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Quantitative Literacy
@ In a world drenched in data, we must ensure that students
know the meaning of numbers
By Lynn Arthur Steen

Ourworld is awash in numbers. Headlines report the latest interest-rate cuts by the
Federal Reserve, hikes or drops in gasoline prices, trends in student test scores,
results of local and national elections, risks of dying from colon cancer, this
season's baseball statistics, and numbers of refugees from the latest ethnic war.

Quantitative thinking abounds, not only in the news but also in the work place, in
education, and in nearly every field of human endeavour. Anyone who wishes can
obtain data about the risks of medications, per-student expenditures in local school
districts, projections for the federal budget surplus, and an almost endless array of
other concems.
If put to good use, this unprecedented access to numerical information will place
more power in the hands of individuals and serve as a stimulus to democratic
discourse and civic decision making. Without understanding, however, access o
this information can mystify rather than enlighten the public.
If individuals lack the ability to think numerically, they cannot participate fully in
civic life, thereby bringing into question the very basis of government “of, by, and
for the people.”
Considering the deluge of numbers and their importance in so many aspects of life,
one would think that schools would focus as much on numeracy as on literacy, on
equipping students to deal intelligently with quantitative as well as verbal
information.
Yet, despite years of study and life experience in an environment immersed in
quantitative data, many educated adults remain functionally enumerate.
Businesses lament the lack of technical and quantitative skills among p
employees, and virtually every college finds that many of its students need
remedial help in mathematics. Data from the National Assessment of Educational
Progress show that the average mathematics performance of 17- year-old studenls
is in the lower half of the "basic” range and well below "proficient." Moreover,
despite slight growth in recent years, average scores of Hispanic students and
African-American students are near the bottom of the "basic” range.
Common responses to this well-known problem are either to demand more years
of high school mathematics or more rigorous standards for graduation. But even
individuals who have studied calculus often remain largely ignorant of common
abuses of data, and all too often find themselves unable to comprehend (much éss
to articulate) the nuances of quantitative inferences. As it tums out, it is no
calculus but numeracy that is the key to understanding our data-drenched sociely.

o= =

L

GDM-Mitteilungen, Nr. 73, Dezember 2001

——— Intemational Review,

expectation that ordinary citizens be
gsnomenon of the late 20th century. Its absgl:uacgﬂf?gzeg literate is primarily a
ofrapid changes in the quantification of society. As the 8 rin?i schools is a
2 societal imperative, the computer has made numera "9 press made literacy
educalion. Yet practice in our nation’s schools and cojj CY an essential goal of

| We need, therefore, to broaden our national conve does not reflect that
indude careful attention to numeracy. rsation about education to
This conversation must be carried forward first foremost
wlings. If asked, faculty members and ad:,'i',,dm a;"*dmlamom.
leges today probably would say that they intend fo cran s So100iS and
wapable graduates. But the typical response, a more mmp'&?
mathematics curriculum, will not necessarily lead to increased on a traditional
qantitative data. Ccompetency with
This conclusion follows from the simple recognition that i
s mathematics, nor is it an alternative to mathematics. Today' not the same
boih mathematics and numeracy. Whereas mmmsmm
shore conlext, quanitative iteracy is anchored in real data gt e o, 1 ise
wifh lile's diverse contexts and situations. engagement
The case for numeracy in schools is not a call for more mal
more applied (or applicable) mathematics. It is a call formﬁm o
mearinglul pedagogy across the entire curriculum. In fife, numbers o
sreywhere, and the responsibility for fostering quantitafive literacy should b
spread broadly across the curriculum. Quantitative thought must be arded b
much more than an affair of the mathematics classroom alone, g b2
Quantitatively literate citizens need to know more than
They need to understand the meaning of numbers, to seefoﬂ\m:‘bl?n:ﬁng (?m
of thinking guantihﬁvely about commonplace issues, and to approach eomple:)(
problems with confidence in the value of careful reasoning. Quantitative literacy
empowers gfeople by givgmg: them frtoools to think for themselves, to ask intelligent
questions of experts, and to confront authority confidently. These
required to thrive in the modern world. % s e Sk
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@ Sweden Establishes a National Graduate School in
Mathematics Education

By Gerd Brandg)

Mathematics education has a tradition as a research field in Sweden since atfeas;
the days of the great school researcher Frits Wigforss, who published a number of
books in mathematics education starting in the twenties. His books were used iy
teacher education in Sweden for a long time. Other researchers followed him, but
they were and still are relatively few. However, the situation is starting to change,
The interest in mathematics education as a research field has been g
strongly during the last ten to fifteen years, and many students now desire to

doctoral studies. But the area is not yet firmly established as a research
field. Few universities offer PhD programs to students interested in doing research
in mathematics education.

