’t favour girls, or the boys who do what
they’re told;

•

doesn’t keep picking on people who have a
reputation, pushing them to retaliate;

[teachers tell us]You don’t have to be here, why
don’t you just quit ... (Year 11)

•

doesn’t mark you down because of your behaviour;

•

gives you a chance to muck up and learn from it;

•

doesn’t keep telling you you’re no good and should
leave school.

We just mess around in class because we’re not
learning nothing ... the teachers won’t teach us ... its
not interesting ... (Year 9-11)
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It’s alright ... school. It’s just if it wasn’t so boring
and strict, and they made it a little bit more fun, the
teachers relaxed a little bit more. (Year 9)

•

Although their reasoning shows a lack of experience in
some areas, they are profoundly clear about their
problems and the direct and indirect causal connections
they see between teachers and their own ability to deal
with, and to gain control of, other factors influencing
both their likelihood of staying at school and their level
of achievement.
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Perhaps usefully, the profound negativity of their remarks
about ‘bad teachers’ is supported largely by their positive
experiences with ‘good teachers’. A uniformly repeated
view is that a ‘good teacher’ can make a bad lot tolerable
and make achievement both desirable and possible.
Although they remain convinced that ‘ya can’t train good
teachers’, because it is mainly ‘their personality’,
embedded in the reasoning is a more positive conviction
that the personality displayed by ‘bad teachers’ might
easily be changed, making school a better experience for
everyone involved. They ask, for example, with
puzzlement and the expectation of an answer that they
have been unable to find, why teachers simply can’t
‘relax’, ‘loosen up’, ‘cool it’, ‘chill out’ and just ‘listen to
our view on things’:

Teachers who are ‘groovy’, ‘easy’ or ‘slack’ are not
considered ‘good teachers’. Generally, the boys want to
achieve and they believe that a good teacher can make
this possible.
‘Good teachers’ might be female or male. They might also
be old or young. Being young helps because they are
more likely to be ‘closer to where we are’, but it is not
enough. Not all young teachers are thought to be ‘good
teachers’. Importantly, the boys talk about ‘young’ more
as an outcome of attitude than a measure of age in
years. ‘Good teachers’ are ‘closer’ because they ‘treat you
like a friend’ and they ‘respect you’ as a person.
From the views expressed it is apparent that ‘good
teachers’ are, professionally and personally, taking risks,
listening, responding, respecting and valuing their
students more than the rules, the policies, career
pathways, and the reputation of the school. Paradoxically,
they are considered the best teachers, with whom all of
the boys say they learn more, muck up less, work harder,
improve their marks and want to stay on at school.
Ironically, the quiet non-compliance that characterizes
the description of these teachers seems to make them
the valued role models, and perhaps mentors, that is
popularly thought to follow from compliance.
He breaks the rules of the school but he doesn’t
break his own. (Year 11)
Whatever they do, is what we do. If they’re a good
teacher and they do better stuff, we do better stuff.
If they are a crappy teacher, we do bad stuff. (Year 9)
We’ll get further with teachers like that .... we’re
motivated to work if the teacher’s relaxed. It makes
it fun. We want to work. (Year 9)
Furthermore, in their discussion about ‘good teachers’ it
is evident that these people display a genuine, practical
commitment to the democratization and liberalization of
the young. In doing so, they are effectively resolving a
nagging paradox: ‘school is preparing us for our future,
right? But school is way out of date’. Good teachers, it
seems, are giving these boys reason to believe that this
paradox is resolvable, and in doing so, they are providing
them with reasons to believe in themselves, in their own
judgement and in their future; they not only feel better,
they also feel vindicated and genuinely optimistic.
... I thought it was just me. But since I’ve had xxx [a
‘good’ teacher] in maths, it’s all changed ...
everythin’s better ... even other stuff ... (Year 11)
THE CURRICULUM IS WHAT HAPPENS IN
THE CLASSROOM
Despite a broad range of comments about the
curriculum, and how they would like to see it changed,
their focus remains contextual, and the most significant
factor in this context remains the teachers.
The curriculum is boring, repetitive and largely
irrelevant. However, from the perspective of the boys,
you can’t really change the curriculum unless you
change the teachers:

I hate maths. I just can’t do it. They should change it.
It’s just bookwork. They should change it. Every
lesson we go in, we open up our books and just read
out of the book. We should do something outside.
It’s all just sitting down at a chair just reading out of
a book. It’s pretty boring when you think about it.
They can’t expect us to have fun doing the same
thing each lesson ... (Year 9)
Teachers are the primary factor; the one that must be
changed before any of the others can be change; the one,
at least, that by changing will change all of the others:
Teachers should do more things to make
it interesting. They could do creative things instead
of just sitting down filling in things on a work sheet
kind of stuff. (Year 9)
The boys seem to be very clear in their view that good
teachers can make the work interesting; any work
interesting!
All of the boys either expressed or supported the view
that they ‘do better’, in terms of self-esteem and
achievement, with better teachers; they muck around
less, they concentrate more, they work harder in class
and they usually get the homework done:
My teacher has made a big difference in my work in
maths. My mum spoke to the teacher ‘cause she thought
I was cheating. (Year 11)
This view was expressed consistently and in relation to
all subjects. Even the ‘high achievers’ say that they lose
interest, think negatively about the work and that they
achieve less when they experience bad teaching. More
importantly, they perform at their best when they
experience good teaching. It seems that for the boys, the
curriculum is what takes place in the classroom,
achievement is largely a measure of good teaching, and
learning is what they actually take away and use.
Although the contemporary emphasis and reliance on
VET in schools to deal with concerns about outcomes for
boys, will meet with the approval of most boys, they
know very little about these or any of the other ongoing
developments in education, and they complain that they
are neither consulted nor kept informed about matters
that relate directly to their lives.
Year 9, 10 and 11 boys frequently speak of the need
to focus schoolwork around ‘actual jobs’:
They should have courses on what you want to
become ... one subject instead of six or seven ...Go
to TAFE or something for one day a week.. (Year 11)
If your heading for something in a job ... if you know
what you want to do in a way, you should be able to
learn things that will help you in that job, instead of
learning things that won’t help you at all.
It would seem that much of the research, policy framing,
community debate, etc., around the development of VET
in schools has missed them. They are simply not well
informed about these changes of direction and emphasis
in education. Given that they, and others of their age, are
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and will be the participants in these changes, and the
measure of their success, it would make sense to involve
them from the outset. However, despite their often
repeated preference for more of a VET focus (even from
the high achievers who expect to be in educational
institutions for many years to come), the boys would
generally and genuinely be looking for new and better
teachers, before they got their hopes up about new
buildings, equipment, curriculum changes or new
approaches to management and organization.
THE UNRECOGNISED CV
From what the boys are saying, it seems that at Year 11
most of them have achieved a great deal. They are very
perceptive, intelligent young men who are struggling to
believe in themselves and surviving conditions that
would destroy most adults. At Year 11, and at about 16 to
17 years of age, these boys have an impressive
curriculum vitae; one that must make any researcher
wonder why you’re asking them to focus on their
declining rate of achievement. For example:
•

Many have found and sustained part time work, and
at a time of high unemployment. In excess of 60% of
the Year 11 boys say they are working, with the
average being around 15 hours. In some groups all
the boys were working, some for 25-30 hours a
week. Most are working in low paid jobs with
difficult conditions, often involving supervisory
responsibilities. Although many have regular hours
they find themselves unable to resist demands to
work additional or extended shifts.

•

Many are licensed car drivers.

•

They have spent eleven years in educational
institutions, the last three of which they have
thought to be largely unsuitable and often hostile to
their needs and interests.

•

They are actively involved in some sort of
competitive sport, whether it be in organized team
sports or the more individual pursuits like skateboarding (more than 60% indicate a weekly
commitment in the range of 6 to 12 hours, spread
over 2 to 5 days each week).

•

They maintain a social life with both male and
female friends. Apart from the difficulties this brings,
it also serves as a network of support and
understanding that is not available from any other
source; one that demands time and frequently
becomes preoccupying.

•

They make difficult decisions, eg, about drug use,
what they should be doing with their lives, and who
they should trust.

•

They deal with family problems, some of which are
large and ongoing, and over which they have little or
no control. Some have no family support. Others
endure pressure to achieve in areas that are not of
their choosing. Few believe that their parents take
the time to actually listen to them and understand
them. Some just say that there isn’t time.

•
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They continue to adjust to rapid physiological and
psychological changes that are arguably larger and
faster than at any other time in life.

•

They cope with the increased responsibilities of
adulthood, whilst being actively denied the
accompanying adult freedom and empowerment.

•

They sustain a fundamental belief in their culture,
expressing this through their individual integrity,
their passion for freedom, and their strength to
resist perceived injustice against all odds;

•

They are surviving an advertising industry that
targets them as young adults, but makes promises
that it cannot deliver, and popularizes goals and
‘norms’ that cannot be realized.

•

They remain forward looking and largely
optimistic, despite being taught about the horrors
of converging social and environmental crises
threatening human survival on a global scale.

