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The Boys in Schools
Bulletin
❚ Focuses on practical initiatives in schools
❚ Puts teachers in touch with others who
are trialing new approaches to boys’
education
❚ Supports and encourages a constructive
debate on boys’ education issues
❚ Develops materials and programs to
assist teachers in their work with boys
❚ Provides information on new resources
directed at boys

Guidelines for contributors
The Boys in Schools Bulletin is a practical
journal for teachers and educators. The
content should motivate and inform those
who work with boys and young men to try
new approaches which benefit the boys, the
school and the whole community
(including, of course, the girls).
The sorts of questions we use when asking
about initiatives are:
❚ Say a bit about your school: What was the
initiative and who was it aimed at?
❚ What happened?
❚ What lessons did you learn?
❚ What advice would you give to other
teachers as a result?

Well, the word is out. Literacy is definitely in for
boys! From Preschool to Year 12, boys are leaping
into literacy. Boys are reading, writing, speaking,
listening, composing, editing, compiling, viewing,
critiquing, surfing, navigating, downloading,
making, compiling — and loving it — and so are
their teachers. The new emphasis on the literacy strengths of boys,
discussed in the research articles, has unearthed a whole world of exciting
literacy-related activity, both in and out of the classroom.
The articles in this edition of the Bulletin highlight the great variety of
strategies teachers are using to engage boys in literacy activities. From a
chance to wear the coveted red velvet cape at Camp Hill Infants to vying
with the teachers to address a whole school assembly about your favourite
book at Southland Boys’ High or pouring out your heart in a love poem at
Trinity Grammar, teachers are tapping into the hidden talents and
passions of boys, and producing great literacy outcomes.
We know that many boys are not doing as well as they should be in
literacy tests. We know that literacy achievement sets the scene for success
in school and in life. In this edition we explore how building on the reallife experiences and interests of boys, and the strengths of their families
and their cultures can bring boys into the world of literacy and keep them
there for life.
There are plenty of resources for teachers wanting to take the strengths
approach to boys’ literacy. The Indij Readers for little fullas and big fullas
are bright, interesting and inspiring books from an Indigenous
perspective. All boys will love them. My own son loved the one about his
hero Adam Goodes. The Boys & Families Literacy Strengths Resources contain
surveys to find out what the boys, their dads and mums are really doing
with literacy, as well as great teaching ideas that tap into these interests.
Literacy is one of the big issues in boys’ education. It will be an important
theme at the next Working with Boys Building Fine Men Conference from
practise to practice, at the new venue of the Melbourne Convention
Centre, in April 2005. You can get the special web-hot price if you register
now. So don’t forget to do it. The details are on the back cover.
This is the last edition for the year, so I’d like to thank all the hard
working team who make this Bulletin possible — that’s you, the readers
who tell us your fantastic stories of working with boys, as well as our
fabulous editorial and production staff. It’s been a good year for educating
boys, and next year can only get better. I’ll see you all at the conference,
and get ready to share your stories with us in the Bulletin again next year.
Deborah Hartman
For the editorial committee

This doesn’t have to be a formula but the
information must be about what is
happening with boys in schools. If you are in
any doubt, have a look at previous issues of
the Bulletin. Or contact us and talk about it:
Deborah Hartman
Ph: 02 4921 6749
email: deborah.hartman@newcastle.edu.au
Rollo Browne
Ph: 02 9555 8424
email: rollo.browne@bigpond.com
Maureen Beckett
email: mbeckett@optusnet.com.au

Published by
The Boys in Schools Program
The Family Action Centre
The University of Newcastle
University Drive
Callaghan NSW 2308

Editor
Maureen Beckett
Production
Bruderlin MacLean
Publishing Services
(www.brumac.com.au)

Disclaimer
Other than the Editorial, the ideas
and opinions presented in the Boys in
Schools Bulletin are those of the
contributors, and do not necessarily
reflect the ideas and opinions of the
Boys in Schools Program or the
Family Action Centre.

Contents
From Practise to Practice
The latest on our Working with Boys Building Fine Men conference _________2

Practice
Love and Lust and Crosswords
Literacy ideas that stimulate a passion for poetry and research
at Trinity Grammar_______________________________________________________4
Boys Flying High
A Queensland infants school whose boys are out-performing girls
in literacy ______________________________________________________________13
Real Men Do Read Books!
A whole-school approach to literacy at Southland Boys’ High ______________17
Boys Only
Separate primary classes for boys brings consistent academic
improvement ___________________________________________________________25
The Boys’ Literacy Project
Using capacity inventories to contextualise reading ________________________30

Research
Tapping Into a Boy’s World: A Literacy Hook
An edited literature review for Developing Boys’ Literacy through
Community Literacy ______________________________________________________34
Large Benefits, Low Cost
Evidence that Britain’s ‘Literacy Hour’ really works ________________________40

Bulletin Board
Boys & Families: Literacy Strengths Resources
Our new publication has everything you need to teach boys literacy ________44
Review: Indij Readers for little fullas/Indij Readers for big fullas
A review of a new set of readers with an Indigenous theme_________________45
Professional Development for Educators
Postgraduate programs in boys’ education ________________________________46
Do you want a whole-school approach for Rock and Water? ________________48
Boys in Schools Program Resources: Order Form
Choose from our many great resources for teaching boys _____inside back cover
4th Biennial Working with Boys Building Fine Men Conference __back cover
The Boys in Schools Bulletin

1

4th Biennial Conference

Working with Boys Building Fine Men

Melbourne Convention Centre | Sunday 3 April to Tuesday 5 April 2005

Have you registered your interest yet?
Interest is mounting
What works in educating boys?
Hear from
■ Indigenous boys
■ boys from diverse cultural backgrounds
■ all sorts of boys
■ international and national speakers
■ Lighthouse schools
■ practitioners in exemplary boys’ programs

. . . about boys and
identity, learning & literacy
Who should attend
■ early childhood, primary and secondary teachers
■ school leaders and policy-makers
■ youth workers and parents

What you said about our last conference:
The workshops were great!
I enjoyed being able to focus on boys’ education
issues.
A wide variety of issues. Very well organised.
Excellent choice of fine young men.
Very though provoking.
. . . led to lots of discussion from my school team.
2

The Boys in Schools Bulletin

2005 program at a glance
What you said about our last conference:

■ Confirmed keynote speakers (more to come)
Prof Don Edgar — The Transition from Boyhood to Manhood
Dr Martine F Delfos (The Netherlands) — Being a Boy:What the research says about learning
Ms Celia Lashlie (New Zealand) — It’s About Boys:The Good Man Project

■ Confirmed panel presenters (more to come)
The big issues! A facilitated discussion on the key issues of boys’ education: I
dentity, Learning, Literacy
Identity
Mr Freerk Ykema
Mr Richard Fletcher
Ms Celia Lashlie

Learning
Ms Deborah Hartman
Mr Rollo Browne
Mr Lauk Woltering (NL)
Dr Martine Delfos (NL)
Prof Peter Cuttance

Literacy
Ms Victoria Clay
Prof Kevin Wheldall
Dr Kathy Sanford (Canada)
Dr Chuck Marriott (NZ)

■ Concurrent sessions
Across the two days there will be 35 concurrent sessions to choose from and three 90-minute
forums: an Indigenous Forum; International Speakers Forum and Boys’ Education Lighthouse
Schools Forum.

■ Pre-conference forums
You may also wish to attend either of the two pre-conference forums — Working with
Indigenous Boys and Early Childhood — or the Rock and Water Introductory workshop on
Sunday 3 April 2005 (check website for further information).

Great to see boys performing in front of such a
large audience.
It reinforced how important self-esteem is and
how it promotes success.
. . . bubbling with enthusiasm and inspiration.
Openings were fabulous — seeing the boys in
dramatic singing roles was inspiring.

4th Biennial Conference

Working with Boys
Building Fine Men
Convened by the Boys in Schools Program,
Family Action Centre, University of Newcastle

See back cover for rates and our web-hot special!
Don’t miss out!
Conference website
http://www.pco.com.au/boys2005
Conference Secretariat
Tulips Meetings Management
PO Box 116
Salamander Bay NSW 2317
Australia

Tel: +6 1 2 4984 2554
Fax: +6 1 2 4984 2755
Email: boys@pco.com.au
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Love and lust and crosswords
Keys to the heart of boys’ literacy
In a bid to stimulate boys’ interest in poetry, David Everett tapped
into the adolescent boys’ obsessions of love, lust, cars and
driving. To stimulate his own interest in survival, he developed a
research project using crosswords, which is perfect for those last
weeks of term.

Love and lust poetry
for Year 11/12
It’s probably true with all students,
but I find particularly with boys, you
have to establish a relationship with
them. And that relationship has to
be based on being open and honest
but not forcing them to emote.
(Furney, AM 2000, ‘What works
for boys’, The Boys in Schools
Bulletin, vol 3, no 4.)

It can be extremely difficult to
engage boys with poetry, for it is a
genre based upon many of the
things that boys are not freely open
to admit to: a demand for sensitivity
that challenges one’s ‘manliness’;
complex word structures that
apparently preclude immediate
understanding and thus exacerbate
feelings of ignorance; a level of
‘cleverness’ in composition that is
always going to be beyond the
student himself; references
seemingly out of the reach of the
average student, and thus perceived
as elitist; a lack of practice at
working with the genre. We throw a
prescribed list of poetry at senior
boys (in particular) without making
4
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an adequate effort to convince them
that the genre is certainly relevant
and worth pursuing, and expect
them to relate to the works as well
as we do. All too often we overlook
the fact that we are skilled in this
enterprise. We assume, because we
understand and have ‘explained’
that they too should be able to write
on the listed works.
My contention is that invariably
we need to be prepared to adapt our
practices to encourage the boys to
come on board, to be prepared to
take risks and expose themselves to
all the shames that may be involved
in coming to terms with poetry, its
structures and meanings. We need to
convince them that there is much to
delight in poetry, just as readily as
we do with other genres, such as
novels and films. I believe it is
necessary to be prepared to work
beyond the traditional lists at senior
levels if that is what it takes to get
boys involved and interested in the
genre, for once they learn that there
is relevance, that poetry does explore
topics of interest to them, they
might just then be more prepared to
understand why the Bishop ordered
his tomb at St Praxed’s.

The key to this accessing, I believe,
lies in selecting topics that interest
boys as a starting point. Three poems
that have worked sensationally well
for me in this regard are she being
brand by ee cummings, Paradise by
the Dashboard Light by Jim Steinman,
and A Valediction: Forbidding
Mourning by John Donne. Obviously
two of these works are extremely
complex, but I would hope that in
working through these works, the
boys will see that there are a number
of very worthy thoughts that the
poets are attempting to share with
them. I would also very much hope
that the boys would be able to admit
and admire the poets’ skill in
delivering their respective messages.
And in choosing these three works,
I have a range of materials with
which late adolescent boys can
identify: specifically, lust, love, cars
and driving. I even have a sporting
reference thrown in to broaden the
mass appeal!
I start with the cummings poem.
I have the boys file into class quietly,
and warn them against being noisy. I
hope that this has them inquisitive
about the special or unusual demand,
and I look for a likely ‘target’

Looking for inspiration.
amongst those who are perhaps
‘doing the wrong thing’ (even ever so
slightly). I need a boy who can read
the poem aloud — sight unseen —
and preferably one who won’t do it
perfectly (few can). Note that he also
needs to be one who won’t lose too
much face by getting it wrong. When
the boys are silently seated and the
roll has been marked, I explain that
we are going to be doing something
that demands focus and silence, and
strict compliance. I ask the boys not
to turn the sheets over until I give
the instruction for them to do so,
and I place one copy of the poem in
front of each boy, face down. When I
have finished, I ask them to turn the
poem over, and get the nominated
boy to read it aloud. All boys then
immediately turn the poem back
over.
I then carefully guide a discussion
about what the poem might be
about. I ask the boys to explain
their answers — this is quite
difficult without further visual
referencing. Someone usually gets
one or two key words that act as a
catalyst for many more to
contribute. When we have
established that we are talking
about cars, I ask them to consider
why the poet may have structured
the poem as he has. Occasionally,
someone will work through to the

understanding that the structure
mirrors the feelings of driving
either for the first time, or a new
car. A second reading may be
necessary to facilitate this deeper
appreciation. If so, use the look and
cover method again.
When you feel you have
exhausted the possibilities, turn the
poems over again and read it to
them, with the correct stresses and
breaks. At this juncture you can
invariably get the boys to
acknowledge that the poet has
been very clever, that the words
indeed convey the sensation very
well. Talk about how most of the
boys are/will be/can remember
when they were learning to drive,
and ask them to relate to the poem
in light of that shared emotion. Ask
them if they can describe what it is
like to have to drive a new car, one
which the driver is not familiar
with. Again, the poem takes on an
added symbolism.
Depending on how much time
you decide to devote to the exercise,
this is the point where you might
explore the poetical techniques that
the poet has employed. In putting
labels to these techniques, you are
building the metalanguage of poetry
that could well prove useful down
the track, and hopefully you can be
doing this in a poem that has a real

sense of identity about it.
Now for the coup de grace: tell
the boys that there is something
that needs to be discussed that
teachers should not be talking
about. (I’ll bet they are interested
now!) Ask them to throw
possibilities at you. When they get
to ‘sex’, remind them that they said
that, not you. Hint at how, while
they are learning to drive, they are
also learning about ‘other things’.
Ask them to re-read the poem in
light of what has just been said.
Now see if they can’t admit to the
poem being very clever.
You may decide to spend one
period on the above, and then begin
the second poem in the next lesson.
Start by asking who likes music.
Lead the discussion to the
components of good music, and in
particular to the lyrics. Tell the boys
about the lyrics in songs being a
form of verse. (You may well be
simply reminding them.) Ask them
to expand on the subject matter in
the popular songs that they like —
perhaps brainstorm. If they don’t get
around to listing love and/or lust,
they are not being serious. Remind
them of the cummings poem, and
its possible theme of lust.
Paradise by the Dashboard Light can
be presented in a couple of ways:
think about your class, and what
may work best. For variety, I like to
allocate roles — a boy, a girl and a
radio announcer — and get them to
‘perform’ a recitation. I stop them
and get them to ham it up as a way
of stressing the humour and fun in
the lyrics. I might then let them
listen to the musical version. When
it is finished, I ask them to consider
the possible meanings behind the
lyrics. I stress that I am not after a
recount of what the song is about,
but rather what the underlying
message might be. I invite them to
identify with the actions in the
poem as a quietly reflective activity:
most boys will be able to emote with
the overriding feelings of lust, and
will appreciate the invitation,
especially if it is not made public.
This is one of those moments where
The Boys in Schools Bulletin
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Now for the coup
de grace: Tell the
boys that there is
something that
needs to be
discussed that
teachers just
should not be
talking about.
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a teacher can relate to the kids that
he/she understands; that the feeling
is totally ‘normal’, part of the ‘tidal
wave’ of the poem.
It is also a wonderful poem to use
to talk about other poetic
techniques. The metaphor of the
baseball game, read in the context
of the main storyline, is just as
pornographic as the cummings
poem, and will delight the seedy
side of senior students, especially
when they can pretend to be
abhorred by it. It is a really good
poem to use to investigate the use
of clichés; how these are effective
given certain audiences and designs,
and to be avoided in other
situations. You might like to ask the
boys to proffer more up-to-date
modern classics about teenage love
and lust. The closing objective of
this selection is to consider the
difference between lust and love.
Are the characters in love with each
other as they are ‘praying for the
end of time’? What warning (which
we really don’t need to hear — do
we?) is being offered to us? What
made this such a popular song in its
time and place? What does it tell us
about the repetitive nature of the
lessons that each generation has to
somehow learn for itself?
We are now ready to plunge into
the third, and arguably most
inaccessible poem of the three,
John Donne’s A Valediction:
Forbidding Mourning. I believe this to
be the greatest love poem ever
written, and I want the boys to be
very mindful of the lessons of the
earlier works as we begin our
exploration. Again, a performance
of some kind is necessary as a
starting point. But unlike the other
two, I prefer a couple of readings
first up which establish a rhythm
and a feel for the mood of the
work. An interesting point of
comparison is available at this
point, if you choose to explore it,
about the various structures and
rhythms of the three works, and
how and why they differ.
Allow the boys to guess at the
meanings of the sections of the

poem: the first three stanzas, the
next two, the sixth, the last three.
Lead them to take risks, to have a go.
As you work your way through the
poem, highlight the points of
comparison between the three works.
Contrast the paradise by the dashboard
light to the dull sublunary lovers’ love.
(Boys are often astounded to think
that lovers have been having their
secret trysts under the moon for
centuries! Another potential point to
talk about clichés!) Most of all, speak
about the refined, pure love of these
lovers, and compare it to the rest.
Speak in depth about the imagery —
the gold to aery thinness beaten; the
stiff twin compasses. I would hope
that my absolute devotion to the
merits of this poem would be
infectious, especially in light of the
other works covered.
Whether you formalise any work
requirements with all of this is very
much a matter of individual taste.
In my experience, it is one of those
very rare series of lessons that does
not demand a formal work
requirement to have the boys
interested, focused and engaged, if
done well. Perhaps simply
annotating their copies of the
poems, or completing a ‘SPECS’ and
‘SLIMS’ (see box) appraisal for each
may suffice. Whatever, I think you
will find the boys far more
receptive to your next set of works
if you can lead into poetry via a
subject matter with which they can
readily identify.
In reference to the copy of the
‘SPECS’ and ‘SLIMS’ guidelines, I
apologise for not acknowledging
where that comes from — it has
seemingly been around for ages. I
have also included copies of the
three poems.
You do not need me to tell you
that to access a poem, we must be
prepared to ‘emote’. What we have
to do is make sure that the boys can
do so on safe ground. These poems
work really well on that score, for
they have a common element of
which the poets themselves, we the
teachers and the boys themselves are
all aware.