There is a lack of teachers in mathematics having research training both in upper-
level secondary schools and in university departments for teacher education. |n

upper-level secondary school, there ought to be teachers in all main areas
with a research background. This is the official policy that has a long tradition, but
the reality is very different in mathematics. Only very few teachers with a PhD in
mathematics are teaching at this level today. The situation is similar among
lecturers in mathematics and mathematics education in teacher training
departments although not quite as bad.

Itis against this background that the Bank of Sweden Tercentenary Foundation in
April 2000 decided to fund a national graduate school in mathematics directed
towards didactics of mathematics. The meaning of didactics is more general in
Swedish than in some other contexts. Its meaning is best translated as 'teaching
and learning of mathematics'. The aim of the Foundation is to develop mathematics
education as a research area in Sweden and to provide teacher education in
mathematics and upper-level secondary school with teachers having a solid
research background. The graduate school will fund about fifteen PhD students
during five years, which is the normal duration of a doctoral education. The funding
will cover the cost of salaries for the doctoral students as well as give some
support for supervisors and for developing courses given within the framework of
the graduate school. The school will start in September 2001.

The graduate school is constructed as a network, and the nodes will be
departments at several universities. The doctoral students will be enrolled at their
faculty as regular PhD students. The aim of the graduate school is to strengthen
the student group by giving them opportunity to meet and work together. During
courses and seminars they will discuss, criticise each other's work and develop
their academic skills and understanding of the research process in collaboration.
Each course will be based at one of the departments and the co-operation will be
supported by communication technology.
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departments are now developing the structure and content of
m in mathematics education. The PhD programs  are developzdm:g
naihematicians and specialists in mathematics education in collaboration within
pathematics or other departments.
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fie creation of the graduate school is obviously a great challenge to the

| pathematics education community in Sweden. The main problem is not recruiting

nts. Recent announcements of positions as doctoral stud

m;dmg:ntacts indicate that the interest from students is high, Th:nngl:;rgm
i the lack of experienced and qualified supervisors in the area of mathematics
#heation in our country. One way of backing the supervision and ensure quality is
bium to researchers from other countries. Internationally recognised researchers
i extensive supervisory experience will be invited as guest professors to the
gaduate school for extended periods. They will share their knowledge and
sperience with the supervisors as well as take direct part in the supervision and in
e courses.

The first step in supporting the Swedish supervisors has already been taken. In
wy December 2000, fifteen academics interested in supervising the graduate
whool students visited the Department of Educational Studies at the University of
(¢ord, OUDES, for five days. Professor Jaworski and her colleagues gave the
Syedish participants intense and extremely interesting insight into how research
faning in mathematics education is done at OUDES. The experiences from
OUDES will certainly be of great value when programs are formed and applications
i the graduate school are prepared as well as later on when the students start
felr studies.

The graduate school is of strategic importance for the future. The current
wemment policy is to encourage graduate schools as a framework for research
gucation. Such schools are seen as being efficient. If the graduate school in
nathematics education is successful it may later receive permanent funding from
fie government.

The board of the graduate school is appointed by the funding organisation and all
is members are former or current members of the Swedish ICMI committee.
Frofessor Wallin, Umea University, chairs the board.

fom the [International Commission on Mathematical Instruction] ICMI Bulletin,
December, 2000, Number 49. See

Wpww.mathunion. org/ICMI/bulletin/49/Sweden.html

|
|
'



International Review

@ Lessons: To Peace on Math's Battlefield
By Richard Rothstein

Few disputes in education are as bitter as those between back-to-basics and
teach-for-understanding factions in math. Each blames the other for low scores,
Each complains that it has been caricatured by the other.

The back-to-basics group wants more memorising and practising rules for mult-
digit addition and subtraction, long division and multiplication. But most proponents
of basics also say pupils should know how arithmetic applies to real situations.

The teach-for-understanding side wants more exploration of math problems so
children can develop their own insights for solving them. But most proponents of
understanding also say pupils should learn the conventional rules.