In varying degrees, the boys show an awareness of
these successes. Nonetheless, they remain noticeably
troubled by a paradox : the more successful they are in
their lives out of school, the more difficult it is to be
successful at school. This simply reinforces their
conviction that schools, in every sense, are culturally
out of date and largely insensitive to the needs and
interests of young adult Australians. In many cases, the
boys describe themselves as being penalized for their
out of school achievements. Homework, they say, that
is not done because of work or sporting commitments,
is given zero. More generally, the boys claim that by
maintaining their level of achievement out of school,
homework is never their best work and their tolerance
for the school environment is diminished:
I’ve got a social life, volunteer work and sport;
not just school. (Year 9-11)
If you don’t finish your work, the school doesn’t
give a shit. You just get zero. (Year 9-11)
... it’s a personal thing [giving up sport and part
time work]. If you want to do well [at school] then
you have to give it up, but if you’ve done it
through Year 10 and 11 then you’ve made
commitments. You don’t want to just drop it all.
(Year 12)
I need to work so that I can drive my car ... The only
solution is to fail. (Year 11)
To compound the paradox further, their achievements
out of school are often the kind that effectively meet
the criteria of educational rhetoric. What the boys see
as their successes are often things that display the
attributes of culturally well-adjusted adults,
demonstrating individual motivation, enthusiasm and
an ability to learn, to solve problems, to overcome
difficulties, and to create and maintain their place in a
competitive labour market. Many of their
achievements demonstrate that they can accept
authority, work well within a team, remain adaptive,
and yet innovative and self-driven.
Notwithstanding, the boys find that at school they get
very little recognition for their successes; except from
their peers. Furthermore, the boys find that they are
judged by their teachers, the school, and often their

parents, as being ‘failures’, ‘poor achievers, ‘students at
risk’, or just people who are not capable of applying
themselves to difficult tasks.
It would come as no surprise to the boys to learn that
the focus of the literature and the media, when dealing
with the declining rates of achievement and retention in
boys, is essentially directed toward ‘fixing up the boys’.
From the perspective of most boys, it would seem, much
of the adult world is out of touch with the reality of
their lives, largely because they don’t listen and they
don’t really care.
‘NOBODY’S LISTENING’
The claim that the adult world is not listening and
doesn’t really care is perhaps the most fundamental of
the factors the boys have identified. It appears
throughout their discussions, often dismissively,
sometimes aggressively, but always with a mix of
frustration and disappointment. It appears that this,
along with the other factors that they have identified,
becomes an important issue during the first year in
secondary school, after which it just gets worse.
The early years, are talked about as ‘the good times’
when boys say they ‘liked school’. They say that they ‘got
on better with the teacher’ largely because, having one
teacher all day, they got to know each other, and the
teachers didn’t ‘full stress out at ya all the time’:
‘I didn’t like her, but we kind of got to know each
other and it wasn’t too bad; kind of good really’
(Year 9-11)
It is generally agreed that the problems begin during
Year 8, their first year of secondary school, and just get
worse until they either ‘get out’ or work out how to
‘survive’ to the end of Year 12. They believe that they
have no effective way of improving the quality of their
school experience, largely because it is controlled by an
adult world that they believe is not listening and
doesn’t really care:
They [teachers and some parents] always make
things sound the way they want to, so what’s the
point? They always make what they want sound
best. Ya don’t stand a chance. (Year 11)
Similarly, they say, teachers get behavioural ‘problems’
wrong because they don’t ask how and why something
happened, and with an open mind. Instead, ‘they just
pick on the boy with a reputation’:
I got accused of selling drugs at school cos my friend
did. Cos I knew him I got interviewed first. They
accused me before anyone else, just cos of my past.
I’ve never been involved with drugs. (Year 9-11)
You’ll go to say your side of the story to the teacher
and they’ll go, ‘don’t answer back’, or ‘don’t lie’.
You never get to say your side. (Year 9-11)
Teachers would understand more if they would ‘just
listen to you’ and recognize all of the things that are
going on.

Many Year 11 boys and boys already out of the school
system expressed more despairingly pessimistic views,
suggesting that most problems involving boys, in and out
of school, are shaped and directed by deficiencies in an
education process that is self-replicating. Despite
research, current or new strategies, and the best of
intentions, nothing will ever change until both the
teachers, the school culture and a credentialling process
that supports and re-produces a particular kind of
teacher, are changed. One boy, who has already left
school, without completing Year 11, put it this way:
The people who’ve got control are the one’s who have to
change; have to give up being control freaks, seein’
everythin’ the way they want to ... Anyway, the ones who
do well at school are the ones who are like the teachers.
In twenty years they’ll be running the schools and nothin’
will have changed - except most of ‘em’ll be women. But
that’s no big difference. A control freak’s a control freak.
Men or women, doesn’t matter.
Although this boy had a job, he couldn’t do the work he
really wanted to do without completing Year 12.
Nonetheless, he had no intention of returning to school.
He found schoolwork relatively easy, but the environment
was just too hard to take:
The day I left school and gotta job I felt great. At xxx
[work] I get treated like an adult. Not like at school.
Uniformly, the boys still at school believe this kind of
outcome to be largely the product of the adult world, in
and beyond school. It is simply not interested in the real
issues, as boys understand them, or in what boys in
school actually think about their school experience and
how it might be improved:
They don’t want to listen. They make the rules.
There is always an excuse. (Year 9-11)
Maybe the students aren’t always wrong. (Year 9-11)
Paradoxically, most boys are of the view that even when
they are asked what they think, that most adults in
schools, ‘can’t be trusted’:
If they found out what I think, they’d use it against
me. (Year 9-11)
Less pessimistically, but no less cynically, most boys either
express or support the view that current strategies and
programs in relation to boys achievement and retention
are being devised and put into place to satisfy the
interests and preferences of teachers and a small number
of influential parents, or to benefit the image of the
school and to extend its influence and control over their
lives, rather than an expression of their genuine interest
in the well-being of boys in education.
In schools where programs, directed at addressing the
declining achievement and retention of boys, were
known to be in place, the boys either failed to recognize
them as significant to the discussion, or they expressed
the view that these programs are a waste of time, ‘a bit
wanky’, directed by teachers with fixed views, or simply
disliked for a range of other reasons. It appears that the
‘best’ of the programs on offer are only available to a
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few of ‘the really bad guys’. These are largely alternative
curriculum programs in which boys are engaged in ‘doing
really interesting stuff’, by which they mean very practical
(albeit not untheoretical) tasks, excursions and visits to
places of work, or short courses at a nearby TAFE College.
Most of the boys who speak of these programs see them
in a positive way but they believe that their school uses
these in ways that amount to too little, too late.
Too many current strategies emphasize the importance of
policies, programs, guidelines, career paths,
accountability, and focus largely on fixing the boys and
satisfying the teachers’ perceived need for control and
certainty. The boys, on the other hand, emphasize people
(their personalities), and the importance of establishing
and maintaining relationships of trust and respect (being
dinkum about listening and caring). Their focus is on
making the schooling process far more flexible, to enable
people (including teachers) to be who they really are, and
to build upon their differences and to facilitate the
pursuit of individual needs and interests. For example:
From the views expressed or supported in discussion, all
of the boys have doubts about the all too familiar
rhetoric of education; about the value of difference and
the importance of creative expression, individuality,
integrity, respect, flexibility, tolerance, commitment, and
the like. They believe this rhetoric to be no more genuine
than the people who use it in the classrooms, at
assemblies, in newsletters, in parent interviews and in
‘meetings’ with counsellors, or during one of the many
‘lectures on behaviour’ or ‘interviews’.
It means shit all to em [teachers]. When I’m in the
withdrawal room, I just write it all out ... respect and
all that stuff, and they say ‘okay’ and stuff and it’s
over. Some guys, like xxx, just write a lot of angry
shit and it just gets worse for em (Year 9).
Furthermore, the boys seem intent upon avoiding,
discarding, or just muddying, the traditional, stereotypic
distinctions that appear to shape, direct and justify
strategy choices in education. From their perspective,
although people are all the same in some respects, we
are decidedly not all the same in all respects. With
varying degrees of consistency, the boys view themselves,
girls, teachers and all of the issues in this way. Not
surprisingly, their strategic emphasis is upon achieving
appropriate flexibility; providing a flexible learning
environment in which they feel free to investigate the
dynamic diversity that constitutes themselves and the
world around them. They see their problems to be the
result of direct and indirect, as well as overt and covert,
pressure to comply and conform to someone else’s idea
of appropriate behaviour, important knowledge, the
correct answer, being successful, suitable goals, being
male, having good self-esteem, and so on. Although this
makes resistance and retaliation b
It seems that when the boy who comes into the
classroom with his baseball cap on backwards and
refuses to take it off, he sees himself to be making a
public stand to protect his own identity, his own choice
and his own tenuous, individual place in the scheme of
things. He seems to be aware that ultimately he has no
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control over the outcome. Furthermore, his preparedness
to accept the immediate costs, knowing that there will be
others, indicates a high level of tolerance for long-term
uncertainty. The pragmatism that characterizes much of
contemporary professional life, suggests that if, at the
crucial point, this boy was to comply and conform,
happily removing his hat, the immediate costs would
disappear, the long term rewards would be greater, and
he would have more certainty of place. Clearly, this boy
disagrees. Of the small sample of girls included toward
the end of this study, most believed that this boy was
making a big mistake.
CONCLUSION
Although their views differ importantly from the
literature, the media and much of what commonly passes
for informed opinion on issues for boys in education, my
concern from the outset has been to listen to the boys
and to present their views. This has been done in a bid to
understand what they think and to see ‘their’ views
included in ‘our’ discussions. In doing so, the research
process has, and with less intention than has proved
appropriate, been dealing with one of their major
concerns, namely, that the adult world does not
genuinely listen to young people. More importantly, that
the adult world fails to establish trust and mutual respect
as a basis for understanding the differences, that
continue to shape the real world of education.
Overwhelmingly, the boys agree that the prevailing view
in education is always the adult view, or the view that
adults prefer. They see the rhetoric of education, about
democratic process, individuality, freedom, difference,
creativity, respect, trust, and so on, to be either examples
of deliberate hypocrisy or just an adult world carelessly
not applying the logic of its own beliefs.
Most boys also believe that adults don’t really want to
know, particularly if it puts them into the position where
they must either be seen to be hypocritical or make the
kinds of changes that they would rather not make.
Paradoxically, of course, many if not most adults feel that
their experience and views are similarly ignored and
devalued, often hypocritically, by young people. The
simple resolution of this paradox demands more genuine
listening. For schools, this might be between staff and the
boys (and girls) directly, or more indirectly, involving
someone from outside the school environment. It also
requires a realization that differing needs and interests
can only be satisfied if they are understood and pursued
as mutually inclusive. But all of this, ultimately demands
that we get dinkum about the rhetoric of understanding
and accepting others and their differences. Ironically, so
too, does the logic of our culture and the threateningly
global and converging social and environmental
imperatives of our time.
Malcolm Slade can be contacted at Flinders University on
08 8201 2839 or email Malcolm.Slade@flinders.edu.au