SPECS and SLIMS — Poetry Analysis
Guidelines for analysing a poem

Looking more closely at craftsmanship

Subject matter of the poem

As we saw above, one of the important aspects of a poem’s achievement is
the craftsmanship, or technique, of a poet. How does the poet achieve his or
her effect? What specific techniques has he or she used in the making of
this poem, and what is their effect? To help you understand the major
elements of craftsmanship, we provide the following outline:

The question to ask here is, ‘What event, situation,
or experience does the poem describe or record?’

Purpose, theme or message of the poet
The question to ask here is, ‘What is the poet’s
purpose in writing this — what message does he or
she want to communicate?’

Emotion, mood or feeling
What is the predominant emotion, or mood, of the
poem? Does the mood change during the poem?
What emotions or feelings does the poet seek to
evoke in the reader/hearer?

Craftsmanship or technique

Structure
How is the poem structured? Does it have a conventional structure, such
as a sonnet, or an ode? Does it have stanzas with a regular number of lines,
or any other interesting features of structural ‘design’?

Language
How would you describe the poet’s use of words — vivid, striking, effective
or colourless and predictable? Is the language appropriate to subject and/
or theme? What effect does the language have on the poem’s achievement?

This aspect of the poem deals with specific skills the
poet has used in creating his or her own work of art.
A mnemonic, SLIMS, is provided at right to help you
remember the important areas to look at here.

Imagery

Summary

Does the poem have a regular (slow or fast) rhythm? What is the effect of
any rhythmic qualities?

Having analysed the poem, it is important to
synthesise (i.e. pull all the information together) into
a summary. What is the impact of the whole poem
for you? How successful is it as a work of art? Does it
successfully achieve the poet’s purpose or is it
flawed in some serious way?

‘I have a book in my hand . . .
now what?’

Are there any striking examples of similes, metaphors, personifications or
symbols in the poem? What is their effect?

Movement or rhythm

Sounds
Does the poem have any significant sound features? Is it musical? Does the
poet use onomatopoeia, alliteration, or assonance? Does the poem rhyme?
What are the effects of these features of sound on the achievement of the
poem?

Absorbed.
The Boys in Schools Bulletin
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she being brand

A Valediction: Forbidding Mourning

by ee cummings, 1926

John Donne (1572–1631)

Paradise By The Dashboard Light

she being Brand

As virtuous men pass mildly away,
And whisper to their souls to go,
Whilst some of their sad friends do say,
‘The breath goes now,’ and some say,‘No’:

Featured female vocal: Ellen Foley
Guitar: Todd Rundgren
Piano: Roy Bittan
Bass: Kasim Sultan
Drums: Max Weinberg
Saxophone: Edgar Winter
Keyboards: Jim Steinman, Roy Bittan
Synthesizer: Roger Powell
Background vocals: Rory Dodd, Todd Rundgren,
Ellen Foley, Marvin Lee
Lascivious effects: Jim Steinman
Baseball play-by-play: Phil (Scooter) Rizzuto
(All-star Yankee shortstop and voice of the New
York Yankees)

-new; and you
know consequently a
little stiff i was
careful of her and (having
thoroughly oiled the universal
joint tested my gas felt of
her radiator made sure her springs were O.
K.) i went right to it flooded-the-carburetor
cranked her
up, slipped the
clutch (and then somehow got into reverse she
kicked what
the hell) next
minute i was back in neutral tried and
again slo-wly;bare,ly nudg. Ing (my
lev-er Rightoh and her gears being in
A 1 shape passed
from low through
second-in-to-high like
greasedlightning) just as we turned the
corner of Divinity
avenue i touched the accelerator and give
her the juice,good
(it
was the first ride and believe i we was
happy to see how nice she acted right up to|
the last minute coming back down by the
Public Gardens i slammed on
the
internalexpanding
&
externalcontracting
brakes Bothatonce and
brought allofher tremB
-ling
to a:dead
stand
;Still)

So let us melt, and make no noise,
No tear-floods, nor sigh-tempests move;
‘Twere profanation of our joys
To tell the laity our love.
Moving of th’earth brings harms and fears;
Men reckon what it did, and meant;
But trepidation of the spheres,
Though greater far, is innocent.
Dull sublunary lovers’ love
(Whose soul is sense) cannot admit
Absence, because it doth remove
Those things which elemented it.
But we by a love, so much refin’d,
That ourselves know not what it is,
Inter-assured of the mind,
Care less eyes, lips, and hands to miss.
Our two souls therefore, which are one,
Though I must go, endure not yet
A breach, but an expansion,
Like gold to aery thinness beat.
If they be two, they are two so
As stiff twin compasses are two,
Thy soul the fix’d foot, makes no show
To move, but doth, if th’ other do.
And though it in the centre sit,
Yet when the other far doth roam,
It leans, and hearkens after it,
And grows erect, as that comes home.
Such wilt thou be to me, who must
Like th’other foot, obliquely run;
Thy firmness draws my circle just,
And makes me end, where I begun.

1. Paradise
BOY: I remember every little thing
As if it happened only yesterday
Parking by the lake
And there was not another car in sight
And I never had a girl
Looking any better than you did
And all the kids at school
They were wishing they were me
that night
And now our bodies are oh so close
and tight
It never felt so good, it never felt so right
And we’re glowing like the metal on the edge
of a knife
Glowing like the metal on the edge of
a knife
C’mon! Hold on tight!
C’mon! Hold on tight!
Though it’s cold and lonely in the deep dark
night
I can see paradise by the dashboard light
GIRL: Ain’t no doubt about it
We were doubly blessed
Cause we were barely seventeen
And we were barely dressed
Ain’t no doubt about it
Baby got to go and shout it
Ain’t no doubt about it
We were doubly blessed
BOY: Cause we were barely seventeen
And we were barely dressed
Baby doncha hear my heart
You got it drowning out the radio
I’ve been waiting so long

8
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For you to come along and have some fun
And I gotta let ya know
No you’re never gonna regret it
So open up your eyes I got a big surprise
It’ll feel all right
Well I wanna make your motor run
And now our bodies are oh so close
and tight
It never felt so good, it never felt so right
And we’re glowing like the metal on the
edge of a knife
Glowing like the metal on the edge of
a knife
C’mon! Hold on tight!
C’mon! Hold on tight!
Though it’s cold and lonely in the deep dark
night
I can see paradise by the dashboard light
Paradise by the dashboard light
You got to do what you can
And let Mother Nature do the rest
Ain’t no doubt about it
We were doubly blessed
Cause we were barely seventeen
And we were barelyWe’re gonna go all the way tonight
We’re gonna go all the way
And tonight’s the night . . .
RADIO BROADCAST: OK, here we go, we got a
real pressure cooker going here,
two down, nobody on, no score, bottom
of the ninth,
There’s the wind-up, and there it is, a line shot
up the middle,
Look at him go.
This boy can really fly!
He’s rounding first and really turning it
on now,
He’s not letting up at all,
He’s gonna try for second;
The ball is bobbled out in the centre,
And here comes the throw, and what
a throw!
He’s gonna slide in head first
Here he comes. He’s out!

Batter steps up to the plate,
Here’s the pitch —
He’s going, and what a jump he’s got
He’s trying for third,
Here’s the throw, it’s in the dirt —
Safe at third! Holy cow, stolen base!
He’s taking a pretty big lead out there, almost
daring him to pick him off.
The pitcher glances over, winds up, and it’s
bunted, bunted down the third base line,
The suicide squeeze is on!
Here he comes, squeeze play, it’s gonna
be close,
Here’s the throw,
Here’s the play at the plate,
Holy cow, I think he’s gonna make it!
2. Let me sleep on it
GIRL: Stop right there!
I gotta know right now!
Before you go any further!
Do you love me?
Will you love me forever?
Do you need me?
Will you never leave me?
Will you make me so happy for the rest
of my life?
Will you take me away and will you make me
your wife?
Will you make me so happy for the rest
of my life?
Will you take me away and will you make me
your wife?
I gotta know right now!
Before we go any further
Do you love me?
And will you love me forever?

3. Praying for the end of time
BOY: I couldn’t take it any longer
Lord I was crazed
And when a feeling come upon me
Like a tidal wave
I started swearing to my God and on my
mother’s grave
That I would love you to the end of time
I swore that I would love you to the end
of time!
So now I’m praying for the end of time
To hurry up and arrive
Cause if I gotta spend another minute with
you
I don’t think that I can ever survive
I’ll never break my promise or forget
my vow
But God only knows what I can do
right now
I’m praying for the end of time
It’s all I can do
Praying for the end of time,
So I can end my time with you!
BOY: It was long ago and it was far away
And it was so much better than it is today
GIRL: It never felt so good
It never felt so right
And we were glowing like
A metal on the edge of a knife

BOY: Let me sleep on it
Baby, baby let me sleep on it
Let me sleep on it
And I’ll give you an answer in the morning
Let me sleep on it!
GIRL: Will you love me forever?
BOY: Let me sleep on it!
GIRL: Will you love me forever!

No, wait, safe — safe at second base, this kid
really makes things happen
out there.
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Crossword
research competition
for Year 7/8
In his paper ‘Boys and Motivation’
(keynote paper presented to the
King’s Conference, 14 October,
2002), Dr Andrew Martin speaks of
Boosters (things that motivate boys
to want to learn) and Guzzlers
(things that inhibit motivation to
learn). Among the boosters are selfbelief, value of schooling, planning
and monitoring, study management
and persistence. I believe that this
activity empowers boys to succeed in
each of these areas.
How many of you have reached
those awful closing weeks of a
semester or year and wondered what
on earth you are going to do with
your junior classes that is
worthwhile and has academic merit?
The students know that their
assessments are finalised, and
usually that their reports have been
written, and motivating them to do

more of the same can often be
difficult, especially for those who
have not been particularly
successful. This activity provides a
change of atmosphere, and some
different incentives to participate in
a different type of activity from the
norm.
I was in such a conundrum one
Saturday morning in December a
few years ago, and rather than
confront the problem I sought
avoidance in the General Knowledge
crossword of Saturday’s Age
newspaper. I was reminded of a quiz
a primary school teacher had given
me in Grade 5, and my knowledge
of Sir Christopher Wren designing St
Paul’s Cathedral. Inspiration! Why
not get the Year 7s working on this
very crossword as a research activity
that would teach them how to use
the library, and give them a snippet
of unique knowledge for future
reference? I then developed the idea:
if all Year 7s were working on the
same crossword, would not they

cheat? Look for shortcuts? Would
any be able to get the satisfaction of
completing it, if they had to work
on their own? Are there not huge
benefits in teamwork? In
competition, in so far as motivating
boys?
I resolved to dig out a number of
crosswords, and to put the boys into
teams of four, with all of the
additional benefits of having to
work together. The task would
require organisation,
encouragement, peer pressure
involvement, planning and
monitoring and certainly
persistence, many of the qualities Dr
Martin suggests we consider.
On the following Monday I
enlisted the assistance of the
librarians, and thankfully we have a
wonderfully accommodating library
staff who could see the potential of
this exercise. As a further (and it
turned out very important) carrot,
we recruited a major book supplier
to sponsor prizes: a $20 book

Instructions to students: Year 7 Research Competition
Introduction
One of the most useful skills you can have is to be able to
use a library really well. It is important that you know how to
carry out research for future reference, for you never know
when you may have to be able to find out about something
for yourself.
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classes are taking part in this activity.
Your teams will be given their crossword each time we go
down to the library; it will be collected at the end of every
lesson, and kept in the library. It is important that as soon as
you receive it for the first time, you place every member’s
name on the top, right-hand corner. This will save time at the
start of each ensuing lesson, and give you more time to work
on the solutions.

Further, learning new things can be great fun, and can help
you enjoy life much more. Just imagine how much more
meaningful a tour to Europe is if you know something about
the history of the continent, or just how much more
meaningful a musical may be if you are aware of the actual
events upon which it was based.

You should use a pencil to put your answers in until you can
confirm (by solving words that cross each other) that you are
correct. Then, if you make a mistake, you will be able to erase
the error without messing up the whole sheet.

Over the course of the next week, you will be working in
teams of four. I will be choosing the teams. We will be going
to the library each lesson after the roll is taken, and you will
be working in your teams to try a solve a general knowledge
crossword. Each group in the class will be working on a
different crossword, so there won’t be any opportunity to
cheat. For the purposes of this task, all of your research must
be carried out without resorting to the Internet. All Year 7

The library really values this exercise, and Mrs Coughlin will
be arranging a substantial prize for each member of the
winning team. Last year each winner received a $20 book
voucher from Tim’s Bookstore, so it is really worth trying very
hard to win. It is also worth bearing in mind that one of the
groups who ended up winning last year had only found two
answers after the first two lessons, so it is certainly worth
persevering!
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voucher for each member of the
winning team. The librarian gave the
boys a lesson on how to carry out
the research and what references
were available to them, and I spoke
to the boys to give them some tips
about deconstructing a question to
identify key words and phrases as
starting points. The boys were
forbidden from using the Internet —
we very much wanted them to
develop the research skills that are

so quickly being eroded by the
advent of the World Wide Web. The
winning team would be the first to
successfully complete their
crossword within the given
timeframe, or the team with the
fewest number of clues still to solve
at the end of the time.
The library staff are invariably
busy at the end of the year and,
therefore, they need to be generous
in their support of the task. It was
remarkable how quickly the boys
took up the task, especially when
they found one or two of the
answers and realised it was indeed
possible. If the teacher and the
library staff are available to make
suggestions about where a boy
might look for a solution, they will
automatically learn a great deal
about finding information for
themselves. I had boys exposed to
Finding fascinating facts in the
reference section — with the help
of the teacher librarian.

the Shorter Oxford who had never
heard of it before, others realising
that there was such a thing as the
Dewey Decimal System, and still
others who had previously not really
used a substantial atlas. Every lesson
there was minor victory after minor
victory in terms of the boys’
learning, and I found that
circulating and encouraging
teamwork and leadership, as well as
guiding in the actual library usage,
gave me my own selfish rewards.
At the school where I first used this
activity, class sizes were around 24
students. We had five 45-minute
periods of English per week, and this
worked out to be an ideal length of
time for the task. The boys were put
into teams of four and encouraged to
think about how best to use their
time (e.g. work in pairs or alone) and
in terms of overall coordination. They
were advised to use pencils (and
erasers) until such time as answers
could be confirmed by crossreferencing. In having six different

Some tips
Mrs Coughlin will speak to each class within the next few
lessons to explain the different types of resources available in
our library. She will no doubt talk about the catalogue, the
Dewey Decimal System, the Reference Collection and the
Shorter Oxford Dictionary.
What you will need to do is to really scrutinise each of the clues
and questions in the crossword you are allocated to determine
what the key words might be. If you discuss this as a group —
and remember all our rules about working in a group: allow
everybody to contribute, speak only loudly enough for the other
members to hear — you should be able to come up with a
number of worthwhile starting points. Where a question is
initially too difficult, leave it. Later on in the week, as you become
more skilled at this type of work, you may find it easier to
determine the sort of thing you could be looking for, and where
you might best look.
Different things work for different people, and for different
groups. Whilst it is not going to be mandated exactly how you
should function, in the past it has seemed to work best if one
person assumes control of the crossword itself, and if they act
as a checker for the answers that are brought back by other
members before these are transcribed into the original. This
allows a point of reference for your group, as well as an
.

overriding coordination that means you will not all be
focusing on the same question at once. You may choose to
carry out your research in pairs, or you may decide that you
can work better as an individual. You must, however, always
remember that the end product is a team production. Many
hands will make light work, as the saying goes.

Some further requests
Please remember that this is a very busy time of the year for
our library staff. They have to carry out a stocktake and
retrieve any outstanding loans. It is really important that you
do what you can to help out. Do not make any more than the
minimum necessary noise as you work in the library over this
period. If you are uncertain as to where a text came from, do
not shove it back on the shelf anywhere. If you do know
where you got a book, put it back as soon as you are finished
with it. This will mean that it will be available for others who
may need it. Remember, if everyone sets out to be doing the
right thing by others, nobody will be doing the wrong thing
by you!
If the library staff can help you, they will be out on the floor
circulating. Do not badger them if they are already busy. At
the end of each lesson, put your chairs in, and wait quietly to
be dismissed.
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crosswords (same format, same style)
I circumvented any problems of
cheating or copying. To help the
library staff I made a big point of
suggesting boys replace their books
immediately, but only if they were
certain from where the books were
taken. If they did not know, they
were asked to place them on specified
tables near where they belonged.
Liaise with your own library staff
about how this can be of best use to
your circumstances.
The success of the program can be
measured by the fact that the other
teachers at the school quickly
jumped on board, and despite the
extra workload this entailed, the
librarians extended their support to
them. The contests were closely
fought out, a number of groups
making late runs at the early leaders
who struggled with the final few,
difficult words. We used a grouplevel assembly to add to the status
of the activity in formally awarding
prizes to the winning groups. The
feedback from the boys — from a
wide range of abilities — was really
quite encouraging, and left me in
little doubt that it was an activity
worth running at the end of each
year, given the librarian’s support.
The boxes on pages 10 and 11
contain instructions that I issue to
the students, and a sample of the
crossword and the solution. This
year I have the librarians
broadening the collection of
crosswords so that no group in the
whole year level will have the same
as any other group.
I trust that this activity may fill in
those lost hours at the end of the
year in a more meaningful way than
watching videos!