Yet sometimes when this debate filters down to classrooms, the caricatures
become all too real. Many teachers simply drill students in procedures that are
soon forgotten. Others expect children to invent techniques that civilisation
tookeons to evolve. Unsophisticated followers of each camp share the blame for
poor math performance.

Into this morass has come a little book, "Knowing and Teaching Elementary
Mathematics" (Lawrence Erlbaum, 1999), by Liping Ma, a Camegie Foundation
researcher. Both sides in the math wars claim Dr. Ma as their own. Districts have
distributed her book to teachers. Its broad appeal offers some hope for common
ground in math education.

Dr. Ma says that, yes, children should learn to apply arithmetic rules fluently, as
back-to-basics crusaders urge. But, she adds, Americans often teach the
procedures poorly. Students lack proficiency not from inadequate drill but because
too many teachers themselves do not understand the mathematical principles
behind the rules.

This won't be solved by hiring teachers with more advanced college math credits.
Nor will it do simply to demand more pure pedagogical training. Rather,
elementary-school teachers need deeper understanding of the superficially simple
arithmetic they cover.

Cmidéezr a ;ubtracﬁon problem taught to second graders (graphic not shown here-
-eg.,62-7=7):

Most teachers explain: Borrow a 1 from the tens' place, leaving only 5 tens; then
write the borrowed 1 next to the ones' place to make a 12. Pupils can memorise
this method, practice and become proficient in it. But with no proper theory
underlying the gimmick, children do not learn why they should use it, and develop
no foundation for higher mathematics.
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rade teachers may engage pupils' interest with a
- for example saying that the digits on top in two-digit sughme;;‘a
rs, one of whom goes next door to borrow some sugar. Dr. Ma notes th et
4is abirary explanation doesn't contain any real mathematical meaning.” wmg

nisleads by suggesting that the 6 and the 2 in 62 are independent numbers
l.,p,m of one number. ot
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Ma contrasts this with how teachers in her native Shanghai
gvbm There, the metaphor of borrowing was abanggnedt‘;gh:n{mm
wm. Instead, Chinese teachers speak of breaking down a higher number
that the 6 in the tens' place is actually made up of 60 ones. The number
#can be regrouped in many ways: 60 and 2 is the same as 50 and 12,40and 22,
.

ser this explanation, children can learn the mechanics - putting a line through the
sand wiiting 5, putting a small 1 before the 2 to create 12 - in a way that makes
mathematical sense.

| Tedifference between borrowing and regrouping may seem small. But

umbers is a basis of higher math (like factoring in algebra). Second graders

| @ght regrouping will understand arithmetic well enough to proceed to more

sanced topics. Second graders drilled in borrowing may never make it to

| m

i Ma's most shocking conclusion is that most American schools don't teach
mhematical foundations of arithmetic because teachers themselves weren't
fught those principles. Pupils are shown only what teachers know: to do
speralions by rote, using tricks (like borrowing sugar) to help remember rules.

The solution is not, as some think, to hire teachers who had more college math.
The American teachers Dr. Ma observed took more math courses than the
(finese who began teacher preparation after ninth grade.

faher, elementary schools and teacher colleges alike must offer deeper
wierstandings of basic math. And, Dr. Ma says, teachers need more common
yanning time to discuss arithmetic lessons and how children comprehend them.

Wihout such reforms, we will continue fights over whether children should be
sght arithmetic rules or theory. What Dr. Ma shows is that we need both.

fom the New York Times on the Web, Tuesday, June 27, 2001
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@ It's Time To Get Real About Boys