Boys’ Education in Holland
On a visit to the Netherlands recently Richard Fletcher
held discussions with a researcher from the Social
Cultural Planning Bureau of The Netherlands and with
a deputy principal from a large secondary school
(3,000 students). The Planning Bureau supplied the
following data.
Primary and special education (participation rate)
Primary education (1997/98):
Boys:
51%
Girls:
49%

Special education (1997/98):
Boys:
68%
Girls:
32%
While the number of pupils in Primary Education had
decreased 20% from 1970, Special Education has
increased by 60%.

Staffing
In Primary Schools women form 77% of staff and hold
13% of leadership positions.

In Secondary women form 27% of the workforce but
hold only 10% of leadership positions.
Drawing Inferences
The researcher from the Planning Bureau made the
following points:

•

Participation of girls in education was for many years
a special topic of interest for educational policy in
the Netherlands (under the influence of a strong
women’s movement.

•

Girls participate equally in tertiary education.

•

Differences are still present in the choice of study
subjects.

•

She was not sure of special programs to address boys’
needs. Until informed at the meeting, she was unaware
of the Freerk Ykema Rock and Water program.

•

Boys from different ethnic minority groups. (Turkish,
Morroccan and Antillians) have special and severe
educational problems (bad results, high drop-out
rates). These problems however are seen as class
and racial issues rather than gender issues.

Achievements in secondary education (1993 cohort)

Achievement scores in mathematics (third year
secondary education):
Boys:
51.0
Girls:
49.7
Achievement scores in language/reading (third year
secondary education).
Boys:
48.5
Girls:
51.5
Scores in general competence (third year secondary
education)
Boys:
33.4
Girls:
36.3
Downward change to lower forms of education during
the first three years secondary education. In Holland
students can move between general education, technical
education and university preparation strands.
Boys:
29%
Girls:
26%

The school deputy expressed
•

surprise at the data from the planning bureau.

•

interest in the issue of boys (she had been a
supporter of the development of the Rock and Water
course of boys education).

•

she was unable to recall any professional discussion
of boys’ education.

•

as deputy she did note that students sent to her
were overwhelmingly boys.

Upward change to higher forms of education.
Boys:
21%
Girls:
26%
Score in school position after 5 years of secondary
education. All differences in scores between boys and
girls are significant at 0.05 level.
Boys:
7.3
Girls:
7.7
Behaviour during secondary education
Time for homework (hours/week)
Boys:
5.9
Girls:
7.3

Sent away from school (expelled) in 1998:
Number of boys: 357
Girls:
101
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This section covers Middle School and Senior School initiatives. Readers focusing on Middle
School will need to check the Primary sections for relevant articles.

The Mindware Program
Learning to live in our community; Learning to understand ourselves; and
Learning about learning.
Russell King talks to Rollo Browne about the innovative Year 9 program at Mt
Eliza Secondary College, Victoria.
Mount Eliza is a semi-rural, large outer-suburban centre in Melbourne. Our school has
about 1150 students and stable staff. We are structured into a Junior, Middle and Senior
School. The students are 90% Anglo and most go to tertiary study or find employment.
The tertiary entry rate for our students is about 70%.

Why did you start the program?
In 1998 we were running an Effective Learning Program. At the same time a new
charter for our school was being formed. In Victorian schools, the charter is a
document outlining the direction the school wishes to take over the next three years.
It is prepared under the auspices of the School Council and then has to be ratified by
the Education Department.
At this time, we in particular wanted to motivate and challenge the middle year
students. We felt there was a lack of engagement and motivation evident among many
middle school students. We also thought that some of the bright kids were
underachieving, just coasting along. At a college retreat to prepare the new charter
these factors resulted in the idea of Mindware. Interested groups within the college met
to flesh out and the program began to take shape. Some of our activities came from
other schools, for example our ‘City Week’ is modelled on an activity that Wesley College
operate. Our program began in 1999.
How does it work?
There are really two parts to the Mindware program. Stage 1 runs from the beginning of
the year through to the start of Term 4. Stage 2 is the intensive 8 week program (6
activity weeks and 2 work experience weeks) in the remainder of Term 4. All Year 9
students are involved, some 200 students. They form groups of 5 or 6 students, mostly
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Mentor and group working in the city office

on a friendship basis. The majority would be single sex
groups, this year we have 12 mixed groups out of 41.
Each group selects a teacher to work with them as a
mentor. The role of the mentor is critical to the success of
the Mindware program. The mentor will guide the
students through all the elements of the program. Each
mentor takes on two groups of 5 or 6 students and meets
with them on a fortnightly basis during the teacher’s
spare period. As students will be missing classes the onus
is on them to catch up with the work they miss.
In Term 1 the meetings focus on learning styles and
forming a supportive focus within the groups. Among
other things we teach De Bono’s Six Thinking Hats and
Gardener’s Multiple Intelligences. Students keep a journal
throughout the year and a required to make an entry
after each mentor meeting. The style of the journals has
changed over the last two years. We assumed that
students would be able to maintain a journal. What we
were after was not just a “what we did list” but more
reflective writing about their journey through Mindware.
Some mentors chose to teach the students about
reflective writing in an attempt to have students write in
this style. Some students found this to be confronting
but most would have made some reflective entries.
In Term 2 the preparation for the Term 4 program begins.
One of the main focuses in the student journey through
Mindware is their Individual Project. This is a piece of
research that they undertake throughout the year with
their mentor providing guidance as they go. The project