David Everett has taught English for 17 years
in a number of schools around Australia. David
also spent two years at a government school in
Singapore. David is currently at Trinity
Grammar School, Kew, Victoria, where he
teaches English, and is the Assistant Head of
Year 9. David can be contacted on 03 9854 3600
or email everettd@trinity.vic.edu.au
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Boys flying high
Camp Hill Infants lead the way in boys’ literacy

At Camp Hill Infants, boys out-performed girls in literacy for three
years running, despite the lack of any specific strategies targeting
boys. Literacy Co-ordinator Noela Rogers explains how they
inadvertently managed to reverse the national trend.

Situated in the eastern suburbs of
Brisbane, Camp Hill Infants State
School is the last infants school in
Queensland. Parents choose to send
their children to the school because
of its early childhood focus and
nurturing environment.
Approximately 250 students are
spread between four Preschool
units, a Preparatory class, three Year
1 classes and three Year 2 classes.
The staff consists of the principal,
administration staff, 14 teachers,
and visiting music, library and
physical education teachers — many
of whom have been here for ten or
more years. Our school links and
shares teachers from the
neighbouring Primary Special

Education Unit as our special needs
students are mainstreamed into
classrooms throughout the school.
Teacher aides and parents also help
with the daily organisation of every
aspect of the classrooms. Finally, an
active Parent and Citizen Association
works tirelessly to raise money to
facilitate learning in numerous ways,
such as automating the library,
purchasing equipment (a fort, the
sandpit, trucks etc.) and numerous
balls, skipping ropes and safety mats
for ongoing physical programs.
Over the years the school has
equipped each classroom with a
bank of computers while at the same
time setting up a pod of computers
where larger groups can create
interesting Microsoft PowerPoint

presentations. Parents’ groups take
in-services in the use of computers
using and these resources.
In 2002 our new principal, Mrs Bev
Fluckiger, reviewed the results of the
Queensland Education Department
Diagnostic Net results and noticed
that there had been a steady
improvement of both boys’ and
girls’ literacy rates over the past few
years. The results for the past five
years show the steady improvement
in the performance of boys in
comparison with girls. Boys have
out-performed girls in literacy over
the last three years. Bev notes that
‘Our boys’ results since the year
2000 have increased by 20 per cent
in reading, by 10 per cent in writing
and by 14 per cent in their number

Teacher Gina Irwin talks about the Star Writer’s Cape: I think it is quite
courageous for children to do writing at a very young age.
It takes a lot of skills in reading, letter knowledge, grammar knowledge
and ability to put language together in sentences. To write it down is
hard work.
To try to do that when you're five or six is very heroic and I think
if you’re a hero, you need to have a heroic cape. We reward children
who perform well in reading and writing exercises by allowing them to
wear the velvet capes for the day.
When I first introduced the cape, the children were very, very excited
by the idea that they could wear it all day and people would come up
to them and ask them why, and they could tell them, ‘I’m the star
writer’, and be very, very proud of that. They love the idea that they
can wear it in the playground as well as around the school.
They were all very, very keen to do their best writing so that they could
have a turn of the cape. It’s an incentive that works, particularly with
boys.
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studies’ (see below).
Across the state, we know that by
the end of term one in Year 2, boys
are under-performing. At this
school that's not the case, so we
want to find out why. Mums and
dads, it means that if you have a
son coming to this school, the son
is going to perform equally as well
as any of the girls and that's a
rare, rare thing in the state of
Queensland, in fact, in the country
of Australia.
Prof Brendan Bartlett, Griffith
University
Camp Hill Infants State School
Year 2 Diagnostic Net results:
Percentage of students not
requiring support

2000
2001
2002
2003
2004

Reading
Boys Girls
63.4 83.8
76.9 86.1
88.4 83.7
83.7 82.5
91.0 88.0

Writing
Boys Girls
78.0 89.2
79.5 88.9
86.0 89.8
88.4 90.0
94.1 92.0

The question asked was: What is
happening in our school to get
these results? For the staff, they
were unaware that they were doing
anything different from all other
early childhood teachers. Diligently
going about their business of
planning and delivering child
focused, interesting lessons which
appealed to all students in the class,

the teachers did not really know
how others staff members operate
in their classrooms, as only one
double-teaching space exists in the
school.
For many years teachers have
planned units together and shared
resources wherever possible, but in
most cases they did not teach in
front of their colleagues.
We enlisted the support of our
critical friend, Prof Brendan Bartlett
from Griffith University, to help us
answer the question everyone was
asking; and The Boys Flying High
project was initiated.
The project investigated two
aspects of boys’ education:
1.The teaching strategies that
contribute to the improvement in
boys’ literacy
2.The home/school connections that
enhance boys’ performance
The project involved gathering
information from:
❚ School community

Parents completed a questionnaire
documenting out-of-school
learning experiences of their
children.
❚ School and classroom pedagogy

– Teachers observed each other’s
practices in their classrooms,
using both anecdotal records
about the connection between
teaching and management

strategies and outcomes (noting
the positive accommodations to
include special needs students)
and a specially devised
observation sheet to note
teachers’ pedagogy.
– School practices (e.g.
intervention practices) were
documented.
❚ Students’ perspectives

Students were interviewed about
the activities and interactions they
enjoy at school, home, and other
places; activities and interactions
they enjoy with parents, teachers
and friends.
How does one find out what goes on
in the classroom? The obvious
answer was to go and look. This
made many teachers nervous and
quite anxious.
The project employed both the
Education Queensland initiative
Productive Pedagogies (a balanced
theoretical framework enabling
teachers to reflect critically on their
practice) and the Queensland School
Reform Longitudinal Study (QSRLS)
instrument as reflective and data
gathering tools.
Teachers’ professional
development of the elements of the
Productive Pedagogies were fasttracked during 2002 and Term 1
2003. Then — using a QSRLS scoring
manual designed to allow teachers
to observe the productive and
personal pedagogy of their

Book worms: When the
librarian is at school, two
children from each class are
chosen to spend lunchtime in
the library. ‘I like it because
you get to play on the
computer.’ ‘I went to play
Lego with my friend. We are
building all kinds of moving
cars.’ ‘We are going to read
the new books before all the
other kids can borrow them.’
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colleagues during three literacy
lessons and three numeracy lessons
— the teachers set forth into each
other’s classrooms in Term 2, 2003.
The teachers were given time to
reflect on this data with their
colleague. Griffith University
analysed the data.

discussed through an active Student
Welfare Committee. Early
intervention in literacy is a point-intime response to the development of
the children. This may take the form
of one-on-one interaction over a
period of time or working with
groups within the classroom literacy
block.
Joint planning by class teachers
constructs real life units of learning,
which may include such contexts
and inquiries as:

Personal pedagogy
Teachers found that not only were
the Productive Pedagogies deeply
embedded throughout their
practice, but also some interesting
personal pedagogies and
organisational practices were
revealed. The red Writer’s Cape was
one way in which a teacher was
encouraging the children to begin
writing. Stars on Strings, which are
worn proudly like medals around
the neck, were another. The Book
Worm award (similar to Stars on
Strings) allowed children to spend
time with the librarian undertaking
activities of their own choice.
Many teachers used displays and
encouragement awards to engage
and recognise the enthusiasm of
the young readers and writers.

School pedagogy
Classroom organisation and
transitions were discussed, and
teachers found that there were many
common practices happening
throughout the school. These
included teachers co-constructing
the day with the children to provide
choice and flexibility of programs
within a structure and informing the
children of any particular event that
would happen specifically on that
day. For some of the special needs
children, particularly autistic boys,
this was essential for reducing
anxiety and the smooth running of
the classroom.
Our classroom and behaviour
management programs are proactive
and explicitly teach skills through
modelling, role-play and the Stop,
Think and Do strategy. This fosters
and encourages students’ positive
and successful interactions with
their peers.

❚ ‘Where does my food and clothing

come from?’
❚ ‘What minibeasts live in my

backyard?’
❚ ‘How do toys move around?’

Stars on strings: Only two
children can get to wear the
red Writer’s Cape each day, so
to acknowledge the others
showing excellent effort in
their writing, children are
given the Star on a String. ‘I
tried really hard in writing
today.’ ‘My teacher said that I
was doing terrific work today.’

The boys are all testy and runny and
movey and the teachers seem to
accept that and teach to it. They're
not trying to homogenise girls and
boys. They know they're different,
they accept their differences and they
teach to those differences, and that's
important.
Prof Brendan Bartlett, Griffith
University

Teachers at Camp Hill Infants
continue working with the childfocused Curriculum Plans developed
over the past years, while at the
same time making adjustments to
cater for the individual needs of the
students — especially boys.
Standards and targets are realistically
set and assessment helps to ascertain
those students requiring early
intervention.
Intervention comes in the form of
speech therapy, motor programs,
guidance assessment, and referrals to
outside agencies — all of which are

❚ ‘What can I grow in my garden?’

Although literacy and numeracy
are addressed separately, the
integrated units may require ‘petite
inquiries’ during these lessons.
Hence, such investigations as report
writing, PowerPoint presentations,
and flower-making may be part of
the two-hour literacy block or the
mathematics activity time.
Throughout the day students are
excited and challenged to achieve to
their utmost ability.

Home–school connection
Camp Hill Infants School operates
an open-door policy where parents
are encouraged to participate in all
forms of their children’s school
activities. For some this may mean
coming into the classroom before
school and viewing the children’s
work each day or playing games. For
others, it may be that they are able
to participate on a regular in basis in
daily reading and other literacy
activities.
During the year special days such
as Grandparents’ Day, Fun Day
Monday, Book Parade Day and
Sports Day welcome parents,
grandparents and friends to join
with the children in the diverse
range of activities arranged for them
by the teachers.
Boys succeed at Camp Hill Infants
because LEARNING IS FUN.
The Boys in Schools Bulletin
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Noela Rogers has worked in
early childhood settings for
many years.
After four years as a Reading
Recovery Teacher, she is now
Literacy Coordinator at
Camp Hill Infants State
School. She can be contacted
at nroge4@eq.edu.au.

Reading to grandparents: Each year parents, grandparents
and friends are invited to visit their child’s classroom.
During Grandparents’ Day children gave their grandparents
a tour of their classroom and showed them all the activities
that they had done in the few weeks that they had been to
school. ‘As a grandmother, I would like to express my
appreciation for the concept that allows family
participation in the classroom. It allows parents the
opportunity to see at first hand the teaching methods and
the variety of activities that that children participate in,
such as reading, writing, craft and computing to name a
few. Our children are receiving a well-rounded education,
for which I am truly grateful.’
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Real men do read books!
Southland Boys’ High School’s whole-school literacy program

At 9.45 am every morning you can hear a pin drop at Southland
Boys’ High as over 500 boys and their teachers spend 20
minutes in silent, sustained reading. John McKinlay and Denis
Murcott explain how the school’s literacy program has changed
boys’ attitudes to reading.

Southland Boys’ High School is a
‘decile 6’ (mid-socioeconomic
band) school of approximately 550
boys in a small city in New
Zealand. Although their results in
external examinations remained
competitive in relation to boys in
both coeducational and single-sex
schools, their students were not
generally keen readers and this
was believed to have a negative
impact on their academic results.
Year Eleven Information System
(YELLIS) testing confirmed that
although their results were good,
they could have been better. As a
consequence, in the year 2000 the
school embarked on a proactive
program to tackle student
achievement head-on. The
overriding goals, to increase the
quantity and improve the quality
of reading undertaken by the boys,
have been realised. The spin-offs
have also included positive
changes in the school culture, in
the relationships between teachers
and students, and students with
their peers.
John: The aim was to get boys
engaged in reading, and to begin
with we didn’t mind if it was reading
magazines or technical books.
Eventually we wanted to move them
on to novels, biographies and
literature. So, in order to do that,
various people within the school
played a hand.

Boys accept and enjoy reading time.
The English Department came up
with the Scholastic Inventory for
Reading index, which is a
computerised lexile system. This
uses a series of multiple-choice tests
to measure reading comprehension.
(see box overleaf for details). When
we tested the intake levels of the
boys we discovered that, for many,
their reading was pretty poor. That
gave us diagnostic information to
do remedial work and it also gave
us knowledge of what we expected
from the average boy and the
better boys.

Denis: The advantage of the Lexile
Framework is that it gives a readily
understood measuring device for the
boys. They take their own reading
measure and they can easily see
how quickly they can improve their
reading just by doing more reading.
We can also lexile the books in
order to match the boy to the level
he reads.
Boys want something that they
can look at and say, ‘This is where I
am at.’ Bang, do a bit of reading and
then see, ‘Now this is my
improvement’. They can look up
their levels on the computer at
The Boys in Schools Bulletin
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What is the LEXILE FRAMEWORK®?

to ascertain a student’s reading comprehension or lexile
level. ‘Results are reported in both criterion-referenced

Background

and norm-referenced terms, indicating student’s reading

Simply, it is a measurement tool that places readers and

ability and how their tests compare with other students.’

text on the same scale. Developed in the USA in the mid-

(SRI Educator’s Guide)

1980s by psychometricians Dr Jackson Stenners and Dr

❚ The Teacher Management Tool: The Scholastic

Malbert Smith, the research was financed by Federal

Management Suite allows teachers to add and edit

funding and is now being implemented primarily by

students, produce a number of reports and access a library

Scholastic Inc worldwide.

catalogue of lexiled titles of popular books, which is

It is based on the assumption that any piece of prose text

regularly updated.

can be measured in terms of difficulty when the frequency

Titles range from:

of the words and length of sentences are taken into

Cat in the Hat (Dr Seuss)

consideration. This metric, or measurement, is called a

The Babysitter (RL Stine)

540 L

lexile. When readers are given a graded reading

See Ya, Simon (Neil Riley)

878 L

comprehension test and their raw score is converted to a

The Hobbit (JRR Tolkien)

1070 L

lexile, readers can be matched to appropriately graded

Catch 22 (Joseph Heller)

1320 L

text. Thus, parents, educators, students and publishers have

TVNZ New Zealand CD-ROM Encyclopedia

1400+ L

150 lexiles

a common measurement language to identify text
difficulty levels and a student’s reading level.

The Scholastic Reading Inventory
Interactive™

When a reader has the same lexile rating as a book, the
reader should read that book with 75% comprehension:
that is, if the reader was given 100 questions on the book,

Originally based on pen and paper tests, the program was

he/she would be expected to get 75 correct. The reader is

converted to a software program and called The Scholastic

thus ‘targeted’ and will experience competence,

Reading Inventory Interactive™.

confidence and control over the text. Research has shown

It consists of:

that when the text level is 250 L greater than a reader’s

❚ The Student Test: A test bank of 3000 multi-choice,

level, comprehension drops to 50% and readers experience

embedded completion items taken from a range of

frustration, feelings of inadequacy and lack of control.

authentic children’s literature, newspapers, magazines and

When the text level is 250 L below, comprehension rises to

periodicals. Raw scores are converted to the lexile metric

90% and the reader experiences total control.

school then test themselves again
and immediately see their
improvement in reading.
John: We test them four times a year
in Year 9 and Year 10 (NSW Year 8
and Year 9). We record the results
and the boys also record them in
their own log, but they don’t have to
record it, yet if you go and ask any
kid what their Lexile Level is, they
will be able to tell you, so that was a
big step.
Then we took some initiatives in
the library itself. It sounds a bit
dumb but we chucked out a whole
lot of books. There were many books
that were never issued. They had
been on the shelves for years and
years and the kids weren’t interested
18
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in them. After we threw out those
books we bought some new books.
The librarian at the time, Keith
Miller, was really good at buying new
books. He would talk to kids, find
out what we were doing in lessons,
create book awards for the boys, and
he would buy books that he thought
boys really liked. Every time he got a
new load of books, he would hold
them up one at a time and talk about
some of the things inside.
Because we chucked out more
books than we bought, we had a lot
more space in the library, so we can
display a lot more books now. That
may be a tiny wee thing but had a
great impact on some of the boys.
When they go to the library, many
boys just want to get in, get out and

get back on to the field or
playground as fast as possible.
Having the books displayed meant
they didn’t have to take the time to
go through the spine covers; they
could just have a look, grab a book
and go.
The principal, Ian Baldwin,
became quite an important step in
the literacy project. There was no
doubt amongst the teachers or the
boys that even the boss in the
school thought reading good books
was a really neat thing to do. He was
very personal talking about his own
upbringing and the fact that he
enjoyed books because someone had
encouraged him to read them. We
would have readings at assembly
and various staff would read books.

Reading coach working with junior boy.
How often would someone read at
assemblies?
John: Once a week, and occasionally
at other times in an ad hoc way. I
remember one assembly in particular.
I finished the formal part of the
assembly when one of the PE
teachers tapped me on the shoulder
and said, ‘Hey John, can I talk to the
assembly? I would like to say
something to the boys.’ He opened a
book and just started reading to the
whole of the school: 550 boys. He
read some extracts from Lance
Armstrong’s book It’s Not About The
Bike then talked about that for a
moment. He was also the first 15
rugby coach, and about five minutes
after that assembly there was a queue
of twelve boys lined up at the library
asking for that book. Consequently
we began to buy multiple copies of
books we knew they liked,
sometimes easy-to-read copies as well
so that they could all get into it.
This would have been an expensive
venture. Where did the money come
from?