can be on any topic the student chooses. We encourage
students to collect information for their project during
the activity weeks of term 4 and from first and second
hand sources. The student has to present their project to
a panel of mentors and parents and year 8 students
during the first week of Work Experience at the end of
Term 4. Students have between 15 and 20 minutes to
present their research. They can use aids like Powerpoint,
Video or CDs. Topics have included such things as ‘How
CDs are made’, ‘The History of Surfing’ and Photography.
We encourage students to try and get the majority of
their project done by Term 3 as term 4 is pretty busy. The
point is to get the students motivated to do something
that interests them.
Each mentor group has to complete a group project
based on a hypothesis they develop about the city. The
groups develop this question in their mentor meetings
and we use the De Bono hats to explore possible
questions. One group examined the topic ‘How easy is
the city to access via a wheelchair?’ This involved them
meeting with a member of the city council, transport
agencies, and shop keepers. An important element of this
process is making appointment times with relevant
people in the city and conducting the interviews. They
hired a wheel chair and went on a tour of the city. These
projects are assessed by two mentors and presented to
the other students in the week following City Week.
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The Mindware
There are 40 Mentor groups in all, divided into 5 teams
(A to E). The teams all rotate through the six week
program. Each week operates on the basis of 4 days out
and 1 day at school (except Health Week). All activities
are run through the mentor groups. On the school day,
students talk with mentors, other teams, catch up with
work from their Areas of Learning which is handed in and
marked. This work is linked to Mindware, for example, in
LOTE (Languages Other Than English) they draw a map of
the city and write instructions of how to travel across the
city in the language studied. A Maths task involves work
on tessellations in the city, while Science task covers
aspects of ecology during Camp Week.
We have refined the activity weeks this year to consist of:
a) City Week
During this week students travel by train to the city and
work from an office in Collins street that we hire from
Monash University. Each mentor group research,
interview and collect data related to their group
hypothesis on an aspect of the city. A lot of work goes
into planning and designing their project before they
even get to the city. They are unsupervised but it is made
clear to them that they are responsible for delivering the
outcomes. This is a major highlight of Mindware. The
students have this week to complete their research and
prepare their group presentation. This week more than
any other generated the most questions from parents.
The idea of their child walking around the City
unsupervised was a concern. We overcome this concern
by having each mentor group compete a detailed
itinerary for the day and they must check in at
prearranged times. Most groups are rarely out of the City
office for more than 1 - 1& 1/2 hours. Each group carries
a mobile phone and can call the office if they are ha
b) Camp Week
Each group spends four days in the Cathederal Ranges
east of Melbourne. This is a very challenging camp
involving abseiling, rock climbing, caving and hiking.
This program is run for us by an outdoor education
company. The cost is included in the $260 Mindware fee
paid by parents.
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c) Community Week
The idea is to work in the local community. We have a
large group of community providers willing to take our
students. The students work with them between 8.30am
and 3pm at places like the hospital, Meals on Wheels,
local environment groups, Animal Aid Shelters, our feeder
primary schools, the local History Society (creating
historical documents), departments within the local
council and after-school care programs. In 1999 the Shire
Council ran a project for Kosovar Refugees at Portsea,
where our students were responsible for running activity
programs for the children.
d) Local and Recreation Week
The focus this week is on exploring the local environment
- the Mornington Peninsula. The Geography and History
teachers run excursions to sites of interest and assign
work related to these trips. Following a two day tour of
the peninsula students produce a tourist brochure
suitable for the local tourist information centre. This is
handed in to their mentor and discussed.
e) Health Week
For this week all students are in school. It is a short week
because it is both Melbourne Cup day and a staff
development day on the Monday and Tuesday. We invite
a range of outside agencies from the community such as
Drug and Alcohol services, HIV/ AIDS Speakers Bureau,
Family Planning, local doctors to run sessions for our
students. Some sessions are run as single gender others
are mixed. Last year we had a local theatre company
perform a play on alcohol abuse which included a
question and answer session at the end. The God Squad
have been a very popular group during this week.
f) Life Skills Week
This was a new week in 2000. The focus is on
equipping the students with skills that they will use in
later life. These range from changing a fuse, getting a
Medicare card, accessing local services in Frankston,
per-driver education, legal responsibilities, shopping
for, and cooking a meal for the family, washing and
ironing their clothes.

Program
Building problem solving skills

two, both girls, did not take part in the program,
essentially because they were restricted to school for
truancy reasons. We tell them “we have to trust you in
unsupervised situations”.
g) Work Experience
These are the last two weeks of the year. The students,
with assistance from parents and the Careers
councillor, have to find a work placement. We
encourage students to find two different employers to
give them variety. (They will have a further 2 weeks
work experience in Year 10)
What have you noticed as a result of the program.
As a parent of a boy who did Mindware in 1999, I’ve
seen a lot more independence, maturity, confidence and
initiative. This change is not unique to my son, it has
been expressed to me by many parents. Parents have
commented on the way in which the Mindware program
has helped their child to become more organised. The
mentors comment that most change in their students
occur in late Term 3 and in Term 4 when the mentors start
to back off a little bit and let the students run with the
tasks. The role of the mentor varies for each student,
some students need constant support throughout the
year while others only need to be pointed in the right
direction and off they go. In one group, one boy didn’t
need me, two boys needed confidence building and three
were middle of the road where I had to hang in with
them while they came to grips with what they were
required to do. Overall the students developed
relationships with staff that was more than just a
subject-based teacher. Mentors comment on the
friendships that have been developed with their students
and how some of these Friendships have carried on over
the last two years.
What about the boys you couldn’t trust?
We have a student at risk phase. The mentors nominate
the kids that are not up to scratch. Typically it is because
the students are not attending Mentor meetings. They
are interviewed by the year level coordinator and myself
to establish why they are not performing and how we
can support them. Interestingly there were equal number
of boys and girls last year, in all 10 - 12 out of 200. We
follow up these interviews with a letter to parents saying
why they are at risk and the action being taken. The
mentors and the year level coordinator monitor these
students closely after these interviews. Last year only

If the students don’t satisfactorily complete Mindware
then the principal does not guarantee them a place in
Year 10. The students know this is serious. They initially
saw Mindware as an extra six weeks holiday. Now we
have Year 8’s talking about the program and what they
would like to do for their projects. We have brought
Year 8 students into the presentation process to give
them a taste of what they will be required to do next
year. We set up a Mindware display at the Year 9
Awards Night showcasing some of the work done by
the students. Teachers have commented that some Year
9 portfolios were up to Year 12 CAT (Common
Assessment Task) standards.
How critical is the mentor process?
It is vital. The size of the group is decided by the mentor.
They each have two groups. In Term 1 they see them
together but from Term 2 on they are separate. We are
introducing Year 10 Mentor Assistants this year. The year
10 students work hand in hand with the mentor to help
run the meetings and to guide students. We have placed
a great deal of emphasis on the professional
development of the mentors to equip them to fulfil what
is a difficult and challenging role. All our mentors
volunteer to be part of the program and they know what
they are letting themselves in for. The rewards are huge,
as is the commitment required.
The staff also nominate other mentors who they would
like to work with and form teams of 4 to support each
other and work together throughout the program. These
staff groupings are the basis for the teams of students
that work together through the activity weeks.
All mentors are volunteers and in 1999 we ran a Mentor
Training camp in February over three days (Sunday Tuesday) one of which was the swimming carnival. The
training was run by myself & the Assistant Principal (Six
Hat Thinking), with outside help from David Brown
(Multiple Intelligence) and Julia Atkin (Learning
preferences). We now have De Bono trainers on staff so
they conduct the inservice training.
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How important is the De Bono training?

Teacher’s initial aspirations for Mindware

It is a tool we use to help kids develop their projects. We
find that the use of different hat sequences can be used
to generate questions and refine projects. It is very
helpful and gives the students the idea that they can be
flexible about how they think and approach their work.

•

“Something has to change if we are to better cater
for all kids”

•

“We have to engage kids at this level. The school
culture has required kids to be too passive for too long”

•

“The school is surviving but the kids are not. They are
dropping out in their attitudes even if they are not
leaving school.”

How do you know the program is working?
Each individual ends up with assessment from their
individual project, the marks from their Area of Learning
work and a report from their Mentor. Self assessment is a
focus for journal writing though this is not formally
marked. Discussion of project work and interaction with
the Mentor form a key part of the report. The other thing
we did is have the 1999 program externally evaluated
(see companion story)
What makes the program work so well?
It’s a combination of factors. The students have choices
about who is in their group, who they get for a mentor,
the group project they do in City Week and their
individual projects. The activities are practical and real
life, particularly in City Week and we have to trust them
to do what is right while unsupervised in the big city. The
school takes it seriously and wants them to learn from
the program and the students have to deliver the goods.
Lastly the mentor process is year-long and holds the kids
in a personal and developmental way. It is something
special in Middle School and builds their sense of
independence. A big part of it is that we trust them.
Russell King is Co-ordinator of the Mindware program at
Mt Eliza Secondary College. Under the Mindware
program a range of materials was developed. These
include a Checklist of Key Competencies linked to
Learner Outcomes (based on Hoover), Parent
Information Evening handouts, Parent Brochure,
Individual Project Report forms, assessment forms for
City Investigation and Subject-based tasks. Russell can be
contacted on 03 9787 6288.

Evaluation of Mindware
The 1999 Mindware program was evaluated by Professor
Jeff Northfield of Melbourne University and his report
was presented in 2000. Part of his report was reprinted in
the school’s annual report in 2000 and excerpts are
presented below.
Four mentor/ teachers were interviewed in early 1999 as
part of the initial planning.

What were the teachers’ indicators of a
satisfactory outcome?
“Kids showing maturity and taking initiatives and
showing more independence
“Students more accountable to themselves and less
reliant on teachers”
“Certainly engagement in the activities and some
interest and excitement”
Future implications

‘There was awareness that this would have an impact
on how Year 10 worked: extended assignments,
negotiating parts of the program, changed assessment
and reporting processes.’

Listening to Students
Professor Northfield listed a series of themes.
These include
a) The quality of work and the confidence of
the students
‘One had to be impressed by the way students reviewed
their term’s experience and the quality of work
completed. In many ways they took what they had
achieved for granted. ... One had to be reminded that
these were year 9 students as one listened to and looked
at their work.’
b) Students reluctant to endorse a program that is
different from their schooling experience
Students commented on what Mindware was trying to
achieve and whether it had been worthwhile.
“... to make us get organised”
“To get us to work independently”
“School would have been easier”
“it was costly’
“We may appreciate Mindware later on .... Too much
to do now.”
Mindware was recognised as different to previous school.
“... it may have put us behind for Year 10. We don’t
know how well we have done.”
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“They broke the chain of school that was built up over
more than 10 years. We had to be well prepared for this.
The teachers were not sure about what was happening.
We could not understand what was going to happen
until we went through it. It was different and now I
have got to think about what happened. Will we just go
back to ‘real school’ again?”
Student Surveys

Surveys in 1998 (on individual subjects and classes;
general questions on the quality of teaching and learning
at Mount Eliza) were compared with 1999 (on the quality
of teaching and learning in Mindware). The average
response showed an improvement of 13.1% on questions
where meaningful comparisons can be made.
c) The value of the Mindware components
varied greatly.
‘The Camp, Health Week and the Personal Project were
strongly supported, City Week and Community Week had
varying responses... Local Week and Recreation Week
received the most negative responses... Subject
assignments received several critical comments on
relevance, number (too many), work demands and
timing. When time was allowed to complete tasks at
school, teachers commented that students did not seem
to use or organise their time effectively. Many students
acknowledged their need to be better organisers and in
some cases claimed they were now better organisers.
They were now convinced that the Personal Project
should be well underway before term 4 and they felt they
would be able to give useful advice to future students in
the Mindware program.’

More than 80% of all Personal Project assessments were
in the Excellent or High category. City Investigation
assessments were one level lower with 75% in High or
Medium category.
‘There was agreement about the limited effectiveness of
Local and Recreation week and the unexpected higher
costs for some groups’
They emphasised the significant learning for them as
teachers as they and the students had to move out of
their comfort zones. “The most significant Professional
Development experience in my career.”
‘Some students had difficulty getting organised and
wasted their days at school ... It was likely that the
confident, able students gained the greatest benefits
from the program and that a number of students
gained very little.
Suggested improvements included
•

A manual for students setting out activities
and timelines

•

More time for students presentations and consider
involving more people on the panels

ª

Make wide use of Year 10 students

•

Reviewing Recreation and Local weeks, perhaps
reducing costs and reducing the program to 5 or
6 weeks

•

Reviewing the tasks for students particularly Areas of
Learning tasks and the timing of assignments. In
particular City Week was seen as demanding with
extra time needed to complete tasks.

d) The student and mentor relationship

Was Mindware worth the effort?

‘Students were less positive about this outcome than the
teachers. In most cases students were placed with a
teacher they felt comfortable with... The size and
importance of the group structure was acknowledged as
crucial for the program and there was evidence presented
of students having to work hard to maintain an effective
group relationship.’

We don’t know for sure for a few more years yet but
there are a number of indicators:
•

‘Strong staff support for the program to continue
into 2000. Again more staff members readily
volunteered to be Mindware Mentors than were
required to run the program.’

‘Students spoke in ways that indicated they had
developed different and higher expectations of their
mentors than other teachers. “We asked him for an extra
meeting” “She contacted mum and dad about what I
would have to do”

•

‘Parents of 2000 Year 9 students have publicly
expressed their endorsement for the program to
continue at a Year 9 Parents Mindware Evening held
earlier in the year.’

•

‘Anecdotal evidence from Year 10 teachers suggests
some support for the notion that Year 10 students
in 2000 appear more focussed on their studies and
more willing to accept higher levels of
responsibility for their own learning than had been
evident in the past.’

Listening to the Mentors
‘The mentors interviewed were positive about the
program and its impact on many students. They saw
examples of quality work and desirable learning
outcomes. “We have set benchmarks for future Year 9
work that exceeded my expectations”
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Boys Learning Other Key Emotional Strategies in Year 8 & 9.
Stuart Quarmby, Deputy Headmaster at Broughton Anglican College
describes the effects of a program developed for boys with a track
record of difficulty with self-control. If left to their own devices, it was
probable that each of these boys would have found themselves on the
discipline treadmill and without the resilience, inclination or ability to
pause and think about more appropriate alternative actions.
Broughton Anglican College is a large, rapidly growing, independent Preparatory to Year
12 co-educational school set in rural surrounds on the outskirts of southwestern Sydney.
It has a comprehensive intake of students ranging from high to moderate academic
ability and a wide range of domestic socioeconomic circumstances and ethnic
backgrounds. The College was established in 1984 as an outreach activity of St. Peter’s
Anglican Church in Campbelltown. There are currently over 1100 students attending the
College and this figure is expected to reach a maximum of 1300 students by 2004.

Building Resilience and Communication Skills
The BLOKES initiative began with an interview that I had with a teacher, Mr. Neil Davies,
who approached me with his view that a number of our students might benefit from
participation in a withdrawal group focussing on the development of more socially
appropriate responses to situations that they faced.
Before discussing the particular program that we might follow, or when and where it
might take place, we decided that we should first identify those students who were most
in need of a positive intervention strategy. In line with Frydenburg we believed in:
“Increasing young people’s capacities to cope with life in our complex society and
skilling them to deal effectively with setbacks will provide the best insurance for
the future. It is by helping young people to build up their coping resources that
they stand the best chance of being able to communicate effectively with each
other and build satisfying relationships, both in and out of school’
The College has a well-developed discipline system that triggers interviews with
students and parents both incidentally and at a number of pre-determined points. The
emphasis is on proactive intervention and behaviour correction rather than on
punishment and student removal. It was important therefore to emphasise with staff
that any program undertaken would serve to supplement rather than replace existing
structures -that the identified group were to continue to be treated in the same way as
other students in the classroom and playground.
Serious misdemeanors in the Secondary section of the College such as deliberate
disobedience, swearing etc, result in staff issuing a Lunchtime Detention. Nine
Lunchtime Detentions (Middle School) and three Lunchtime Detentions (Senior School)
result in the student being suspended. A count of the accumulated detentions along
with an interview with the appropriate Year Patrons became the mechanism used to
identify students who stood the most to gain from the program.
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An optimum group size of around six to eight students
from the Middle school (Year 7-10) was arbitrarily
selected and the search began. The first eight students
who were at serious risk were identified. They were all in
either Year 8 or Year 9. Not surprisingly, given the
established trend for boys to desire to be perceived as
masculine through negative behaviour, all of them were
boys. Even if the target group size had been set as the
first fifteen needy students, it still would have been
exclusively male!

Meet The Qualifiers
Phil; a likable rogue, had difficulty staying out of trouble
- the type who would admit to a mistake whilst others
avoided blame. He had been suspended previously
through accumulating 11 detentions and I had high
hopes that the program would benefit him.
Barry; a boy who felt that certain staff disliked him and
who would react inappropriately when confronted by
authority. I had hoped that the program would benefit
him although I was less certain of a positive outcome.
Barry had also been suspended previously.
Doug; had accumulated 5 detentions and had reacted by
withdrawing from both staff and peers. Without some
sort of intervention, it was likely that his volatility would
see him in further trouble.

Cooking spuds for the dads’ dinner

Willy; a quiet boy, was generally well-behaved and
compliant with staff but had been suspended from the
College for fighting. It was my hope that the program
would offer him preferable alternatives for dealing with
similar future situations.

Mick; who had accumulated 5 detentions quickly for a
series of unthinking incidents. It was hoped that the
program would give him an opportunity to re-evaluate
his progress as well as provide him with a sounding
board for alternative emotional responses.

James; a boy with 7 detentions and on the verge of
being suspended. He had a history of attention seeking
behaviour and a poor self-image. It was hoped that the
program would give him more confidence, address his
poor anger management, self-esteem and appropriate
response to authority.

Designing The Program

Brian; a pleasant student in isolation but who behaved
poorly in the company of peers. Despite the fact that he
was only one detention away from suspension, I held
hope that the program would demonstrate to him that it
was possible to get the attention he sought from positive
rather than negative contribution.

With a target group established, the next step was to
design an activity to keep the boy’s interest and attention
so that the primary focus areas for the program teamwork, anger management and directed discussion could take place in a more informal environment. This
had to be delicately managed to avoid any perception in
the boys that they were being “got”. It was also
important to find at least one other staff member to
assist with the program and to double as a “successful
role model”.

Mark; who had been identified in a student survey as a
bully, and who, on more than one occasion, was found to
have encouraged other students to change their recollection
of events so that he was excluded from any blame.
The Boys in Schools Bulletin
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This double dilemma was solved by the metal work
teacher, Mr. Paul Hollier. On learning of our plan to run a
program, coupled with his knowledge of the interests of
the boys involved, he suggested that each would
probably like to design and construct his own downhill
racer. He also generously offered assistance in running
the program.
It was agreed that the program would run for six
consecutive weeks between 3.30 and 5pm after school
with an interlude for discussion on “the week that was”
and afternoon tea at around 4.30pm. The program would
also culminate in a presentation evening on the final
night, organised by Paul Davies, where the boys would
try out their finished product (in a downhill derby). The
boys would also prepare and serve a three-course
evening meal for their fathers whilst the “graduation”
certificates were awarded for program completion.

Involving Dads As Partners
Step1: It seemed vital to me to include the fathers of the
boys as partners in the program. The initial step was for
me to telephone the dads of each of the boys and
indicate our intent to offer to undertake proactive
intervention with a view to preventing further difficulties
resulting from the boy’s making poor decisions.
•

My condition was that the boys commit to the
program for the six weeks, that they would be picked
up after school and that the dads were available on
the final night for the presentation and meal.