John: Yes, it was, but the money
came from various sources. We
redirected some of our internal
funds. The PTA gave us $1500 to
$2000 a year. Some boys raised
money for books. The Target
Shooting Club (the Gun Shooting
Club) raised some money and gave
us $1000 for books. With that
money we bought books on guns,
dogs, hunting and things like that.
We had to fill the library up with
books for boys. That is noticeable
now — I am often quite surprised
when I take parents or groups
through the school to show them
what the school is like, several
mothers say ‘That’s a boy’s library!’ I
don’t even have to bring it to their
attention.
No ‘Ann of Green Gables’?
John: No, none of that, but a wide
cross-section of books nevertheless!
Another interesting thing almost
happened by default. The deans
have a meeting once a week to talk
about how things are going and said
they needed more time with the

academic tutors (form teachers). We
conference with the boys three times
a year to set goals for the year and
check on how they are going. The
tutors just didn’t have enough time
for it, so the deans said, ‘Well, we’ll
just run reading in the hall and they
can keep two or three boys back and
they can conference with them
there.’ And I said to them, ‘You
mean we’ll have 500 kids in the hall
reading!’ (because there will only be
50 or so in the class rooms). ‘Yes,
that will be fine, no problem at all.’
So we tried it, and it worked. It took
no time at all to line it up. Again
that is because the boys knew that
all of the teachers and all of the
senior managers of the school
wanted it to work and appreciated
the reading. We just go in and they
sit there reading and it is so quiet.
All you can hear is the occasional
turning of pages.
There are no confrontations with
the boys to get them to read?
Denis: Very few. There was some
initially at the start, the odd student
who would prefer to be annoying his
neighbour or reading a magazine
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It sounds a bit
dumb but we
chucked out a
whole lot of books.

and looking at pictures, but 90% of
the boys just come in, get their book
out, sit down and start reading.
John: There were a few kids we had
to coerce.
I think the use of vertical
groupings adds some positive peer
pressure. For the reading time the
boys go into vertical tutor groups.
Each of these groups has 20–24
boys ranging from Year 9 to Year
13, and each boy stays in the same
group with the same academic
tutor throughout his time at
school. This adds stability and
familiarity. Every tutor reads as
well. There are no exceptions. All
the boys know and all the staff
know that is what is expected.
Initially senior management
wandered around and checked on
what was happening, sat in
classrooms and read with them but
we no longer need to do this.
How does your program differ from
the Drop Everything and Read
(DEAR) program that a lot of
schools have?
John: I think it’s in the way we set it
up and in its importance within in
the school. We made that time
absolutely sacrosanct. It was one of
many literacy initiatives: the reading
in the hall, the restocked library, the
lexile levels, matching books to their

levels and so on. But I think the fact
that it was sacrosanct, made it clear
that this is a really important time.
We don’t alter it for anything. We
made it prime teaching time
(9.45 am–10.05 am) so we gave it a
really important spot and asked the
staff (who took it on board anyway)
not to use this time to do a bit of
extra marking, or organising. Just sit
down and read with the boys. The
moment the teachers try to do
something else, the whole thing
crumbles. I have seen it happen.
Originally, we didn’t let them eat
at that time either but boys love to
eat at anytime, so now most of the
tutors will let them eat providing it
is silent food (chips are no good). A
lot of them will have something to
eat while they are sitting there
reading their books.
How long has it taken to get to this
point?
John: About three years. It was
relatively quick to get the reading up
and running really. There was a bit
of introductory work with the
lexiling — that took a bit of time —
but to actually say, ‘Right we’re all
going to start reading now and this
how we are going to do it.’ took very
little time. Within one school term
we had most of the boys accepting
that time of the day for reading
books.

Lots of display space — boys want to choose a book quickly.
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We’ve also found
that boys actually
do like books.

What parents say . . .
We had a boy in Year 10. His
brother was at another school
because they lived out in the
country on a farm. The boy at our
school got really hooked into

Books are displayed all around the library.

reading then hooked his brother
into reading as well. Their mother
said things had changed at home.

How have the boys reacted?
John: The boys are really proud of
the fact that they are reading books
now. We have different people come
to the school and ask them, so they
know that what they’re doing is
really attracting attention and they
are really pleased about that.
Denis: As a result of the vertical
groupings they have become a
mutual support for each other. If
someone doesn’t understand what
they’re reading, not sure of what
they should do, then there is always
someone who is older or better
informed to help. They get to know
each other very well and take an
interest in what they’re reading. So
you are building up that family
feeling within that room of twenty
boys and one teacher. It is like a big
family sitting and reading together.
Eventually they know what each
other’s reading habits are and
recommend books to one another.
John: I think that the peer pressure
has worked to our advantage as well.
In the hall in their vertical groups
they see that everybody is reading.
‘There’s a big boy over there — he is
really tough and he is reading a
book! And there are my other mates
reading. I better not be the only one
that is not reading a book here.’
Next minute they’ll duck off to the

library to get a book so they are not
the only one sitting in the room
without a book.
The older boys help the younger
boys in other ways too. We have a
system where all the prefects have to
be coaches of some kind. Other boys
can be coaches too, but if you are
going to be a prefect you have to
provide a service to the younger
boys. They can be a reading coach, a
maths coach, a sports coach or a
cultural coach. Quite a few choose
to be reading coaches. They get a
free period a week, possibly two, so
an hour or perhaps two hours a
week, they’ll be sitting with a
younger boy letting the other boy
read to them or they will be reading
a paragraph to him and helping
with words. That is under the
control of a reading teacher who
shows them the method that they
need to use. It is great to see a big
kid in his white shirt and tie sitting
beside a wee kid and helping him.
They do that quite happily. The
book reviews at assembly seem to be
coming from the boys more often
than the staff now.

They didn’t use TV much anymore.
Our boy would go home and read.
He would then pass a book onto
his brother, which stimulated his
interest in reading. Eventually this
boy was getting books from our
school library and taking them
home to his brother, who of course
went to another school altogether.
We thought that was quite
something.
We got a call from a parent of a
Year 12 boy one day and they said,
‘What have you done to our son?’
Ian took the call and said,‘What do
you mean, what have we done to
your son?’ She said,‘Well we can’t
get him to turn his bedroom light
off. Every night we go to bed now
he has his light on because he is
sitting up in bed reading! He has
never done that before in his life
and he is sixteen going on
seventeen years old.’ There are
quite a few stories like that.

Denis: Usually one prefect a week
does a reading at assembly — they
choose something that is of interest
to them, that they feel has a
message, so we get material ranging
from an extract from the bible to
The Boys in Schools Bulletin
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And I said to them,
‘You mean we’ll
have 500 kids in
the hall reading!’

something out of a sports biography
to a piece of fiction that means
something to the boy and he feels is
worthwhile to the rest of the school.
There was some science fiction that I
didn’t understand at all! One of us
will introduce the boy and say, ‘This
is Jimmy Smith, he is the flying
winger of the first 15 and he is
going to do the reading today.’ The
boy stands up, and as he gets up
they applaud him and they sit up
and pay attention to the reading
and when he sits back down they
applaud him again. So it has become
accepted that that is what you do.
How long is a reading?
Denis: Probably just a couple of
paragraphs usually. One boy read a
letter from his great uncle who was
killed in the Second World War. The
letter was left behind for his parents
before he was killed. The boy read it
at assembly just before Anzac Day,
talking about what it meant to him
and what it showed. There is quite a
diverse range and the boys are
becoming more and more confident

Totally absorbed.
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to express their reading, which is
also expressing what they feel about
certain things.
What have you learned through
this reading experience?
John: We learned that teachers and
boys talk about books now. A maths
teacher, even though he is teaching
a maths class might start asking
kids, ‘What book are you reading at
the moment?’ ‘Oh, I’ve read that
one,’ ‘Oh, have you? What other
authors do you like?’ So there will
be all these little conversations
going on about what people are
reading at the moment.
Denis: We see the boys now reading
different, more challenging books.
Rather than the non-fiction, they
are moving into fiction. They’re
reading bigger books with more
pages, more intellectual themes and
you see it coming across in their
writing. They are better able to
express their ideas. Their oracy —
they are speaking a lot better than
they used to. It doesn’t matter if you
are a so-called computer geek or a
rugby head — reading is what you
do — it is an accepted part of the
life of the school. They all now say,
‘That’s what we do.’
John: We’ve also found that boys
actually do like books. If you think
that boys don’t like books you’re
totally wrong. They really enjoy
them. Any number of them will tell
you they enjoy curling up with a
good book and often they’ll tell you
they have seen the film but enjoyed
the book better because it is all part
of their imagination and takes
longer to evolve, it lasts a bit longer
. . . they can tell you all about that.
And they are really proud about
their reading — it is an achievement
thing for some of them. Sometimes
you just stop a kid in the corridor
and say, ‘G’day Fred, what is your
lexile level at the moment?’ And the
student will be able to tell you, and
then you say, ‘What book are you
reading?’ ‘Oh yeah, give us a look.’
And the student will get it out and

What Southland Boys’ High did
to make the changes . . .
Boys will read if they enjoy the experience; they just need
to start reading something interesting to them and within
their capability, in a safe environment. They also need some
incentive to extend themselves.
After consultation with the school's senior management
team and the whole teaching staff, it was realised that the
library was the only central agency that could support and

We took away the fear
of being thought a nerd
if seen reading. At our
school, everybody reads.

coordinate the school's literacy program. This meant the
library becoming, for the first time, central to the school's
drive for academic improvement, as opposed to its
traditional role of being almost an adjunct to the school's
primary curriculum objectives.
As a result of our literacy program, our boys are now both
motivated and equipped to choose their own recreational

❚ We modelled recreational reading. The vertical form

system allows academic tutors, senior and junior
students to all read quietly in the same classroom. We
believe this mix of students assists the acceptance of
reading, and helps build the habit year by year.

reading from the library, safe from disappointment because
the book may be too difficult (the lexile label on the spine
guides them), and also safe in the knowledge that
everyone else is undertaking the same activity.
We made it easy for students to make their own selection
of books that are within their capability from the library:
❚ Each boy is tested to determine his reading ability

(lexile level)
❚ New books are marked on the spine with the

corresponding lexile difficulty
❚ Lists of books at each level are provided to students

and teachers
❚ We give them something attractive to read. The school

allocated an extra $5000 from its general fund to the
library, which was put towards recreational reading,
mostly young adult fiction. This was followed by another
$3000 grant from the PTA, and $2000 from a student
workday. This total of $10,000 represents a major
investment and achievement when compared to the
normal finances available for library books in a school.

❚ We took away the fear of being thought a nerd if seen

reading. At our school, everybody reads.
❚ We extended the open hours of the library until 4.30pm

every afternoon.
❚ We opened an evening ‘homework centre’ in the library,

initially for senior boys boarding at the school's hostel.
This has helped to make the library a normal place to
read and study.
❚ We promoted new books in assemblies. These

promotions were initially talks by the librarian or the
teacher with library responsibility, and then teachers of
other subjects (such as workshop) spoke, which
reinforced the notion that reading is something we all
do. Now the boys themselves have taken over this role.
❚ We instituted a reward program for students who

voluntarily hand in a ‘One Pager’ book report. We
eventually plan to publish these on the library's web
page.
❚ We encourage students to recommend books for

purchase, and since the funds now allow more flexibility,
they see these books being added to the collection.

❚ We provided computer terminals in the library where

students can log into the SRI program and retest their
lexile level. This provides incentives like the ‘Hi-Score’ of
a computer game. Teachers can access these scores, but
boys are quick to tell their teachers about any
improvement. They are also aware that levels can fall if
reading is not maintained.
❚ We gave them a time (20 minutes) every morning at

9.45 am for sustained silent reading.

For the future, as resources and funds allow:
❚ We plan to make the library's catalogue available from

home via the internet, to allow greater parent
involvement and close the loop between school and
home.
❚ We must increase the stock of new books, in categories

such as sports, modern biographies, new technological
developments and direct curriculum support.
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show you and chat about the book,
put it back and move on. Anytime,
anywhere around the school that
sort of thing is likely to happen.
Having a book in your bag all the
time is also quite a good thing. You
come into a lesson and something
has gone wrong, your geography
teacher has had to meet a parent or
whatever, so your first five minutes
is going to be a mess because it is
disorganised, so you can say,
‘Righto boys, get your books out
for five minutes while I get
organised.’ And they are happy
enough to sit down and read for
five minutes, then the lesson starts.
Sometimes you can use that when
the kids come into your room on a
high. Maybe they’ve been doing an
experiment in science or something
and they come to you all up in the
air. You can use five minutes of
reading to bring them back down
again. You know when you ask,
they all have books, whereas if you
asked them and only half of them
had their books it wouldn’t work.

If other schools were to implement
this program, are there any changes
or particular recommendations
you’d make?
John: Some schools that have tried
compulsory reading time just tack it
on to a particular period every day,
which means the boys may be in
different groups with different
teachers each time. That doesn’t
build up an affinity with a particular
teacher. For us reading is a separate
activity. We make the boys move to
another group, another room, read
for 20 minutes then get up and go to
their next class. That way they are
always with their tutor, and they are
always with the same boys that they
read with every day.
Denis: In the beginning there was
possibly too much concrete reading,
especially technical manuals. We let
that go on too long and it wasn’t
sparking their imagination at all. I
think that has changed a great deal
now. Possibly we should be getting
around more, going into classrooms
to sit and read just to show them
that we are part of it, but there is
very little else that I would change.

John McKinlay is Deputy Principal at Southland
Boys’ High School, Invercargill, NZ. He has
worked in an all girls’ school, a coeducational
school and now an all boys’ school. John began
teaching in 1979 after studying physics and
mathematics at Otago University and graduating
from teachers’ college in Christchurch. He has taught Physics,
Science, Mathematics and Computing. John is now enjoying being
DP in a school where an enthusiastic team approach is making
every effort to improve boys’ achievement. John can be reached on
johnm@sbhs.school.nz.
Denis Murcott is Assistant Principal at Southland
Boys’ High School, Invercargill, NZ. He has
worked in a coeducational school and, since 1979,
at his present school. He has taught Economics,
Accounting and English and has been heavily
involved in coaching rugby (and other sports)
since he started teaching. Present interests in education include
teaching and learning styles and lifting boys’ achievement.

24

The Boys in Schools Bulletin

Boys only
Trialing separate primary classes for boys

In response to letters such as this, and the ongoing debate
around single-sex classes, we have included a snapshot from a
coeducational school which is having successful outcomes from
boys-only classes. Academic data from Woolgoolga Public School
shows that boys’ literacy has been improving consistently over a
period of three years. We also hear from a parent who shares her
views on her son’s inclusion in a single-sex class.
In our next issue we will discuss Telarah Public School where
the behavioural improvements alone have made the trial a
worthwhile experience for the boys and the school community.
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Education! Communication! Commitment!:
The secrets of Woolgoolga’s success with boys

Woolgoolga Public School is
situated on the north coast of New

Over the past two years
Woolgoolga Public School has
been on a mission to improve
boys’ experience of school, both
academically and behaviourally.
Bob Williams and Lynne
Hugginson relate the school’s
successful journey.

Why make a change?
During 2002, several teachers within
the school became interested in the
peculiar similarities of boys across
different settings and schools. Boys
were over represented in welfare
statistics and were more likely to
attain poor literacy and numeracy
results on both system and school
measures. At the conclusion of 2001,
suspension rates of students were at
an all time high.
Teachers battled with students
who were confrontational and
difficult to manage, many without
empathy or understanding for peers
or other adults. Parents were also
asking for advice on how to deal
with difficult behaviour and lack of
motivation and enthusiasm for
school and learning.
We asked ourselves some difficult
questions.

What did we do?
It was obvious that a change in
pedagogy, school structure and
teacher awareness was needed. A
number of steps were taken in order
to address these problems.
We held a parent information
night at the local bowling club, with
the topic ‘Bringing up Boys’. The
speaker, Steve Biddulph, entertained
and educated the 400-strong crowd
with his knowledge, passion and
humour. A number of staff also
attended this evening.
We also sought to broaden our
professional and research base. The
school started a subscription to The
Boys In Schools Bulletin and
purchased other resources from the
Family Action Centre at Newcastle
University. Staff and parents were
26
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encouraged to read and discuss
articles. Staff meetings started with a
short professional reading, followed
by a quick ‘plus, minus, interesting’
activity (PMI). Staff were encouraged
to question, debate, research the
information they were discovering.
At the same time, staff became
interested in the Rock and Water
Program with Freerk Ykema. They
felt that the program had
implications for all students as it
teaches self-control, self-discipline
and self-confidence. Consequently,
all classroom teachers were trained
in the program and encouraged to
use the program in their classrooms.
The Rock and Water philosophy
became so indoctrinated within the
school that it began to create a
culture where students and teachers
learnt to:

South Wales. The school is
supported by the Priority Schools
Funding Program (PSFP). A high
number of single parent and
unemployed families, and a 20 per
cent Punjabi population, all impact
significantly on the culture and
diversity of the school. The Indian
culture is strong within the school
community. A permanent
Community Languages Teacher is
appointed to the school.

voyage. A mission to investigate and
change those things which we felt
were not working for that group of
students proving to be at risk . . .
the boys.

What about the classroom?
❚ Be honourable
❚ Be fair
❚ Stand strong

In 2002 the school executive
attended the ‘Boys to Fine Men’
conference in Newcastle in 2002.
The information gathered from the
workshops gave weight and value to
what we were all feeling.
The school then embarked on a

One adventurous teacher decided to
form a boys-only class, a class of
Year 4, 5 and 6 boys who had
particular learning, behavioural,
social or emotional problems. Some
students selected were bullies, some
were victims, and some had a severe
and ingrained dislike for anything to
do with reading, writing or
arithmetic.
The challenge was huge. How to

motivate, build self-esteem and
develop basic competencies amongst
this disengaged population.
Several pieces of information were
used as a benchmark for tracking
student progress and achievement:
❚ Basic Skills results for 2001 for Year

3 showed that 14 students in the
cohort of 58 students were in Band
1 or 2 for Literacy. Twelve of these
were boys.
❚ Approximately 25% of boys within
the school were difficult to
manage in both the classroom and
the playground.
❚ Engagement in learning amongst
students in years 4 and 5 was low,
particularly amongst the boys.
The boys-only class has some simple
principles, which underpin it:
❚ Boys fear failure more than

❚
❚

❚

❚

anything else: we aim to provide
learning experiences which allow
for individual difference, which
encourage and acknowledge effort
as well as achievement.
Poor self-esteem results in poor
academic performance.
As many lessons as possible need
to have an active component
where boys are doing, making,
experimenting, challenging.
Respect and cooperation must be
shown to all teachers, community
members, parent helpers: ‘Boys
learn teachers — not subjects.’
Limits, parameters, expectations
are clear and fairly executed.