•

The cost for the program was $30 for materials,
afternoon tea and the meal.

•

Seven of the dads indicated that they would be
willing to strongly encourage the boys to volunteer
for the program when they were approached. Willy’s
dad saw no need for any intervention and was
reluctant for him to be involved.

Step 2: I tracked down Mark, Mick, James, Barry and
Doug the next day and asked each of them whether they
would like to join the program. (Phil and Brian were
waiting outside my office in the morning to collect the
letter to take home to dad - keen to start as soon as
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possible). It was important for the best chance of success
that I indicate to them that it would be a combined
home/school initiative:
“Dad and I have been having a talk about your
progress and we are both a little concerned. We’ve
decided that you would probably benefit from an
after school program designed to help you develop
better ways of handling the situations that are
getting you into trouble. It would need you to
commit one afternoon per week for six weeks after
school. Are you willing to take part?”
The boys of the seven fathers who had agreed to commit
to the program all agreed to take part
Step 3: A confirmation letter was sent to each of the
seven fathers detailing the program and encouraging
them to support us as partners in the venture. The
powerful effect of this combined effort between dad and
the program coordinator to meet the boys’ needs cannot
be underestimated, and was certainly valued by each
participant. Just prior to the commencement of the
program, James was responsible for a fairly serious
misdemeanor and was asked to leave the College.
The Program Begins
Step 4: Week one: the course commenced with 6 boys. I
spoke to the boys about the time commitment of the two
staff members and how I expected each of them to make
a real effort to listen and take part as a team. I addressed
them on the importance of selecting a member of staff to
act as a mentor and keep them accountable during the
program. Interestingly, four of them chose female staff
members. Paul Hollier addressed the group on a few of
his expectations and the boys began to choose from
sketches and individualise a down hill racer design. Neil
Davies assisted as the boys discussed construction,
sketched designs on the floor with chalk, marked out
metal and began cutting. I was surprised at the positive
camaraderie that quickly developed between the boys
given that they had been pooled together from two
separate Year groups.

Week two: the boys commenced cutting, folding and
tack-welding. Discussion time focussed on accountability

to a mentor and included time for the boys to discuss
behaviour and responses in the classroom during the
week. The boys were reasonably forthcoming about the
difficulties that they had with classroom behaviour
management and were even willing to offer each other
advice. These sessions were kept to around ten minutes
although it is interesting to note that in one boy’s
evaluation, he felt that they were valuable and should
have been extended.

The starting line of the billycart derby

I began the search for an appropriate guest speaker to
address the participants on the final night. My ideal
was for a highly regarded member of the community
who had once had similar experiences as a boy. The
Reverend Hicks, a local minister, proved to be an
excellent candidate and readily accepted both to
judge the downhill racer derby and to talk to the boys
and their fathers.
Week three: Paul Hollier attended an in-service this week
but caught up with each of the boys individually at
lunchtime and by withdrawing them from class. Although
unplanned, this had the benefit of individualised
attention. Remarkably, Doug’s father took some time off
to bring some of his own tools into the College and work
along-side his son at lunchtime.
Withdrawn From The Program

Week four: Although steady progress continued to be
made on the racers some over-familiarity had begun to
creep in. Barry spoke rudely to Mr. Davies and saw little
point in apologising. I spoke to Barry the next day and
reminded him that both teachers had taken on the
program as volunteers and that I did not expect them to
have to tolerate abuse. I then telephoned his father to
inform him that I had withdrawn Barry from the program.
Two days later, Barry’s father rang back to ask me to
reconsider the decision based on the fact that Barry had
shown him a genuine remorse. I indicated that in my
view he had already been warned and that my concern
was for the effect that his return might have on the mood
of the group. In confidence, I approached the two
teachers for their views on the matter. We decided that
Barry could return only after a personal apology to Mr.
Davies followed by a public apology to the group.
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Week five: Barry returned to the group with an
exemplary attitude. The difficult, time consuming and
unplanned scenario involving Barry, whilst better
avoided, actually had a very positive effect in the
discussion time this week. Whilst issues surrounding
resilience and the development in the boys of the ability
to pause in conflict situations and consider appropriate
emotional strategies and responses had been a focus of
the discussion each week, this specific incident was of
particular benefit because;
•

•

all boys had been present during the confrontation
and could therefore relate to what had happened
and to Barry’s response,
it had happened in the withdrawal program itself
and the boys had a sense of being let-down by one
of their own.

The group was very excited about the completion of their
racers, the upcoming derby and cooking for their dads.
They decided to ask Mr. Hollier if they could come in at
lunchtimes during the week in order to spruce up their
racers for the big day.

The big day
Week six: the big day arrives. Mr. Davies’s Industry
Studies - Hospitality class helped with some of the
preliminary preparation for the dinner. Mr. Hollier, Rev.
Hicks and myself supervised the down hill derby. There
were a few notable “stacks” as the boys sought to
extract the most from their creations. Those with smaller
wheels decided that they were “ripped off” (in good
humour) by the choice of a grassy slope rather than a
concrete or dirt ramp and felt that they should enjoy a
head start over the others. The whole event brought
smiles and cheers all round to the students in After
School Care who all stopped their normal activities and
came over to watch. After the race, the boys assisted with
table setting and food preparation along with Mr. Davies
and three other staff members who stayed after school
to assist.
The fathers began to arrive (one flew back from
Brisbane!) and the conversation turned to football, the
weather and how the teachers who had volunteered to
look after their boys voluntarily for six weeks all deserved
a medal. It was the first time that the fathers had met
with each other as a group. This, in itself, was a useful
outcome as they talked on their point of commonality being a father of boys. With all dads present, and
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expecting a sumptuous dessert to match the rest of the
meal, the Rev. Hicks spoke on the importance of making
correct choices, ultimate truth and servant leadership. In
an effort to deal with any issues of uncertainty, the talk
had the added benefit of providing some valuable input
on the role of a father. A presentation ceremony followed,
along with several unsolicited speeches from both the
dads and boys.
Doug’s Dad: It was a great program, my son really
benefited from it. Thank you to all concerned
Mark’s Dad: I didn’t know that he knew how to wash
up! Thank you everybody for your time and effort
Mr. Davies: At the beginning, I felt under-prepared and
out of my depth. As time went on, what we were trying
to achieve became clearer and what was needed
followed. This program gave the boys an alternative to
the BOX that we often try to mould them into in the
classroom. I think there is room for us to re-evaluate how
we treat these types of students in future. Perhaps we
need to think of similar programs such as challenge
camps, fitness programs, skills workshops, parental
involvement and prayer groups.
The Boys’ Evaluation (no names on the form):
• There has been a change in my behavior.

•

We needed to be talked to a lot more - thanks heaps
to the teachers.

•

My attitude towards school changed, my attitude
towards life changed - ask any of my teachers - I
have made new friends - it was a lot of fun

•

I changed my behaviour very much - I still behave a
lot better now in class

•

I am more happier (sic) and get along better with
people - it was good to put time aside for this project

The Aftermath For Each Of The Boys

Phil: After receiving 11 detentions in the first 12 weeks
prior to the course commencing, Phil received only 1 for
the six weeks of the course. His attitude improved
dramatically and the tone in his classes was noticeably
more positive. Unfortunately, six months later, he had
fallen back on negative patterns of behaviour and has
now sadly, left the College.
Barry: After receiving 10 detentions before the course
commenced, Barry received 5 during the course as well. It
appeared that the course had little effect in the short

term although one teacher quoted “dramatic” positive
change. The most positive long-term outcome in Barry’s
case has been a strengthening of the home/school
relationship and subsequently, a gradual positive trend in
Barry’s behaviour.
Doug: Doug did not receive any detentions during the
course and has only received 1 in the six months since.
His attitude has taken a remarkable turn-around. He now
self-refers and consults with his mentor, other teachers
and myself on appropriate behaviour strategies.
Willy: With the decision by his father not to include Willy
in the program, he effectively served as a “control” for
the group. His 6 detentions in the 12 weeks prior to the
program were matched by another 5 during the program.
In subsequent months his attitude deteriorated and he
has now left the College.
Brian: Brian did not receive any detentions during the
course of the program and, when interviewed, was
delighted to show me the number of Merit Certificates he
had collected during this time. In the long term, Brian has
had difficulty maintaining this momentum but has
averted serious trouble.
Mark: Mark did not receive any detentions during the
course. Six months later however, despite him not
receiving many detentions, staff still privately express
concern that he can be a bully.
Mick: Mick was the most remarkable success story. In the
six months since the program he has not received a
single detention. One teacher remarked;
In my classroom, Mick in particular was an attention
seeker in the most negative form. He seemed surly
and unhappy for much of class time. By the time I
knew Mick was part of the program, it was obvious
that a complete change had taken place. Mick was
there to please, there to help and his general
demeanour had become one of a student who
‘beamed’ with contentment”

confrontational atmosphere across the College. Whilst
only six boys were involved in the program, they were
drawn from two different Year-groups across a variety of
electives and the effect of their improved demeanor was
noted in a number of areas. It is therefore fair to
conclude that, the wider benefit of focussing on a few
boys and the development of alternative strategies for
them, extended to other boys and girls in their classes
and social circles.
It is pertinent to note that a few of the boys have also
continued contact with their selected mentor - this may
be an area where the program could be enhanced,
perhaps by inviting the mentor to the presentation night.
It is a program that would be worth repeating given that
the targeting of a few key individuals had such a
pronounced impact, although it’s main drawback is a
heavy reliance on volunteer staff willing to add hours of
time and emotional energy to an already busy schedule.
An interesting tangential benefit of the program was that
the revelation of the imbalance of detentions between
the sexes prompted an analysis of other measurable
parameters in order to identify any worrying patterns.
We found that boys in the Secondary section of the
College were under represented in areas such as Student
Representative Councils, Speech night awards for
excellence in academic achievement and library
borrowing. Surprisingly, the distribution of Merit awards
did not favour either sex. In the Junior school, boys
under-performed in book borrowing, voluntary tasks and
English competitions. They had also accumulated 85% of
the detentions.
Indirectly, the program caused us to focus on the broader
issue of boys’ education in a co-educational context and
we are seeking ways to address some of these other
worrying trends.