What did we learn?
Education! Communication!
Dedication! We learnt very quickly
that for this program to be successful
we would need to:
❚ Educate the parents, teachers and

the wider community to ensure
that they understood what we
were trying to achieve. Education
of the school community is vital
to ensure that misinformation
doesn’t undermine the good work
being done.
❚ Communicate successes and

failures. Don’t be scared to say,
‘Something’s not working.’
❚ Be committed. If you don’t believe
it will change anything, don’t do
it. This is not a fad! This is for real!

How did it go?
Of the 12 boys in Band 1 and 2 in
Literacy in 2001, none were in
anything lower than Band 3 in 2003.
There may be many reasons for
this; however, other information
such as welfare statistics, suspension
rates and school-based data (reading
levels) also supported this upward
trend.
Strong support from reading
recovery-trained teachers, teacher’s
aides special, English as a second
language teachers and committed
community members has also
contributed to the success of these
boys.

Where to from here?
Armed with all of this knowledge
and enthusiasm we courageously
embarked on a new project. Could
we improve literacy and numeracy
levels of boys in the younger classes,
so as to avoid disengagement and
consequent low self-esteem and
academic achievement?
And so to the Stage 1 (Years 1 and
2) and Stage 2 (Years 3 and 4) boys’
class scenario. It was apparent from
our staffroom discussions and on

checking school data, that our Stage
1 and Stage 2 classes were marked by
an almost 2:1 boy-to-girl ratio.
With this figure in mind and a
number of possible scenarios, we
embarked on the formation of two
younger boys’ classes. The selection
of students for these classes followed
the same formula as for the senior
class.
The three teachers now worked
together to support each other and
develop effective strategies for
dealing with the boys.
The success of these classes is still
being monitored. Through many ups
and downs, the classes have ebbed
and flowed. The dynamics and
support between the teachers and
students is obvious. The support
from parents is obvious. Many have
seen improved independence,
resilience and personal growth in
their boys. They feel they have
developed some self-help skills and
are no longer passive participants in
the classroom and home.
One parent has said of the boys’
class: ‘He wants to talk about school
now. He often relates stories about
funny things that happen. He copes
better.’
If our only success in this program
is to make school a happy and
welcoming place for boys, then it is
worth it. Boys, and indeed girls,
need to feel valued and central to
The Boys in Schools Bulletin
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the functioning of any school.
Boys need to develop the personal
qualities to become great young
men. They must have a feeling of
worth, be able to express themselves
in a non-violent way, build and
maintain strong and lasting
relationships. This is the emotional
literacy, which is empowering not
only for boys, but also for those with
whom they share their lives.

Boys Only: One Family’s Experience
Kim, a mother of two children at Woolgoolga Public, who has
been involved with the boys-only class, talks candidly about
her family’s experience.
Can you tell us about your son's experience of school
before taking part in the boys-only class?
My son has been at Woolgoolga Primary since
Kindergarten. He liked the first year but virtually hated it
from then on. It was a battle every day to get him to
school — until being in this Boys’ Class. Now he jumps out
of bed and says ‘We’re going to do this today!’ I am really
glad. I don’t have to fight him to get dressed and he
doesn’t want days off. It has made a big difference.
How did the school first propose that your son be involved
in a boys-only class?
The school sent out a questionnaire asking parents
whether anyone would be interested. Then we went to a
meeting, where they presented flyers, sketches, statistics
and what they had learned from last year. I everyone that
went to that meeting was keen to put their boys in the
class because they could see the benefits straight away.
My son was actually in a boys-only class trialed last year
for a short time. There were Years 4, 5 and 6 together but
the teachers realised there were too many, so pulled out
the Year 4 boys. He was absolutely devastated. He got into
a lot of trouble in school after he was pulled out of that
initial class then when he got in this year he was
absolutely over the moon. I think the boys see it as a
prestigious thing. Everyone wants to be in it.
How do you think the school created that sense about the
classes?
I think it is in the extra activities that the boys do — like
swimming, woodwork, cooking, knitting. They always seem
to be doing things that the other children aren’t. If they sit
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down and do their work for a period of time, they know
that the reward at the end of finishing their work will be
playing handball or running around the oval. They also
have input into what they would like to do. They knitted a
blanket for the old people’s home recently!
What was that first experience like for your son? Was he
nervous at all?
No. There is such a variety in the class. There are children
with disabilities; there are children who are good at sport;
others who are good scholars. They all have their own
talents within the class. There are some really naughty
boys and there are some really good boys and they all
seem to get on well! They do some Rock and Water–based
activities like Standing Strong in the class. It is hard to
explain, but they all have respect for each other.
And what was your initial reaction?
When we were first told about it we thought it was a
‘naughty boys’ class’. That was the opinion of most people.
But when I read the information sheets about what Bob
had done with the initial class, I thought it would be great
for our son. When we received the information letter, it
was up to the parents as to whether they wanted their
children to be involved. I discussed it with our son and he
was keen. He likes Bob as a teacher, but I think the extra
activities also make it appealing.
What information or support did you find helpful in
introducing the idea of a boys-only class?
Steve Biddulph’s book. I know that Bob follows some
of his ideas and we had Steve Biddulph here for a
presentation. He actually came to the school and we had
a night beforehand that the principal had arranged. I
learnt a lot at that. Bob also had information and we had
a parent night at the school where any questions were
answered.

Bob Williams is Assistant Principal at Woolgoolga
Public School in the Coffs/Clarence SEA. He has
extensive experience in the development of
alternative and community programs.
Lynne Hugginson is also Assistant Principal at
Woolgoolga PS and has assisted the program
through her role as Priority Schools Program
Funding Coordinator.
Bob and Lynne can be contacted on
02 6654 1305 or email
Woolgoolga-p.school@det.nsw.edu.au.

Was there any piece of information that stood out, that
made you think ‘This boys-only class is going to work for my
child’?
Mainly, the variety of activities that they were going to
provide in the class. My son gets very bored very quickly
(which I think is common for a lot of the boys) so the
variety and structure of the class was what really sold me.
They have set time to do their work and they know what is
expected. They also know they will be rewarded.
It doesn’t always have to be an activity-based reward. It
might simply be verbal praise. I noticed that every time
someone handed in their work, Bob would say ‘Great.’‘Good
work.’‘You’ve done this in good time.’ Each boy that came
up and handed in their work got a positive comment, and
there are twenty something kids in the class. It was really
good to watch how he was really acknowledging that they
had done the work.
Do you have anything else you would like to say to parents
whose schools may be considering separate classes for
their boys?
Just do it! It is the best thing that has happened to my son.
He is interested in his schoolwork now because a lot of the
work is aimed at boys. For example, they do not have to
draw flowers or do a lot of colouring in. Their home readers
are about topics like basketball and things that the boys
are interested in.
My son never used to read. I have noticed a huge difference
in his reading now. Knowing what books are available to
him through the class and that I can access them for him to
read at home has been a big help because he is interested
in them. I used to get him a book and he would say, ‘No, I
don’t like that. I am not reading that.’ And he just would not
read. But now, because of the class, I am finding books that
he is interested in and he is reading them at home.
It was a big thing for me to get him to read at home
because he is quite a slow reader. Just vocabulary wise, for

him it is better if he does read. I mean Bob has suggested
books and the library gets books in on things that are of
interest to students at particular ages. You know books
about farting, vomiting and things like that which boys like!
It might be horrible to us but that’s what they like to read.
I think he is really striving to succeed and is succeeding. He
is working harder, his reading has improved, his maths has
improved — all because he is interested in what he is
doing. I have no trouble getting him to do his homework,
whereas last year I used to fight with him every single day.
Has it raised any questions for you as to the potential
benefits of a boys-only school for your son?
I think they like the social interaction with girls. They still
have friends that are girls. I actually think they look out for
the girls more and (I have a daughter at the school too) I
actually think they are coping better with the girls by only
seeing them at recess and lunch! I don’t know whether the
reason is from being involved in the boys’ class or they’re
missing them! They just seem to all get on and show
respect for each other.
Many thanks to Kim for her time and her honesty.
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The Boys’ Literacy Project
Using capacity inventories to contextualise reading

Literacy Officer for the Boys In Schools Program, Victoria Clay,
reports how a recent project investigating boys’ literacy helped
boys to view themselves as successful learners.

The Boys’ Literacy Project was
funded through the
Commonwealth Department of
Education, Science and Training —
Innovative projects grants. It was a
collaborative effort between the
Boys in Schools program and the
Faculties of Education and Social
Work at the University of
Newcastle. The project was
conducted during 2003 in seven
government schools in NSW and
targeted Year 3 boys who had not
reached national benchmark
literacy standards. The project
utilised an action research model
through four phases of planning,
acting, observing, and reflecting.
During Phase One focus group
interviews with mothers and fathers
were conducted in the volunteer
schools. The first draft of the
capacity inventory was informed by:
❚ Themes identified from the data

collected during Phase 1
❚ Relevant themes identified from

literature reviews of:
– Literacy development:
expanding the notion of literacy
and associated activities and
materials
– Community development:
identifying and developing
individual and family strengths
in order to empower community
members
– Parental and community
involvement in literacy
development: strengthening
home–school partnerships to
achieve better outcomes for
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students
– Capacity inventories used in
community development:
surveying individuals’ skills and
interests in order to utilise those
skills for a community’s (and
school’s) benefit

inventories provided data about
boys’ activities and boys’ literacy
interests, parental activities and
interests and home literacy practices.
This data informed the development
of contextually specific literacy
programs.

During Phases 2 and 3 the capacity
inventories were applied to
participating boys and their families
and contextualised literacy programs
developed and implemented in the
boys’ classrooms by their teachers.
During Phase 4 the capacity
inventories and programs were
evaluated and the resource kit
developed.

Key findings relating to boys’ activities
and boys’ literacy interests
Playing with friends, bike riding and
computer-based activities were all
very popular and fitted the
expectation of boys preferring
action-based activities. Of particular
interest to the researchers was the
finding that parents often reported a
wider range of interests and
activities for the boys than the boys
did for themselves. For instance,
several mothers reported on their
sons’ interests in drawing and
designing, story writing at home and
card making. The boys had not
reported such activities. This
highlighted the benefit of gathering
information from mothers, fathers
and boys in order to gain the most
complete picture of literacy practices
in the home and community.
In terms of interest in different
text types, this project has shown
results which follow the general
trends of research from Canada,
England and the USA. Results from
the boys’ interest surveys indicated
little novel or fiction reading but a
high proportion of non-fiction and
other text types. These included:

Main findings
Aim 1: Development of capacity
inventories
The project has successfully
developed a set of strength-based
capacity inventories designed to
elicit the literacy strengths of boys
and their families.
The capacity inventories have
forms for mothers, fathers and
primary boys.
The inventories asked parents and
boys to respond to a range of
enquiries regarding their:
❚ Leisure-time activities
❚ Use of technology
❚ Reading habits and preferred

reading material
❚ Activities shared by the family
❚ Literacy activities shared by the

family
Application of the capacity

❚ Joke books
❚ Where’s Wally–style books
❚ Puzzle books

❚ Choose-your-own-ending

adventure books
❚ Text-based computer games

Of interest to note was that selfreport and parental report indicated
a high level of interest in shopping
catalogues and other ephemeral text
types (e.g. book club catalogues from
school; football club newsletters).
This reinforces the general trend in
boys being motivated to read when
there is a clear purpose, which may
be to secure information rather than
for entertainment. This may be
linked directly to their interests and
is linked to their lives outside school.
Key findings relating to parents’
conceptualisation of reading and literacy
Anecdotal comments gathered
during the project indicated that
parents may be inadvertently
reinforcing traditional attitudes
towards activities involving reading
and writing and thus widening the
gap for the boys between home and
school. Some parents were very
resistant to the idea of utilising nontraditional literacy materials for
reading practice, such as text-based
video games, shopping catalogues or
even newspaper or magazine articles.
In their opinion such activities did
not constitute real reading. This
places the boys in a paradoxical
situation, as the parents themselves
did not undertake what they
regarded as real reading. Most would
read a newspaper or magazine but
only a low percentage reported
regularly reading a book — fiction or
non-fiction — yet they did expect
their sons to do so. Additionally it
was generally the mothers who were
book readers and they undertook this
as a leisure activity when their sons
were at school or in bed. So, while
traditional attitudes towards reading
were espoused, non-traditional
literacy activities were predominantly
modeled for the boys — models the
boys in many cases were trying to
emulate but which were the source
of reported conflicts between parents
and boys regarding reading.
This points clearly to the need for

parental education about
multiliteracies and the use of
alternate literacy material. Implicit
in this is the way that schools
undertake to develop true homeschool partnerships. Throughout the
project parental reports indicated
that they undervalued the types of
literacy activities undertaken in the
home because the activities were not
like the literacy work done at school.
While many teachers reported being
happy about boys reading
newspaper reports and magazine
articles, this did not appear to be
communicated to parents in a
consistent and supportive way. Some
parents were also resistant to the
idea of alternate literacies as they
had retained a narrow conception of
the meaning of literacy from their
own school days. Thus, exploring
the meaning of literacy in modern
society is an area of parental
education to be further explored.
Aim 2: Development of contextually
based literacy programs
The classroom teachers undertook
contextualised program
implementation based on the
capacity inventories with the
assistance of the research team. The
style and method of program
implementation thus varied
considerably across the focus schools
and according to school and teacher
characteristics. All teachers found
the information from the capacity

inventories interesting and
worthwhile. Suggestions for literacy
support and programming were
layered so that ideas/suggestions
could be implemented at an
individual, group or class level.
Contextually based program
suggestions included:
❚ Interest boxes: These were

developed around individual
boys’ interests and were a
collaboration between the class
teacher, librarian and parent.
Material relating to an area of
interest (e.g. reptiles) was
gathered for use in quiet reading
time in the classroom. The
emphasis in gathering the
material was on the use of a
variety of text types and
materials — traditional and
alternate literacy material
(books, brochures and
pamphlets, newspapers and
magazines).
❚ Units of work: These were
developed by the project officer
and class teachers around
interests of the boys and utilised
alternate literacy materials. Units
were around the themes of
trucks, McDonalds,
consumerism, and a pizza and
video night.
❚ Supporting written work: Ideas
to provide scaffolding for
written activities were also
provided and included —
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concept maps, graphic
organisers, prior knowledge
charts.
All teachers expressed great interest
in the data collected from the
mothers’, fathers’ and boys’ capacity
inventories. The information
enabled a different perspective on
the boys’ family lives and on the
activities undertaken by the families
themselves, as well as the mothers
and fathers individually. The
information also informed an
improvement in relationships
between parents and teachers and
teachers and boys, through sharing
of information and resources (e.g.
videos of family holidays and
alternate literacy materials such
sports newsletters).
Most of the boys in the program
were underachieving in all areas of
school and had a poor opinion of
their abilities. This had lead to a
degree of social isolation for them
and was contributing in some cases
to behavioural and social difficulties.
The literature indicates that boys use
literacy as a point of contact with
other boys and like to share their
reading experiences (Smith &
Wilhelm 2000; Blair & Sanford 2001;
Love & Hamston 2001). Quiet reading
time as practiced in most classes
precludes the sharing of information
and material, a practice valued by
most boys. The teachers using the
interest packs restructured their quiet
reading times to allow for a period of
either pairs sharing of material or
reporting to small groups about
what had been read, a piece of
learning that had taken place, or an
interesting piece of information that
had been discovered. The teachers
reported less behaviour problems in
quiet reading time, more focused
attention on the reading and an
improvement in group discussions.
Additional behavioural benefits
were that the boys discovered
positive ways of gaining attention
from their class peers, so less
disruptive behaviour was displayed.
Being portrayed as experts in a
particular area and having their input
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valued by their peers contributed to
an improvement in self-esteem.
Aim 3: Resource kit development
The resource kit contains:
❚ Information on the project

method, with particular
reference to the development of
the capacity inventory and
quotes from stakeholders
❚ A copy of the capacity inventory
as a sample
❚ Examples of community literacy
practices identified through the
inventory
❚ Examples of literacy programs
developed for focus boys
participating in the project.
Materials to support the use of the
capacity inventories in the classroom
have been developed. These include:

the identification of specific interests
and skills it is possible to explore
and strengthen the literacy
connections between home and
school and between a boy’s life both
in and out of school. Target boys in
this study were reported to be more
motivated and engaged in literacy
activities as the capacity inventory
enabled:
❚ More explicit connection of

learning to real life events
❚ Use of alternate literacy

materials connected with those
events
❚ Adaptation of teaching and
learning activities to better suit
boys’ learning styles
In terms of community-building and
encouraging community
participation in education, a capacity
inventory approach provides:

❚ A spreadsheet for collation of

data from boys and their
families
❚ Examples of literacy units using
alternate literacy materials
❚ A literacy framework for
developing further contextually
based units of work
The resource kit provides a tool that
assists teachers in gaining an insight
into the lives of their students and
into the community context in
which they live. Support material in
the kit assists teachers to develop
and implement boy-friendly
teaching practices and content
within their classrooms, to illustrate
creative ways of using multiliteracy
skills, and alternate literacy material.