Conclusion

Stuart Quarmby, Deputy Headmaster P-12 (Pastoral Care),
Broughton Anglican College can be reached on 02 4633 8365.
For text references contact Stuart at
reception@broughton.nsw.edu.au

As I reflect on the program, it is obvious to me that it had
a very measurable positive effect, not only for the boys
involved, but also for the pastoral and academic
environment of the College. The experience of the
classroom teacher in her comments on the improvement
in Mick was reflected in a more productive and less

Stuart would like special thanks to go to Neil Davies and Paul
Hollier - for their time and patience in running a very
effective program. And also to; Rev. Warren Hicks - an
excellent guest speaker; Jean, Lorraine and Sue for helping
with the meal preparation, Don and Kim for collecting much
of the survey information
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This section includes news items, updates on programs, teaching tips, activity sheets and
resource reviews. Please contribute items for publication.

Stories from the Frontline
What do you think I need to know?
At a recent conference Glenda Meyer of Wagga Christian College described what
happened in her co-ed History class.
In Middle school, we are trying to be less restrictive so that the boys particularly don’t
turn off learning by the time they get to Yr 9. I wanted to extend learning styles to
assessment not just to teaching. So, after we had done Gallipolli and I knew that they
knew it, I told the class that they would have an assessment the next day and to bone up.
On the day I gave them a blank sheet of paper and told them to tell me what they knew
about Anzac. They could draw, make points, diagrams and write anything. After a while I
noticed that all the boys had started with enthusiasm and the girls had not. I couldn’t
bear it for long so I stopped the class and asked, “What do you think I need to know?”
The students responded about the environment there, about the blunder etc. So I wrote
their list on the board and then said, “OK, keep going but use a red pen now”.
At end of the assessment most girls had only red information.
What does this suggest to you us about how students relate to knowledge
and assessment?

Arranging The Work Differently
On a recent trip to NZ Richard Fletcher sat in on a discussion between two experienced
teachers (Art and T&D) with a Deputy as facilitator. This is his summary of the two
positions being taken on skill development and boys engagement. It is an example of
how important it is to be able to learn from other teachers the strategies and the skill
they employ to maintain boys’ motivation.
Art Teacher: In my class the students are required to complete three drawings before
they are able to do a lino block cut out and print. I tell them that they cannot progress
to the activity of cutting and printing without the drawings. We lay all the steps out
and say how many periods will be allocated for each activity.
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There is a group of boys who do not complete the
drawings, they do not want to do the drawings first,
they are keen to the cutting and printing, but without
the drawings there is nothing for them to do. As a result
they fall behind the others in the class and end up either
outside the room or out side the deputy’s office.
T&D Teacher: In metal work we had a group of boys,
who were supposed to complete a drawing to a required
standard and then they were to construct the object
from metal. What happened was, some of the boys
didn’t finish the drawing, and were kept back to
complete it while other went on to do the construction
of the metal box or the metal object. These boys lost
motivation, became discipline problems and became
ongoing discipline problems.
After some staff discussion we arranged the work
differently. The drawing was separated from
construction and students were marked on their
drawing at the end of the completed number of periods.
If they had no drawing, they got no marks, but they
were then supplied with a drawing of a metal box,
which they could construct. This had three effects, in the
first place it kept them up with the other boys and kept
their motivation and interest in the topic because they
were able to do the physical work they enjoyed.
Secondly, they did get to learn the skills in the second
part of the exercise, but thirdly they were not allowed to
alter the design that they were given. As a result they
became determined to do their own drawing next time,
so they could make something more interesting than the
metal box they were given.
The discussion initially focused on the teachers’
versions of the sequential steps in learning. After some
time the focus shifted to understanding that some

boys needed the experience of engaging with the
materials before seeing a personal reason to do the
preliminary planning and design.

The Hatstand
Kamie Kershed described this technique to Rollo Browne
some time ago. Kamie was running a boys elective in
Years 9 & 10 focusing on being male and the issues that
faced them, such as stereotypes, anger, self esteem,
relationships, and homophobia and involved them
mentoring Year 7 students in reading (see Vol 1No 2
1998). Much of the program depended on trust and the
boys telling their stories. Getting the class settled and
focused without putdowns was an essential task.
In the first session, I tell them that I know that they have
to survive in school. I know that sometimes they are in
trouble and that there are ways that they behave, acting
tough and keeping up an image. But in this class we
don’t need all that macho bravado. In fact we’re only
interested in us being honest about what is happening.
So I say, I have put a hat stand inside the door. You
can’t see it because it’s imaginary but then so is the
macho stuff. But when you enter the room I want you to
hang up all the bullshit that guys usually carry on with.
You can pick it up as you go out again if you really want
it back. But for the time we’re together in this class
we’re going to drop it so we can do the work that really
matters to you.
The boys smile and go along with this. They played it out
a few times until ‘no bullshit’ became part of the class
culture. What they really wanted to know was if it was
OK to use swear words. The rule became that it was OK
to express themselves in their own words but not to
swear at anybody.
The Boys in Schools Bulletin
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Resource Review
‘Spur of the Moment’
Streetwize Comics, June 2000

Narelle Hertslet is Support Teacher for Learning difficulties at Gunnedah High School, a
co-ed state school in rural NSW. She runs a number of literacy groups in years 7, 8 and
9, of up to 6 students per group. The groups meet for up to 3 periods a week depending
on their reading level. About 40% of her students are Koori.
I have been using Streetwize as a stimulus in my reading groups, looking for something
they could relate to. The students would read them, ‘Hey, this is OK.” In ‘Spur of the
Moment’ they were interested in the car stealing part of the story.
I had one group of Year 7 students with low reading levels and not much confidence or
self esteem. There were 2 boys and 2 girls. We were reading it aloud one day when one
of the boys said, “Couldn’t we make this into a play?” I said, “Yes we could do it as part
of Playweek” That is where different English classes were putting on performances for
the school. After initial hesitation they agreed. I worked out a script and we rehearsed it.
There were roles for 2 boys and 2 girls so it fitted this group perfectly. The two boys
played out the macho part of the car stealing as just another part of the story. We
discussed the issues and they told me they’d never get into a car with someone who
was drunk. When it came to performing I thought they might pull out but they went
ahead. I was really proud. It was fantastic that they got up on the stage as performing in
front of others is a big ask. We went out for lunch afterwards to celebrate.
The comics are pretty good. They are colourful and interesting and realistic about
what happens in people’s lives. I’d recommend them for anyone but especially for
reluctant readers.
Rachel Mules is a Social Science teacher at Randwick Boys High School in Sydney.
I usually get whole class set of a comic and the class reads it aloud as a play reading.
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Then we discuss the issues. I used one on Learning to
Drive with Years 9 & 10. Also, ‘Wastewize’ on recycling
and pollution with Years 7, 8 & 10 and in my Year 12
Environmental Economics class. The one on
‘Reconciliation’ I use with the Koori students and with all
my classes around NAIDOC week (a week of public
activities usually in late May marking the significance of
indigenous Australians)
I find the comics very useful because the kids really relate
to the story. They way they write them is to go into
schools and ask questions about the issues and write the
script from that. They aren’t daggy, but do stuff in a cool
way. They are colourful and use language the kids can
relate to. They have lots of gender balance and have a
range of different looking characters.
A weakness is that there’s no real direction on how to
use them and they could market them a bit better. As a
commerce teacher I’d like to see issues on young people’s
rights in the workplace. As soon as we get onto that topic
the boys all tell me the stories of how they are treated in
the workplace. Also one on bullying. The materials we get
as teachers the kids don’t relate to, especially for our Year
11 personal development days where we focus on things
like ‘males and anger’ and domestic violence. The boys
find it really confronting. A resource like this would be
more comfortable for the students and perhaps take the
issues further.
Streetwize Comics is at Unit 6, 245 Chalmers St Redfern
NSW 2016. Contact 02 9319 0220, fax 02 9319 5553, email:
stwize@streetwize.com.au, website: www.streetwize.com.au
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Fold-out Photo Poster

Teachers Guide
Primary questions

Secondary questions

i) What is this boy doing?

i) What is this boy doing?