Conclusions
Development of the capacity
inventories
The development of a capacity
inventory for literacy has been a
creative response to an entrenched
problem: How do we engage boys in
literacy? A literacy capacity
inventory focuses on a diverse range
of skills and interests connected with
literacy within the families that
comprise a school community. After

❚ A creative solution to the

development and strengthening
of school–community
partnerships
❚ An opportunity to use literacy as
a focus for the enhancement of
family and community
interactions
❚ A vehicle for empowering
families and developing a
common purpose
❚ A contribution to better
educational outcomes for boys
by making explicit the
connection between literacy
practices at home and school
The tool is suitable for use in
multiple settings and contexts as the
capacity inventory method focuses
on strengths of individuals rather
than deficits, and this enables asset
mapping rather than needs assessment
in a community. A literacy capacity
inventory for parents in a school
community immediately implies
that the school values the practices
of the parents and the diversity of
literacy skills they bring to their
parenting and hence their son’s
education. Acknowledgment of
home literacy practices adds value to

those practices and encourages
parents in their efforts to assist in
their sons’ learning.
The capacity inventory method
enables the process of drawing on
funds of knowledge that boys and
their parents possess by drawing on
the different ethnic backgrounds
and diverse racial and gender
relationships that exist within any
school community. This approach
also values the literacies involved in
mechanical, technological and
interactional activities and hence the
materials used in those practices.
The development of a literacy
capacity inventory has provided a
means of operationalising the
notion that mismatches between
school instructional levels and
cultural practices at home are not
due to deficits in family functioning
but are a function of different
practices between two cultures. It
does this through an exploration
and acknowledgment of the home
practices and utilisation of those
practices within the school context.
The acknowledgment and
incorporation of diversity within the
education context creates
opportunities for dialogue between
schools and parents by enhancing
the view of the parent as a valued
resource in a son’s education.
The capacity inventory allows for
investigation of the activities
associated with literacy undertaken
by mothers and fathers separately
and the impact that this has on
educational outcomes for a boy.
Preliminary results from this project
indicated that mothers and fathers
not only used literacy differently in
their personal lives but also in the
way they interacted with their sons
around literacy activities. The trend
from this small sample was that
literacy (i.e. reading in a traditional
sense) was an activity supervised and
encouraged by the mother. Quiet,
non-action oriented activities in
general were not readily undertaken
by boys who preferred to use their
existing literacy skills in other areas,
such as computer and video games
and construction activities.

Through the literacy capacity
inventories the strengths of
community members, especially
fathers and males, can be identified
by classroom teachers and utilised to
encourage and enhance a broader
approach to boys’ literacy
development. The capacity
inventories will also identify
community resources to support
literacy through the surveying of
text types and strategies used in the
home.

Development of
contextually specific
literacy programs
Current models of pedagogy come
from the constructivist approach to
learning, which is student-centred.
Such approaches require students to
be active in building their own
knowledge through exploration of
current knowledge and exploring
meaning with others in order to
create new knowledge and learning.
Through the use of contextually
appropriate knowledges, materials
and programs, teachers are able to
encourage boys to apply their
existing knowledge to new situations
connected with their lifeworlds.
Several teachers commented that
the curriculum has become so
segmented that it is often hard to
sustain a theme in the classroom.
This lead directly to two teachers
restructuring their language
programs to incorporate a theme
that was run for a term. They
reported that the class was better
able to sustain interest, was more
focused on their work and that the
practical nature of many of the tasks
enabled the boys to take a lead role.

Other teachers also noted that the
boys were more enthusiastic, engaged
and willing to stay on task for a greater
length of time. The teachers reported
that presenting written tasks in a
different format and allowing for
scaffolding of activities (e.g. work
bank development, concept
mapping, prior knowledge charts)
helped the boys to view themselves
as successful learners and
contributed to more positive feelings
about literacy activities.
In the context of current
pedagogical models, the capacity
inventories and the subsequent
development of literacy programs
have been successful through the:
❚ Acknowledgement of cultural

diversity
❚ Incorporation of prior

knowledge from school and
personal lives of the students
❚ Explicit and deliberate attempts
to encourage the participation of
students from all social and
cultural backgrounds
❚ Narrative approaches to teaching
❚ Creation of positive and
supportive relationships within
the classroom
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Tapping into a boy’s world
A literacy hook

An edited version of the literature review for the report on
Developing Boys’ Literacy through Community Literacy submitted
to the Commonwealth Department of Education, Science and
Training in April, 2004.

As boys continue to experience
difficulties in schools with literacy
development, and teachers begin
to discuss and implement
pedagogical models such as
Productive Pedagogies and Quality
Teaching, the question arises: How
will the learning needs of boys be
addressed by changing classroom
practice?
This will be discussed with reference
to four areas: community and
culture, pedagogy, literacy and
multiliteracies, and boys’ literacy.

Pedagogy
The increasing perception of
schooling as a public enterprise and
of the teacher as the ‘frontline
operator’ of a ‘customer serviceoriented institution’ (Scott 1990) has
meant that the practice of the
teacher is necessarily extended
beyond the classroom, and this
extended workbase is also identified
in competency frameworks. The
Desirable Attributes of Beginning
Teachers outlines this expectation of
‘interaction with families and the
community’ (MACTEQT 1994). The
National Competency Framework for
Beginning Teaching includes
‘communicating, interacting and
34
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working with others’ (NPQTL
1996:23) as an area of competence,
and the National Standards and
Guidelines for Initial Teacher Education
includes expectations of graduate
attributes in the areas of students
and their communities, working
with others, and working in schools
and systems (ACDE 1998). Included
within these attributes are
expectations that the beginning
teacher will have ‘an understanding
of the roles of parents in schooling
. . . of models of partnership with
parents . . . of the structures of
parent participation and . . .
developed an ability to work with
parents’ (ACDE 1998:17).
Expectations of school-community
interactions and parent teacher
partnerships, arise from three
distinct rationales. The first is a
‘socio-political rationale’ (Beagley
1997) based on the perception of
education as a social construct in
which school outcomes relating to
the rights and responsibilities
inherent in a democratic society’s
institutions would be achieved by
greater parent participation in
schools. The second is a ‘pragmatic
rationale’ (Beagley 1997) focusing on
the efficiency and effectiveness of
school operation and arguing that

involving parents in schools would
enable those schools to deliver their
services more smoothly, at less cost
and with a more direct focus on
declared aims. The third is and an
‘educational rationale’ (Beagley
1997) which maintains that the
capacity for academic success of
children is increased by the active
participation of their parents in their
schooling.
Cummins’s (1986) framework
argues for a pedagogy in which
students have greater control over
their learning goals and more
collaboration with each other to
achieve those goals. He argues for
four areas of reform in order to reach
a more culturally responsive
curriculum, these areas being:
❚ The incorporation of students’

language and culture into the
school curriculum
❚ Community participation in
education
❚ Pedagogical assumptions and
practices which reflect
constructivist rather than
transmission models of
instruction
❚ Advocacy-oriented assessment
practices

Kalantzis, Cope and Harvey (2003)
argue for a similar overhaul of a
crowded curriculum that would
acknowledge the diversity of
students at both the classroom
practices level and in the ethos of
education, the starting assumption
being that each student brings a
different lifeworld to the learning
environment. In the case of boys
this would entail acknowledgment
of different learning styles as well as
cultural and individual differences.
They argue for a curriculum that
incorporates problem-based learning
and opportunities to work
collaboratively as well as
autonomously with an emphasis on
deep learning.
Models of pedagogy currently
under discussion (e.g. Quality
Teaching NSW, Productive
Pedagogies in Queensland) allow not
only for systematic and explicit
teaching but can be extrapolated to
allow for consideration of context
(classroom, family and community)
and individual differences and
cultural diversity. For boys,
consideration of context and
cultural diversity would allow for
acknowledgment of prior learning
and background knowledge. Implicit
in such acknowledgment would be
consideration of individual
differences and also individual
interests, thus allowing for curricula
to be linked to real-world
experiences and for assessment tasks
to become more authentic.

Community and culture
Parents are readily acknowledged as
their children’s first teachers and
their involvement in children
learning to walk, talk and socialise is
central to a child’s emotional, social
and physical wellbeing. Activities to
learn this impressive array of skills
are undertaken through modeling,
practice, negotiation and
observation. A child’s first contact
with literacy also takes place in the
home through joint construction,
personal engagement with written
language and observation of family
members engaged in literacy

(McNaughton 1995). In the past,
many educators have viewed the
home as a provider of basic skills
and an arena for practice, and the
significance of the role of the home
in the development of higher order
skills has only recently begun to be
acknowledged.
The contributions of parent
interaction to positive educational
outcomes for their children have
been shown to result in:
❚ Higher academic achievement

(Henderson & Berla 1995)
❚ An improvement of self-esteem,

behaviour and motivation of
students (Henderson & Berla
1995)
❚ Increased student attendance
(Berger 1991)
❚ Positive attitudes towards school
by both parents and students
(Henderson, Marburger & Ooms
1986)
❚ Improved teacher morale and
parent satisfaction with teachers
(Henderson & Berla 1995; Rich
1988)
The most accurate predictor of a
student’s achievement at school is
not income, ethnicity, or parents’
educational background. Rather it is
the extent to which the student’s
family is able to create a home
environment that encourages
learning; communicate high, yet
reasonable expectations for their
children’s achievement and future
careers; and become involved in their
children’s education at school and in
the community (National PTA 1997).
Implicit in the acknowledgment of
home factors for a child’s
educational wellbeing is the notion
that children’s development must be
understood in terms of (and indeed
is affected by) multiple contexts
(Bowes & Hayes 1999).
Bronfenbrenner’s bioecological
systems model (cited in Bowes &
Hayes 1999) sees the child as
developing within a complex system
of relationships, within multiple
environments — in essence the child
is at the centre of a number of

concentric circles all with permeable
boundaries and an intricate system
of interactions. There are four
components of the model:
1.The microsystem represents the
activities and interaction patterns
within the child’s immediate
surroundings, usually the family
2.The mesosystem represents
connections between children’s
immediate settings, such as the
home and school
3.The exosystem represents
relationships and conditions that
indirectly affect children, such as
parents’ social networks
4.The macrosystem represents the
values, laws, and customs that
shape a culture
When applied in an educational
setting, the model allows for the
argument that, in order for
constructive relationships to be
developed between school and
home, teachers must develop an
understanding of their students’
experiences of family, home and
community (i.e. an understanding of
biography and environment). Such
an understanding will allow teachers
to plan for the child’s learning by
drawing on existing funds of
knowledge (Moll 1992) and
experience, then move the child
along to encounter new knowledge
and new life experiences.
Such a conception of a child’s
contexts fits with sociocultural
theory that recognises the
importance of the relationship
between home and school learning
and the positive impact that
optimising such a relationship can
have on the educational outcomes
for a child (Gee 1990; Rogoff 1990).
Sociocultural theory argues that
minority or disadvantaged students
are often disadvantaged because
home and community skills (funds
of knowledge) are not acknowledged
in school curricula (Moll 1992), and
further that the culture and purposes
of institutionalised education means
that the achievement of outcomes
can vary considerably depending
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upon the group to which one
belongs (Kalantzis & Cope 2003;
Luke 2003).
Researchers are increasingly calling
for consideration of home and
community contexts in the literacy
development of students,
particularly boys. If literacy is seen
as a social practice and the many
forms of literacy acknowledged, then
researchers need to understand the
groups and institutions through
which individuals are socialised, in
order to understand their literacy
needs. (Bruner 1986; Gee 1990).
Crucial to this understanding is the
investigation of conditions under
which students from minority and
disadvantaged groups do well.
Cummins (1986) and Cairney and
Ruge (1998) investigated the
conditions under which the
language and cultural diversity of
students could be acknowledged,
and thus outcomes for students
improved. Included among the six
factors identified by Cairney and
Ruge were:
❚ Staff belief that all children

could succeed, irrespective of
language or cultural background
❚ Language was used in an
integrated way across the
curriculum
❚ Parents were actively involved in
activities in the school and were
seen as playing an important
role in their children’s
educational success
These conditions point to the need
for a strengths perspective and
acknowledgment of capacities,
including cultural and linguistic
diversity.
In a review of the literature,
Cairney (2000) argues that not only
should cultural and language
diversity be acknowledged, but that
pedagogy and curriculum need
reform in order to cater for students
from diverse backgrounds to
improve educational outcomes. He
further argues for the development
of genuine partnerships between
communities and schools which will
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enable a mutual understanding of
the educational process.

Literacy, multiliteracy and
alternate literacies
Definitions and conceptualisations
of the activities and practices
surrounding literacy and its
development as a skill have
undergone considerable reframing in
the past ten years. Many researchers
have highlighted the necessity of
rethinking literacy definitions (and
therefore practices) informing the
teaching of literacy skills, if
schooling is to be equitable and
meaningful for all students. Implicit
in this reframing is the
consideration and inclusion of
information from the home and
cultural contexts of students.
Two definitions of literacy that
highlight the differences that exist
in conceptions of literacy are offered
below:
Literacy is the ability to read and use
written information and to write
appropriately in a range of contexts.
It is used to develop knowledge and
understanding, to achieve personal
growth and to function effectively in
our society.
Department of Employment,
Education and Training 1991,
Australia’s Language and Literacy
Policy, Canberra 1991
Literacy . . . is about being faced
with an unfamiliar kind of text and
search for clues about its meaning
without immediately feeling
alienated and excluded from it. It is
also about understanding how this
text works in order to participate in
its meanings and about working out
the particular context and purposes
of the text . . . literacy is about
actively communicating in an
unfamiliar context and learning from
your successes and mistakes.
Australian Council of Deans of
Education, 2001

In an extensive review of the
literature on home school
connections in literacy development,

McCarthey (2000) argues that in the
past concepts of literacy have been
closely aligned with class (chiefly the
middle class) to the detriment of
children from diverse socioeconomic
and ethnic/cultural backgrounds.
While parents of all backgrounds are
concerned about their children’s
literacy development, the
narrowness of the definition of
literacy and its related practices has
excluded many literacy-based
activities identified by researchers in
homes of diverse backgrounds. A
narrow conceptualisation of literacy
has been reinforced by teaching and
learning practices which
traditionally have adopted a deficit
view of literacy development and
thus focused on a transmission
model of instruction (rote learning
and the mechanics of literacy) which
left few opportunities for student
choice.
Incongruencies between schoolbased literacy practices and
expectations and home-based
practices have contributed to the
development of barriers between
home and school. Differing attitudes
to the nature, purpose and use of
literacy (Gee 1990; Heath 1983) and
differing perspectives about the
functions of literacy (entertainment
or a functional skill to be developed)
have been identified as reinforcing
the home–school divide on literacy
development.
McCarthey (2000) concludes that
successful development of
productive home-school connections
should include the following
practices:
❚ Understanding students within

their family and cultural context
❚ Drawing from the community as
a resource
❚ Using discourse strategies that
promote connections
If teachers are to truly understand
the family and cultural contexts of
their students then literacy as a
concept will need to encompass
interrelations between print, visual
and audio texts of increasing

cultural and linguistic diversity.
Hagood (2000) uses the term
multiliteracies to incorporate the
increasing diversity of speaking,
reading and writing skills used in
personal, home/community and
school settings. This is a term
increasingly used by researchers to
highlight the growing range of skills
and situations in which aspects of
reading, writing, talking and
listening are used.
New London Group (1996) argues
that a pedagogy of multiliteracies
should include the expanse of
cultures, the diversity of text types
and languages that people encounter
in their everyday lives. Individuals
construct meanings for language
encountered through a range of
tools, social and educational, and
these tools vary from one
community to another.
They argue that a pedagogy of
multiliteracies would include:
❚ Situated practice: The curriculum

incorporates authentic learning
and is related to children’s real
life experiences and events
❚ Overt instruction: explicit
teaching of text features and
processes
❚ Critical framing: Development
of critical literacy skills in order
to understand ways in which
texts can be used to inform as
well as influence
❚ Transformed practice:
Transference of skills and
processes from one text type and
situation to another
Gardner (1983) is often quoted
for his work on multiple
intelligences and for promoting
the conception of a range of
aptitudes that had not previously
been considered within the school
context. Similar attitudes are now
developing towards literacy. Voss
(1996) argues for greater definition
to delineate between acquired skills
and innate biologically based
multiple intelligences.
Voss uses the term multiple
literacies to refer to culturally and

socially acquired behaviours and
skills. This has been expanded in the
literature to become alternate
literacies. Such terminology is
generally acknowledged to include a
wide range of activities and skills
that have not traditionally been
regarded as literacy but which
students — and in particular boys —
are using to inform their lives and
their learning. Such skills are used
in:

activities and uses of literacy
from their home and
community settings
❚ Be explicit in making the
connections between home and
school
❚ Encourage critical thinking and
literacy skills
❚ Allow for and assist in the
transference of skills from one
text type to another

Boys’ literacy
❚
❚
❚
❚

Computer literacies
Information literacies
Visual literacies
Mechanical literacies

Materials that accompany such skills
may include text-based video games,
cheat sheets (downloaded clues for
video games), music lyrics,
instruction manuals, magazines and
newspapers, catalogues and
brochures, and posters.
A revised definition of literacy and
the activities surrounding it allows
for a greater appreciation of how
diverse groups use literacy. While all
students will benefit from the
changing conception of literacy,
such changes will impact directly on
the learning of boys. Through
recognition of the uses boys make of
literacy and the incorporation of
those uses into teaching and
learning activities, teachers will
develop a more positive view of
boys’ lives outside of school, and
this in turn will reflect a more
positive image which will assist the
boys to view themselves as literate
learners.
Therefore, for boys to be
motivated and engaged in literacy
development, the elements of a
pedagogy of multiliteracies need to
be present. Further, alternate literacy
materials associated with those
multiliteracies should be utilised by
classroom teachers. Thus, for literacy
to be meaningful for boys, their
learning needs to:
❚ Be linked to their lives outside

school
❚ Incorporate elements of their

The need for successful interventions
in boys’ literacy is now well
established. The dramatic difference
in literacy rates of boys and girls,
and falling literacy rates of boys over
time, particularly in rural and low
socioeconomic areas and amongst
the Indigenous population, has been
well documented (DETYA 2000).
Traditional conceptions of literacy
and associated teaching and learning
programs have not fully met the
literacy needs of boys. Schools are
only just acknowledging the impact
that their local communities and the
contexts of boys’ lives have on
literacy development, and
consequently are only beginning to
look towards the community for
assistance in finding solutions to the
complex issues that impact on boys’
literacy.
Many boys are failing to develop
critical literacy skills (Rowe & Rowe
2000). Brown (1997) identified three
key components in the development
of critical literacy, namely:
❚ Valuing a diverse range of

community texts
❚ Valuing texts that are familiar

and reflect the interests of the
reader
❚ Drawing on a wide range of text
types and presentations
These key components cannot be
met within a traditional conception
of literacy. However, if a teacher
were to incorporate such
components into literacy
development by identifying and
using literacy resources and
opportunities that are grounded in
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the experiences and interests of the
students, i.e. find out what
motivates and captures a boy’s
interests, it can be argued that
literacy levels would improve.
Kalantzis and Cope (2003) argue
that the experiences and interests of
learners are central to a successful
curriculum that is inclusive and
engaging for learners and ultimately
transforming. The lifeworld
experiences learners bring to any
learning situation are diverse, and in
order to achieve equity of outcomes
prior knowledge and capability
needs to be acknowledged.
The lifeworld experiences (who
and what they are) of boys are
increasingly being recognised as a
crucial component in the
development and achievement of
literacy skills.
Part of the shift to considering
boys’ lives outside school is the
growing recognition that boys’ uses
and conceptions of literacy are
changing. Smith and Wilhelm
(2000) found that while boys valued
school-based reading in theory, they
often rejected it in practice because
the school-based reading was not
characterised by the qualities that
marked the activities (both literate
and not) that the boys pursued out
of school. Teachers tend to use
conventional wisdom to reinforce
traditional notions of gender and
gender preferences, denying boys
wider choices and chances to
expand their tastes. Teachers and
school curricula tend to value
particular types of literacy that may
differ from the wide range of literacy
opportunities open to boys in
community settings, thus missing
literacy opportunities and strengths
of boys and the community
(Maloney 2000).
Blair and Sanford (2002) tracked a
group of Canadian elementary
school boys over three years.
Through interviews, classroom
observations and observations of the
literacy activities in which the boys
were engaged they concluded that
boys were morphing literacy. They
were taking the skills of reading and
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writing and adapting the skills to
meet their own needs, and often this
was in relation to meeting their
social needs. Blair and Sanford noted
that seemingly off-task and noisy
behaviour was actually the product
of sharing a particular point of
literate learning, although it might
have been around a computer or
other piece of technology. The boys
were using literacy to shape their
identities and develop shared
interests with friends.
Analysis of the interviews with the
boys in Blair and Sanford’s study
revealed five themes around which
their literacy practices were
constructed: personal interest,
action, success, fun and purpose.
If boys are to be engaged in
literacy, then these are the elements
which teachers need to incorporate
into their teaching and learning
activities. Blair and Sanford
concluded that boys are selective in
what they read and the reading
strategies that they use. Therefore, if
teachers are to meet the need of
boys then boys’ strengths must be
recognised and a broader view of
literacy incorporated into the
dominant pedagogy.
This is consistent with the
findings of Alloway, Freebody,
Gilbert and Muspratt (2002) from a
wide-ranging study that found that
boys were eager to engage with ‘real
life’ literacy contexts and practices.
As such boys were more easily
engaged in literacy activities if
multimodal literacies were involved
and if they were able to demonstrate
their literacy competence in an
active way (e.g. debating, acting).
Teachers use of real and popular
culture materials in literacy
activities, allowing for choice and
capitalising on personal experience
were all seen as contributing to an
improvement in the literacy rates of
the boys involved in the study.
The evidence in support of a
broader view of literacy (i.e. the use
of multiple intelligences for teaching
and learning activities, the use of
real life materials, drawing on real
life experiences and allowing choice)

supports a new approach to boys’
literacy.

Conclusion
There are differences between the
language and literacy of school and
that of homes and communities
(Freebody, Ludwig & Gunn 1995;
Cairney, Lowe & Sproats 1995) and
such differences have been identified
as a significant factor in the
achievement of outcomes for
students at school (Heath 1983).
When literacy is seen as a social
and cultural practice (i.e.
sociocultural) then it follows that
the practice of literacy will vary
considerably within the diverse
groups of any given community.
Researchers into literacy
achievements among minority
groups and diverse cultural groups
have called for research into family
literacy practices in order to
contribute to our knowledge of the
impact of variations in the
understanding of and use of literacy
in the home and school (Cairney &
Ruge 1998; Ogbu 1992; Hannon
1995).
While such studies have often
concentrated on particular language
groups and identified cultural
groups, every family has a unique
composition and way of
interrelating that will impact on its
operations and belief structures. If
literacy is a social practice, then
within sociocultural theory it is
feasible that every family will have
unique attitudes and practices
around literacy. As such, each is
worthy of investigation, regardless of
their affiliation with larger ethnic or
cultural groups.
The Boys’ Literacy Project,
conducted by the Boys in Schools
Program of the Family Action
Centre during 2003, investigated
the literacy practices of families in
order to facilitate greater
engagement and motivation of boys
in literacy activities at school. By
drawing on the research into
pedagogy, multiliteracies and
community involvement the
project showed that it is possible to

link school and home literacy
practices, resulting in improved
engagement and motivation of boys
in literacy activities.
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Large benefits, low cost
An analysis of Britain’s ‘Literacy Hour’
In 1998 Britain introduced its National Literacy Strategy. Here
Stephen Machin and Sandra McNally illustrate that not only did the
strategy work, it succeeded at a relatively low cost.
In 1999 the Moser report (DEE
1999) identified one in five adults
in the UK as being functionally
illiterate. How do we ensure that
the next generation of adults does
not suffer the same fate? The
National Literacy Strategy
(introduced in September 1998) is
a major initiative aimed at
resolving these problems at
primary school. This strategy
involves a daily ‘literacy hour’,
with a practical structure for time
and class management and
teaching objectives for each term.
But does it work? The government
has been criticised for failing to
meet its own targets for tests at the
end of Key Stage 2. Although
economists have had much to say
about the effect of increasing
resources on pupil attainment,
they have generally not considered
the effect of changing the content
and structure of how a subject is
taught.
We present evidence that ‘the literacy
hour’ works. It comes from the
National Literacy Project (NLP),
which was an immediate forerunner
of the National Literacy Strategy
(NLS). This introduced the ‘literacy
hour’ into a subset of schools within
a number of Local Education
Authorities. We show that the policy
not only led to a substantial
improvement in attainment, but it
did so at a low cost. It also had a
marked impact on the well-known
‘gender gap’ (favouring girls) as it had
a larger differential impact on boys.
The NLP was aimed in particular at
trying to improve the low levels of
reading and writing skills in many
badly performing inner city schools.
An Office for Standards in Education
40
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(OFSTED — the administrative body
with responsibilty for inspecting every
state-funded school in England at
least once every four years) report at
the time was critical of the teaching
practices in such schools, which
included problems like free reading
with little or no intervention by the
teacher and too much time hearing
individual pupils read. In the same
way as the NLS, the NLP changed the
content and structure of how literacy
was taught. This new approach was
based on educational research and on
international experience of similar
schemes, especially in the USA. Since
the NLP was introduced to only a
subset of schools two years prior to
the NLS (which affected all schools),
this gives us an opportunity to
evaluate the effects of ‘the literacy
hour’ by comparing the educational
attainment of children in NLP schools
compared to that in similar schools
where the NLP was not introduced.
The NLP was introduced in some
400 junior schools during the school
years 1996–97 and 1997–98. (It was
also launched in 112 infant schools,
but this part is not relevant here.)
About 80% of NLP schools were
located in inner cities, where the
most disadvantaged schools in
England are concentrated. Most
schools entered the project because
they had weaknesses in reading. The
planned cost of the NLP was £12.5
million over five years.
The descriptive part of our overall
findings is presented in Table 2
(p 42). The upper part of the table
shows two primary school
attainment measures for three
consecutive years: the mean
percentile reading score, and the
percentage reaching Level 4 or above
in Key Stage English. Although

average performance levels are lower
in NLP schools at each point in time
(which is taken account of in the
regression approach) an interesting
pattern emerges. In ‘before and after’
terms, there is clear evidence of
improvement in the NLP schools,
compared with the control group.
For reading, the mean reading
score goes up 2.1 percentile points in
the NLP schools and falls by 1.1 in
the control group. The same relative
pattern of improvement is seen for
KS2 English, where the percentage of
pupils attaining Level 4 or above
rises by more in NLP schools (by
12.2 percentage points compared
with 8.8 in the control group).
The lower part of the table shows
statistics on secondary school
performance in GCSE English five
years later. Currently, this can only
be done for the 1997 cohort of NLP
schools, which only had one year of
exposure to the literacy hour. Again,
the changes are larger in the NLP
schools, with the figures going up by
3.4 percentage points as compared
with 1.1 percentage points in the
control schools.
Our analysis, of course, needs to
allow for differences in the
characteristics of schools, and the
data allows us to control for a large
number of factors. These include
information on outcomes (e.g.
results, absences), inputs (e.g. pupilteacher ratios), social disadvantage
(e.g. percentage of students eligible
for free school meals or with special
educational needs) and type of
school (e.g. single sex, grammar). A
full account of the methodology will
be found in our forthcoming Centre
for the Economics of Education
(CEE) Discussion Paper.
Taken as a whole, the results of our

The data
The empirical analysis is based on administrative records
of pupil-level attainment and on school-level data. For
pupils, the data consists of detailed information on
educational attainment from when they were of age 11
and age 16. At age 11, all pupils in England are tested at
the end of ‘Key Stage 2’ (i.e. the phase of education from
7–11 years, as stipulated in the National Curriculum). At
age 16, exams at the end of ‘Key Stage 4’ (i.e. GCSE or
GNVQ) mark the end of a pupil’s compulsory education.
The first available year of national Key Stage 2 data for
pupils is 1996, the school year before the National Literacy
Project was introduced (we refer to school years according
to when pupils took the exam — so ‘1996’ refers to the
1995/96 school year). The NLP was introduced for two
cohorts, in 1997 and 1998. Pupils within the first cohort
finished their compulsory education in 2002. Hence, to
evaluate the impact of the NLP on attainment at
secondary school, we match pupil records from 1996 (i.e.
pre-NLP) and 1997 with GCSE/GNVQ attainment data in
2001 and 2002 respectively. (At the time of writing, we do
not have data on 2003 GCSE results and therefore cannot
perform the secondary school analysis for the second
cohort of children affected by the NLP).
The pupil-level files have detailed information on
attainment, gender and codes for the schools attended,
which allows us to match national school-level data from
the School Performance Tables and files from the local

regression analysis strongly
corroborate the view that the literacy
hour under the NLP significantly
raised pupil performance in the
primary schools that were exposed to
it. Furthermore, for the first cohort
of children exposed to the literacy
hour, there is a positive and
statistically significant effect of the
policy on GCSE results in English at
age 16.
We were also interested to see
whether the literacy hour had a
differential impact on boys and girls.
Boys have traditionally performed
worse than girls in literacy-related
activities. For example, in 1996 (the
year before the NLP was introduced)
only 49% of boys achieved Level 4 or
above in KS2 English, compared with
64% or girls (see Table 1). If it is
correct that boys have a greater

education authority and School Information Service
(LEASIS). We concentrate on two outcome measures at the
end of primary school: the percentile reading score and
the percentage of students attaining Level 4 or above in
Key Stage 2 English. The latter measure is a key policy
indicator and is the standard deemed to be appropriate at
age 11.
The NLP was introduced in some 400 schools, of which 80%
were in inner cities — several LEAs in London and also in
Sandwell, Liverpool, Manchester, Sheffield, Newcastle and
Bristol. NLP schools represented about 40% of all primary
schools within these LEAs. Three county councils
(Hampshire, Essex and Norfolk) ran the remaining NLP
schools, representing only about 7% of all primary schools.
In order to establish a control group against which to
measure the performance of NLP schools, we identified
geographically adjacent LEAs not involved in the NLP. (If
there was more than one, we chose that with the closest
pre-policy performance profile.) Where we could find no
close control comparison for an NLP authority, it was
dropped from our sample. This affected the county
councils and Bristol, where the city is completely
surrounded by semi-rural areas. However, our sample
comprises 72% of all NLP schools in England.
As a robustness check, we have also estimated
regressions for a control group consisting of all other
maintained schools in England.

problem than girls with concentration
and focus, it might be expected that
NLP would benefit them more.
We do indeed find such a gender
difference in the NLP impact at
primary school. For reading, the
literacy hour raised boys’ mean
percentile scores by somewhere
between 2.5 and 3.4 percentile
points. The probability of achieving
Level 4 or above in KS2 English was
up by between 2.7 and 4.2% for
boys. Effects for girls were
considerably smaller and not always
statistically significant. Hence, the
NLP had a large impact on the oftcited gender gap in literacy.
It is interesting to put this finding
for the 1997 cohort against the
national figures for attainment in
English given in Table 1. It is evident
that the gender gap in primary school

reading and English has reduced in
recent years. Our findings are entirely
consistent with the literacy hour
having continued to play an
important role since the NLS was
introduced.
The question remains as to
whether the policy was cost
effective. We do this by comparing
the per pupil costs of the policy with
the economic benefits, as reflected
in predicted labour market earnings.
The main costs of the NLP were 14
local centres (each about £25,000 a
year) and literacy consultants in
each participating Local Education
Authority (about £27,000 a year for
each consultant). Schools also
received some funding for teacher
training and resources, which was
broadly the same for each school
(though some account was taken of
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Table 1. Primary and secondary school English attainment 1996–2002
A. Primary school attainment
% of pupils achieving Level 4 and above in Key Stage 2 English
1996
1997
1998
1999
2000
2001

2002

All
Boys
Girls

75
70
79

57
50
65

63
57
70

65
57
73

71
65
76

75
70
79

75
70
80

% of pupils achieving Level 4 and above in Key Stage 2 Reading
1996
1997
1998
1999
2000
2001

2002

All
Boys
Girls

82
78
85

80
77
83

B. Secondary school attainment
% of pupils achieving Grade C or above GCSE English
1996
1997
1998
1999
2000

2001

2002

All
Boys
Girls

59
51
66

56
48
64

n/a
n/a
n/a

49
40
58

67
63
71

71
64
79

52
43
61

78
75
82

51
42
59

53
45
61

83
80
86

54
46
62

Change % points
1996–2002
18
20
14

Change % points
1997–2002
13
14
12

Change % points
1996–2002
7
8
6

Note: Data from Department for Education and Skills national statistics.

Table 2. Descriptive statistics
NLP Schools
A. Primary school attainment
1996
1997
Percentile
reading score
% reaching
Level 4 or above
in KS2 English
No. of pupils
No. of schools

1998

44.4

45.3

46.5

37.3

47.6

49.5

12645
283

12586
284

12814
283

B. Secondary school attainment
2001
Percentage with
GCSE Grade A*–C
in English
No. of pupils
No. of schools

Control LEA schools

2002

38.7

42.1

5142
147

5167
145

change
1996–98
2.1
(.8)
12.2
(.9)

change
2001–02
3.4
(1.1)

1996

1997

1998

53.9

53.2

52.8

50.5

57.8

59.3

22461
553

21976
551

22172
547

2001

2002

47.3

48.4

18956
549

19553
551

Notes: Panel A covers cohorts 1 and 2 of NLP, whilst Panel B only considers cohort 1
(due to lack of GCSE data for 2003). Standard errors in parentheses.
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change
1996–98
-1.1
(.5)
8.8
(.6)

change
2001–02
1.1
(.6)

the pupil-teacher ratio). However,
since the National Literacy Strategy
was introduced two years after the
NLP, only the first two years of the
original £12.5 million five-year
program are relevant. The total cost
per annum was thus £2.5 million (or
about £2.8 million in 2001 prices).
The cost per pupil involved was just
over £25 a year.
It might be argued that the literacy
hour takes teaching effort and
resources away from other subjects
and that this indirect cost effect (via
substitution) should be taken account
of in a cost–benefit calculation.
However, literacy was being taught in
some form before the policy for the
same kind of time. Therefore, the
literacy hour represents a change in
how reading and writing are taught,
rather than an increase in the time
devoted to the subject. There are also
likely to be positive spillovers
between pupil subject areas and
associated teacher practice.
First, since the ability to read and
write are important generic skills, an
improvement in how these skills are
taught might lead to improved
performance in other subjects.
Secondly, the literacy hour is likely to
have caused teachers to re-evaluate
their teaching methods in other
subjects. This is important in English
primary schools because generally
pupils within a particular year group
are taught every subject by the same
teacher. We do indeed find some
evidence linking the literacy hour to
higher levels of achievement in

Mathematics. Thus, if anything, the
effects of the NLP are likely to be
underestimated in our approach.
To estimate benefits of the policy
we investigated the impact of
reading scores on future labour
market earnings, using the British
Cohort Study. This is a panel survey
of all those living in Great Britain
who were born between 5 and 11
April 1970. We regressed the log of
labour market earnings (at age 30, in
2000) on age 10 percentile reading
scores (from 1980). We then included
controls for various factors, like
gender, region, family background
and highest educational qualification
achieved by age 30. Since the
educational qualification variable is
likely to partly capture the effect of
the reading score, the effect of
reading on labour market earnings is
likely to be an underestimate when
this variable is included.
These estimates are inevitably
broad brush, but assuming that the
pupil goes on to work from age 20 to
65 and using a discount rate of 3%,
we estimate under a number of
realistic assumptions the present
discounted value of the cumulative
effect of the literacy hour to be
somewhere between £2,000 and
£5,500.
Whichever way one looks at it, the
benefits of the literacy hour seem to
be large and the costs small. These
findings are of considerable
significance to the wider debate about
what works best and cost effectively
for improving pupil performance.