What do you think he is enjoying about it?

What do you think he is learning?

What do you think it feels like to do a
fireman’s work in the world?

Is it important for him to try on the
uniform, the hat and clothes? Why?

Is it important for him to try on the
uniform, the hat and clothes? Why?

We call this trying on a role, just like an
actor in a film or a play. We try on roles just
to see what it would be like.

We call this trying on a role, just like an
actor in a film or a play. We try on roles just
to see what it would be like.
ii) What kinds of roles have you tried on?

(Dad’s work clothes, shirt and tie, farmer’s
hat and boots, umpire’s whistle, being the
teacher, a policeman’s cap, a soldier’s hat)
Make a list
Which one did you enjoy the most? Why?
Which one did you feel most at home? Why?
iii) What roles in your community would
you like to try?

Make a list.
Choose one to find out more about.
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ii) Did you try on many things when you
were younger?

What sorts of things did you try out?
iii) If you were this boy’s older brother
what sorts of things would you like him
to try out?

Make a list of what you would like him to
try to get a feel of the things he might
become in the world.
List some that you would like to have a go
at yourself just to see what they would
feel like.
Choose one to find out more about.

Boys in Schools - Resources for Teachers
Order Form

For information on these and other
professional development contact
The Men and Boys Program

THIS DOCUMENT WILL BE A TAX INVOICE FOR GST WHEN YOU MAKE A PAYMENT

Phone: 02 4921 8739
Fax: 02 4921 8686
Email: fmrf@cc.newcastle.edu.au
http://www.newcastle.edu.au/
department/fac/boys

Please Note: The University can only accept Australian Dollars
All prices include postage and handling within Australia
Overseas Customers - please add 10% postage
Make cheques payable to: The Men & Boys Program
Send: The Men & Boys Program, Family Action Centre, The University of Newcastle, Callaghan NSW 2308
Title

Pub. No

Price inclusive of GST

The Boys in Schools Bulletin (school set) - 3 copies of each quarterly issue

002S

$70.00

The Boys in School Bulletin (single) - 1 copy of each quarterly issue

970

$35.00

The Boys in School Bulletin back issues - Set of four 1999 Bulletins

004S

$27.50

Being a Man Photopak

979

$132.00

Boys in Schools

961

$27.50

Leadership in Boys’ Education

992

$33.00

‘I Can Hardly Wait Until Monday”

001

$33.00

Report on Men and Boys Project

993

$11.00

Boyz Rulez Posters*

981

$33.00

FatherCare Posters*

983

$33.00

Male Health Posters*

991

$33.00

Boys to Men Posters*

004

$40.00

*Multiple sets of any posters
(5 sets of any - Boyz Rulez, FatherCare or Male Health)

003S

$110.00

The Rock and Water Approach

002

$45.00

Boys and Relationships Program

003

$45.00

Man’s World: A Game for Young Men

974UK

$121.00

Lets Get Changed Lads

982UK

$38.50

TOTAL $

Improving Boys Education and Getting Dads Involved in Schools is presently being
updated, please tick the box if you would like notification of re-publication

Contact Name

School/Organisation

Job Title

Postal Address

Post Code

Order Number

Phone Number

Enclosed my cheque for $AUD
CREDIT Card Payment Option:

Please charge my:

Expiry Date

Card Number

/

Bankcard

Visa

Mastercard

Name:
Address:
Signature:

Post Code:

Qty

Total

Sticking around while the work gets done:
Educating Boys and Engaging Fathers
When should boys

Exciting new projects for the Men and Boys Program
Conducting seminars on the issues for boys and young men has been a central activity of the Men and
Boys Program. Literacy, role modelling, creativity and engagement have been major themes of this work.
Around Australia, teachers, parents, health and welfare staff have welcomed the opportunity to discuss
and plan their new approach to educating boys.
talk to someone?
BOYZ RULEZ Poster Number 1 - Photo by David Hancock, permission of Finch Publishing
BOYZ RULEZ are produced by The Men and Boys Program, Family Action Centre, The University of Newcastle.
For further information contact 02 4921 8739

While it is exciting to be right there when schools and communities are breaking new ground, the reality
of family life means that we (those from the Men and Boys Program) can’t stay around to be part of the
whole development.

When should boys

Now, with a little help from our friends, that is changing. We are still doing seminars. This year we will be
in Adelaide, Melbourne, Brisbane, Port Pirie, Rockhampton, Sydney, Taree and Winton as well as New
Zealand and USA - but we are also starting two new projects: Educating Boys and Engaging Fathers.

Educating Boys

take a dare?

Our first students are underway in the Graduate Certificate in Educating Boys. They come from primary and
secondary schools in Queensland, Victoria, NSW. Tasmania and South Australia. Both government and nongovernment schools are represented and we have both male and female teachers undertaking the course.

When should boys

BOYZ RULEZ Poster Number 4 - Photo by Peter Muddle
BOYZ RULEZ are produced by The Men and Boys Program, Family Action Centre, The University of Newcastle.
For further information contact 02 4921 8739

Because the course is offered through distance mode we are able to support teachers while they develop
their educational approaches to boys in their own setting. Most have had many years teaching experience
and some are in leadership positions within the schools. We get together regularly through on-line chats
and by email and phone. So far we’ve heard about dealing creatively with a boy going out of control;
developing whole school approaches to boys; and teaching the Rock and Water course to different classes
of boys. Some are already planning their masters research. We are now looking at how to develop the
course and provide units for undergraduate teachers. We are also supervising masters’ students who will
be conducting research projects in boys’ education area. To make it easy for practicing teachers, students
can begin study in first or second semester. The next enrolment period for Educating Boys is in June.
For further information about the course please contact
Deborah Hartman, Ph 02 4921 6749
email Deborah.Hartman@newcastle.edu.au

BOYZ RULEZ Poster Number 3 - Photo by David Hancock, permission of Finch Publishing
BOYZ RULEZ are produced by The Men and Boys Program, Family Action Centre, The University of Newcastle.
For further information contact 02 4921 8739

or Michelle Gifford, Ph 02 4921 8739
email Michelle.Gifford@newcastle.edu.au
or visit our web site: http://www.newcastle.edu.au/department/fac/boys

Poster Number 2 - Photo courtesy of National Occupational Health and Safety Commission

stop holding hands?

When should

men…

MEN’S HEALTH MATTERS is an initiative of the
Men and Boys Program of the Family Action Centre The University of Newcastle.
For more information contact the Men and Boys Program
Ph 02 4921 8739 or fax 02 4921 8686

cover up ?

Engaging Fathers

When should boys

A theme in our presentations to parent groups and schools over the years has been the importance of
involving fathers and father figures in the education process for boys. We have commenced a long-term
project in the Hunter Valley to work with schools and prior-to-school services to develop an effective
approach to engaging fathers. The Bernard van Leer Foundation in the Netherlands (a large philanthropic
group who fund projects to improve the well being of children in 50 countries around the world) has
agreed to support this work as part of their own developing interest in fatherhood. The initial stage has
involved five local primary schools from a high-need area of Newcastle. Staff have identified their
priorities (what they’d like to see dads doing) and planned events to specifically invite dads in (see the
story in this issue on Dads and Sons Sports events). Inviting dads into the school has brought into focus
some of the muddy issues surrounding males in schools. The notion of discussing dads at all has caused
some anxiety among teachers: they have been concerned that some students without fathers at home
will be upset or hurt. These concerns have been the subject of much discussion in some staff and have
underlined the patience and thought needed to introduce new approaches in this area.

When should boys

learn to cook?
BOYZ RULEZ Poster Number 2 - Photo by David Hancock, permission of Finch Publishing
BOYZ RULEZ are produced by The Men and Boys Program, Family Action Centre, The University of Newcastle.
For further information contact 02 4921 8739

While the project is focused within the Hunter Valley in NSW, our wish is to enable schools everywhere
to invite fathers, uncles, grandfathers boyfriends and men from the community to help develop boys into
fine men. Watch out for our report of work in progress in the next Bulletin.
BOYZ RULEZ Poster Number 5 - Photo by John Freund, The University of Newcastle
BOYZ RULEZ are produced by The Men and Boys Program, Family Action Centre, The University of Newcastle.
For further information contact 02 4921 8739

For further information about Engaging Fathers please contact
Richard Fletcher, Ph 02 4921 6401
Email fmrf@cc.newcastle.edu.au
Or Michelle Gifford, Ph 02 4921 8739
email Michelle.Gifford@newcastle.edu.au
or visit our web site: http://www.newcastle.edu.au/department/fac/boys

Poster Number 4 - Photo courtesy of Graphic Design Students, Hunter Institute of Technology

learn
fathering skills?

When should

men…

MEN’S HEALTH MATTERS is an initiative of the
Men and Boys Program of the Family Action Centre The University of Newcastle.
For more information contact the Men and Boys Program
Ph 02 4921 8739 or fax 02 4921 8686

make up ?