Stephen Machin is Professor of
Economics at University College
London, Director of the Centre
for Economics of Education and
a Programme Director (of the
Skills and Education Research
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Performance at the London School of Economics.
He is currently one of the editors of Economic
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at Harvard University (1993–94) and at the
Massachusetts Institute of Technology (2001–02).
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boys &
families
Literacy Strengths Resources
What are the Boys & Families:
Literacy Strengths Resources?
The resources focus on the literacy strengths of boys and
families to enhance boys’ literacy. By drawing on their
interests and skills, and their uses of non-traditional
literacy materials, it is possible to improve boys’
engagement and motivation in literacy activities at
school. Included are three surveys for mothers, fathers
and boys.

How will the Resources help the literacy
skills of the boys in my class?
Boys’ literacy skills improve when they are motivated.
The Boys’ Survey will tell you:
❚ what a boy is interested in
❚ what a boy likes to read
The manual will show you how to use that information in
the classroom.

Why do I need to know about how mothers and
fathers use their literacy skills at home?
Modeling of reading and writing skills in the home
influences a boy’s view of literacy, and there are many
ways that adults use their literacy skills. Boys need to see
reading and writing as relevant.
The Mothers’ and Fathers’ Surveys will tell you how
reading and writing skills are applied in the home.
The manual will provide a step-by-step guide to using
those interests and alternate literacy materials in the
classroom.
To order the Boys & Families: Literacy Strengths
Resources for $55.00 (inc. GST) contact
The Boys In Schools Program
The University of Newcastle
Callaghan NSW 2308
Phone + 61 2 4921 8739
Fax + 61 2 4921 8686
Email health-boysinschools@newcastle.edu.au
Website www.newcastle.edu.au/boysinschools
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Review
Indij Readers for LITTLE FULLAS / Indij Readers for BIG FULLAS
Joshua McDonald is a fourth-year
teacher education student at the
University of Newcastle, currently
working with students at Carrington
Public School. He asked boys from his
reading groups to take a look at these
readers. The thumbs-up verdict came
from Indigenous and non-Indigenous
boys alike.
This series of books had an immediate
appeal to the majority of the boys. The
younger boys had an instant recognition
of the Indigenous nature of the texts. All
boys enjoyed seeing Indigenous people
in the illustrations and the use of familiar
locations, such as Redfern and Wilcannia.
The stories used everyday activities and
routines, which increased the appeal of
the series with the boys, as they were able
to relate to the characters within the
texts. Familiar language also increased the
appeal. For example, in The Emu Egg:
‘Good cake, eh?’ I said.
‘Flamin’ big cake, girl,’ said Uncle Greg
on his third slice.
The boys who took part in the review
continually commented that they liked
the illustrations used to accompany the
texts.
The younger boys were very impressed
with the text What We Count, Then and
Now. They enjoyed the use of numbers
within the text and the comparisons
made between old and new practices.
The boys particularly enjoyed the text All
the Questions You Ever Wanted to Ask

ADAM GOODES. The senior students had
an opportunity to read this text in a
guided reading situation. For the entire
session they were interested. When it
came time to read the text the boys were
engaged and were able to discuss AFL,
Adam Goodes and other Aboriginal AFL
players. They also enjoyed the way the
text was presented. The interview style
made it easier for them to follow what
could have been a quite challenging text.
When all of the boys in the review were
asked if non-Indigenous students would
enjoy the texts all agreed that they would.
I asked a small number of non-Indigenous
students to participate. The students had
a similar response to the Indigenous
students. The non-Indigenous students
said that they enjoyed the content and
presentation of the texts and would

recommend them to their friends, saying
that other students their age would enjoy
reading them.
These readers will prove to be a valuable
resource for increasing the literacy level of
both Indigenous and non-Indigenous
boys alike. The texts are presented in a
relevant and interesting way using an
Aboriginal perspective, an approach
suggested in guidelines outlined in the
New South Wales Aboriginal Education
Policy (1996).
The teachers’ guide incorporates reading
and writing activities based on the texts.
The section dedicated to using certain
texts as plays is an interesting feature,
combining reading, writing, talking,
listening and drama to improve the
literacy levels.

The Boys in Schools Bulletin

45

Professional Development for Educators
At the Boys in Schools Program, we are passionate about
boys’ education. We really want to help teachers and parents
get the best for our boys and from our boys.
Schools, communities and families all over
Australia are grappling with the issues of
how best to educate boys. Boys’ low levels
of literacy, poor academic achievement,
aggression and harmful risk-taking are
seen as serious problems in our
community.
Would you like to know:
❚ how to fully engage boys in classroom

learning
❚ how to help boys use all of their

intelligences
❚ how to bring out the best behaviour in

boys and develop their self-confidence
❚ what a boy-friendly school might be

like?
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The Boys in Schools Program offers a
strengths-based approach to engaging
boys, individually and in groups, that
recognises the importance of male
identity and uses the potential resources
of energy, humour and safe risk-taking
that boys and older males are likely to
bring to any situation. The program offers
knowledge and skills development in
educating boys for professionals and
parents across Australia through
workshops, seminars, training programs,
postgraduate courses and publications.

Our postgraduate programs will change the way you work with boys
If you are one of the many teachers out
there in the dark recesses of the staffroom
trying to work out how to survive the boys
in 8.8 last period, our postgraduate
programs may be what you need.
We can help you in your struggle with
boys who refuse to cooperate with your
efforts to educate them.
The Boys in Schools Program offers both a
Graduate Certificate and a Master’s
program specialising in educating boys.
These programs are the first in Australia
for practising teachers who wish to
develop their professional expertise in
educating boys in various settings,
primary, secondary, single-sex or coeducational schools.
The programs are available by distance
mode through the School of Education,
University of Newcastle, and are delivered
by the staff of the Boys in Schools
Program. This means you can upgrade
your skills and specialise in educating
boys, no matter where you teach.

In its short history our postgraduate
education has had a major impact due to
its practical and innovative nature, as our
first students found:
❚ We’ve changed our whole reporting
system to parents as a result of an
assignment I did on benchmarking.
Principal, large private boys’ school
❚ I’ve been able to implement programs
for boys with nearly every assignment
we’ve done. This is a very practical
course.
Assistant principal, rural co-ed high school
❚ The readings are very exciting. They
really got me thinking about boys.
Female primary school teacher
❚ Where did you find all this up-to-theminute information? I haven’t seen it
anywhere else.
Male teacher, urban public high school
❚ Each of the assignments completed
could be used within the school
environment in one way or another to
improve boys’ learning.
Male teacher co-ed regional high school

Course details
The program offers flexibility for busy
teachers. At least three courses are offered
each semester and students can begin
either semester one or two. On
completion of the Graduate Certificate
graduates can apply to continue to
complete the Master’s program. To
complete the Graduate Certificate
students must successfully complete a
total of 40 credit points made up of one
core course and three electives. Graduates
can apply to continue on to the Master’s
program. For the Master’s program,
students need to complete 80 credit
points.

The program is full-fee paying, with
payment of the fees directly
to the university. Costs are likely to be
$750 (inc. GST) per course. There is also a
general service charge. Course fees may be
a legitimate tax deduction.

enrolling
now for
2005

More information is available at
www.newcastle.edu.au/courseinfo/handbook.htm
or contact Michelle Gifford on 02 4921 8739 or
email Michelle.Gifford@newcastle.edu.au

The Boys in Schools Bulletin

47

Do you want a whole-school
approach for Rock and Water?
The Boys in Schools Program and Gadaku Institute now offer
a one-day introductory Rock and Water workshop

One-day introductory
The Boys in Schools Program can now
offer one-day introductory workshops
around Australia with our newly qualified
instructors who have been trained
extensively by Freerk Ykema.
The one-day workshop provides a survey
of the entire course focusing on the first
four lessons of the program which include
standing strong physically and mentally,
introduction to the Rock and Water
attitude (in physical and verbal
confrontation), Rock and Water in the
schoolyard and in relationships (What
kind of friend am I? Too rocky, too
watery?) It will also include breathing
exercises, exercises for boundary
awareness and body language
This is a great way to familiarise many
staff with the Rock and Water principles in
your school/organisation. Maximum of 30
participants per workshop.

Total cost: $2300.00 (inc GST) plus any travel
and sundry expenses. Price includes 15
starter manuals, one basic exercise video,
one perspective theory book, and is
presented by our qualified instructors.

Three-day course
The Rock and Water Course offers teachers
a new way to interact with boys in
relationship to their physical and social
development, though the program can
also be taught to girls.
Physical exercises are constantly linked
with mental and social skills. In this way
the program leads from simple self
defence, boundary and communication
exercises to a strong notion of selfconfidence.
The program offers a framework of
exercises and thoughts about boys and
manhood to assist boys to become aware
of purpose and motivation in their life.

Topics include: intuition, body language,
mental power, empathic feeling, positive
thinking and positive visualising.
Discussion topics in the three-day course
include bullying, sexual harassment,
homophobia, goals in life, desires and
following an inner compass.
Advance Training (Completion of the
three-day training is essential)
Completion of Level II training will enable
you to conduct one-day workshops to
staff and/or parents specialising in
Lessons 1–4 which emphasise on standing
strong, the rock and water attitude in
physical, mental and social context:
dealing with pressure from others. You will
also be able to conduct two-hour
information sessions or presentations. This
will enable your organisation to be able to
use a whole school approach in the
language and concept of the Rock and
Water (conditions apply).

There are two Rock and Water National tours yearly: March/April/May and October/November/December.
New South Wales, Australian Capital
Territory, Northern Territory
All NSW, ACT, NT tours and one day
introductory workshops are organised
by The Boys in Schools Program.
For registration and information contact:
Michelle Gifford at the Boys in Schools Program,
Family Action Centre, University of Newcastle
Ph: 02 4921 8739
Fax: 02 4921 8686
Email: Michelle.Gifford@newcastle.edu.au
Newcastle
November 1, 2, 3 (3-day seminar) full
November 8 (1-day refresher)
Murwillumbah
November 10, 11, 12 (3-day seminar)
Sydney
November 15, 16, 17 (3-day seminar) full
Canberra
November 18, 19, 20 (3-day seminar)
South Australia
Adelaide
October 11, 12, 13 (3-day seminar)
Contact: Stephen Webber, St Peters College
Ph: 08 8362 3451
Email: swebber@stpeters.sa.edu.au
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Queensland
Gordonvale (North of Cairns)
April 18, 19, 20 (3-day seminar)
Contact: Brian Dowling, Djarragun College
Ph: 07 4056 3555
Fax: 07 4056 6111
Email: admin@djarragun.qld.edu.au
Email: dowling52@bigpond.com
Caloundra
October 18, 19, 20 (3-day seminar)
Contact: Judi Baker, Caboolture Senior High
School
Ph: 07 5498 0115
Email: jbake22@.eq.edu.au or iwill8@eu.edu.au
Victoria
Bundoora
October 4, 5, 6 (3-day seminar)
Contact: Bernadette Linehan, Parade College
Ph: 03 9468 3300
Email: belinehan@parade.vic.edu.au
Bundoora
October 7, 8 (2-day Advanced Training seminar,
participants must have completed 3-day
training & implemented program with students)
Contact: Bernadett Linehan, Parade College
Ph: 03 9468 3300
Email: belinehan@parade.vic.edu.au

Western Australia
South Perth
May 25,24,26 (2-day Advanced Training
seminar, participants must have completed
3-day training & implemented program with
students)
Contact: Susan Laughton, Wesley College
Ph: 08 9368 8047
Email: Slaughton@wesley.wa.edu.eu
Margaret River
November 29, 30, December 1
Contact: Terry Rose, Margaret River Senior
High School
Ph: 08 9757 0752
Email: Terry.Rose@det.wa.edu.au
New Zealand
Christchurch
October 22, 23, 24 (3-day seminar)
Contact: Chuck Marriot:
Ph: +64 3 358 7414 Fax: + 64 3 358 7014
Email: rockandwaternz@xtra.co.nz
Auckland
October 27, 28, 29 (3-day seminar)
Contact: Michael Irwin, Massey University
Ph: +64 9 443 9635
Email: m.r.irwin@massey.ac.nz

Boys in Schools Program Resources / ORDER FORM
BOYS IN SCHOOLS PROGRAM TITLES

PUB NO.

The Boys in School Bulletin 2004 (single subscription) — 1 copy of each issue

RRP (INC. GST)

970

$45.00

The Boys in Schools Bulletin 2004 (school set subscription) — 3 copies of each issue

002S

$110.00

The Boys in School Bulletin 2003 (single subscription) — 1 copy of each issue

004S

$40.00

The Boys in School Bulletin 2002 back issues — 1 copy of each issue (=3)

004S

$40.00

The Boys in School Bulletin 2001 back issues — 1 copy of each issue (=3)

004S

$33.00

Being a Man Photopak — photographs to help provoke boys’ thoughts and words

979

$132.00

Boys in Schools — addressing real issues: behaviour, values and relationships

961

$28.00

Leadership in Boys’ Education — results from a national forum held in 1999,

992

$33.00

001

$33.00

QUANTITY

TOTAL

including chapters from Steve Biddulph, Don Edgar and Richard Fletcher, 16 case studies

I Can Hardly Wait Till Monday — women teachers talk about what works for them
Boyz Rulez posters

981

$33.00

Male Health posters

991

$33.00

Boys to Men posters

004

$33.00

113 Ways to Be Involved As a Father poster

006

$11.00

Rock and Water Approach (2nd edition)

002

$55.00

The Rock and Water Perspective: Theory Book

007

$35.00

Rock and Water Action Reaction video (English subtitles, high school age only)

008

$55.00

Rock and Water Basic Exercises video

009

$55.00

974UK

$121.00

Man’s World: A Game for Young Men (suitable for high school age only)
2003 Boys to Fine Men and Community Partnership Conference Manual

021

$44.00

Boys to Fine Men Conference Song — 2 song tracks included

015

$17.50

1004

$55.00

NEW: Fathers & Schools Together (FAST) in Literacy & Learning: A resource manual

1005

$77.00

NEW: Indigenous Fathers Posters — set of 5 A2 colour posters

1001

$110.00

NEW: The Skills and Strengths of Indigenous Dads, Uncles, Pops and Brothers DVD

1002

$77.50

NEW: Young Aboriginal Fathers Report

1003

$27.50

Sometimes Magic — 32 colourful laminated cards

010

$46.75

Strength Cards for Kids — strengths-based resources for primary school–aged children

011

$49.50

Our Scrapbook Of Strengths — 42 colourful cards to identify, explore and celebrate
the strengths that bind families and communities together

101

$49.50

Games for Growing — Wilson McCaskill – game for behavioural enhancement

013

$44.95

NEW: Boys & Families: Literacy Strengths Resources
OTHER RESOURCES

and modification through the use of physically interactive games, 163 A4 pages

Subtotal

$

Postage & handling (add 15% to max. $20)

$

TOTAL

$

■ PLEASE NOTE: Unfortunately we cannot send resources on approval
■ Overseas customers please send bank draft in Australian dollars
■ Please add 15% for postage and handling (up to $20.00 maximum)
■ FOR MORE INFORMATION: Contact Boys In Schools Ph 02 4921 8739 Fax 02 4921 8686

Make cheques payable to: The Boys in Schools Program (ABN 15 736 576 735)
Contact name:

Organisation:

Postal address:
Order no:

Postcode:
Phone no:

Email:

Please invoice our organisation (Australia only)
Please debit my credit card

Expiry date:

Enclosed is my cheque for AUD$
Bankcard

Visa

Mastercard

Name of cardholder:

Signature:
The Boys in Schools Program, The University of Newcastle, University Drive, CALLAGHAN NSW 2308
Phone: +61 2 4921 8739 Fax: +61 2 4921 8686 Email: health-boysinschools@newcastle.edu.au Website: www.newcastle.edu.au/centre/boysinschools

4th Biennial Conference

Working with Boys Building Fine Men

Convened by the Boys in Schools Program,
Family Action Centre, University of Newcastle

Melbourne Convention Centre | Sunday 3 April to Tuesday 5 April 2005

For
current program
details see pages
2 + 3 of this
Bulletin

Web-hot registration
BOOK NOW AND SAVE
Visit our website www.pco.com/boys2005

■ Web-Hot Registration is now open and will close on 1 November
2004. The Web-Hot fee is only available when registering on-line and
paying by Bankcard, Mastercard or Visa.
■ The registration brochure will be available early November 2004.

FULL REGISTRATION FEES*

Inc. GST

Web-Hot (valid until 1 November 2004)

$517.00

Earlybird (valid from 2 November until 5 March)

$605.00

Standard (from 6 March, 2005)

$649.00

■ Earlybird Rates will be available from 2 November until 5 March, 2005.
■ A 10% discount off all applicable registration fees will also apply
when registering five or more employees from the same organisation.
■ A range of accommodation options are listed on the website.

To express your interest in attending,
book a web-hot special or to receive a
conference program please visit
http://www.pco.com.au/boys2005
Conference Secretariat
Tulips Meetings Management
PO Box 116, Salamander Bay, NSW 2317
Australia
Tel: +6 1 2 4984 2554
Fax: +6 1 2 4984 2755
Email: boys@pco.com.au

Conference Website

PARTIAL REGISTRATIONS
One Day Web-hot (valid until 1 November 2004)

$242.00

One Day Earlybird

$275.00

One Day Standard

$297.00

* Includes conference books, welcome on Sunday evening and two days of
conference sessions, Monday and Tuesday.
Registration package inclusive of a pre-conference forum and conference are also
available. Please visit the website for further information.