By Diana Bagnall

That girls consistently perform better at school than boys is undisputed. What is
controversial is why - with some educators blaming a feminised curriculum, Diana
Bagnall reports on a continuing class struggle. :
Buried deep in the transcripts of the ongoing national inquiry into boys' education s
this tragi-comic little tale. It comes from one of Australia's most dogged
campaigners for a fair hearing for boys and men, Newcastle academic Richard
Fletcher.
"There was a school in the Hunter [Valley, NSW] where they were tearing their hair
out." Fletcher told the federal parliamentary committee conducting the inquiry. "The
principal told me he and the deputy tried to figure out stuff about getting boys
involved. They thought, ‘What can we do that boys will like?' They decided to geta
cadet corps for the first time.
"They contacted the Army and arranged all the bits and pieces. They had their first
muster, | think they call it, and the deputy came in and said, '‘Come out to the
playground, you'd better have a look.' He went out to the playground - this was the
first day for the cadet corps - and there were 16 girls and two boys. He had tearsin
his eyes. | said, 'What did you do?' He said, 'We put the boys at the front so it didn't
look so bad."
Everywhere, everyone is tearing their hair out about boys' disengagement. It's most
obvious in their academic performance. In Australia, in every area of the assessed
curriculum, boys are achieving lower standards than girls. In NSW, boys
outnumber girls two to one in the bottom 10% of Higher School Certificate scores,
and girls oufperform boys by up to 11% in the large majority of subjects.
But boys' failure also shows up in juvenile crime statistics, in youth suicide
numbers, in early school-leaving rates, all dominated by males. "I think what
happens is [boys] dissociate themselves, they disenfranchise themselves, they do
not want to be part of what the mainstream is on about, and we are seen to be the
mainstream,” Gail Armstrong, the principal of Queensland's Marsden State High
School, told the boys' education inquiry.
The mainstream in education looks female. Most teachers - around 80% - are
women, In NSW, the number of men in primary teaching has fallen in the past five
years from 37% to 17%. Very few men are training to be teachers. At the University
of Western Sydney, for example, only 3% of early childhood and 14% of primary
teaching students are male.
But its more than just the face of teaching that is female. Some principals and
researchers are beginning to talk of a "feminised” curriculum, of assessment
techniques being "boy-unfriendly”, of teachers being fearful and hostile towards
boys and increasingly defining the "ideal student” as female. Meanwhile, pa_rents
and teachers, desperate to motivate their sons and students, are floundering in the
absence of hands-on guidance and wondering if boys' failure might not be an
unintentional by product of girls' success.
Boys' antagonism towards and disconnection from compulsory schooling isn't
exactly a new phenomenon. Shakespeare had a handle on it: "The whining
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_with his satchel, And shining morni

You {ike It, Il vii). The difference bemgf?hegﬁ:ne:p:o;nﬁmng'ybschoor

' experience of schooling as in girls'. In Shakespeare's day - ag:t i3° much in

e beginning of last century - no one much bothered about sendj i'nn . o
\ihen girls were eventually allowed an education, the brig an'? girls to school.
ted to became teachers. Teaching was one of very few ﬁreemm ambitious
yomen until the feminist movement blew the top off sociely in the 19;38avavlable to
When that happened, women were well placed to resha :

They took up cudgels or:j behalf of girls and ”mpamr?ezmheaﬁd‘é?m o?lsem
aricula to recognise and encourage girls' aspirations
cular success. and achievements - with

of the past 10 years, girls have dominated the top sf
fwlts. gand in 200(fJ made up 56% of students sta‘:ﬂntgra nmmﬁm’ﬂm
nost pig-headed of traditionalists would turn the clock t y
about%'\g; boys? back. But hang on. What
feminist argument (and in education, feminist argument h :
any other field) has it that boys are doing fine, th?t they sﬁil)lﬁnnt})oemgmypg‘xg
gam more money than girls when they leave school, so what's there o
#ouf? Reluctance to trigger fresh outbursts of feminist anger has effecbwenyely
| tushed debate
zbout what Tim Hawkes, headmaster of The King's School in Parramatta Sydney
wlls the "national scandal" of the poor performance of boys relative t'o girls m
sademic tests and exams. The silence is now breaking.
nhis book Boy Oh Boy (Pearson Education), published on June 4, Hawkes talks
sahingly of a “feminisation of the curriculum” and its consequences for boys
Physics and mathematics, for example, are having their material rewritten to make
fhem more girl-friendly, he says.
"No one appears to have noticed that in so doing they may be making this material
wpunfriendly. When a physics test loses its distinctive content and merely
requires students to write an essay on the life and times of Sir Isaac Newton, one
tan be forgiven for wondering whether all subjects are slowly evolving into an
English exam."
The principal of City Beach High School, Perth, lan Lillico, told the parliamentary
iquiry that the shift in the modemn curriculum towards open-ended, reflective tasks
fom closed, structured, information-dense tasks was the biggest in education.
Many people would call that an effeminised curriculum because that is the way
ofls traditionally learn," he said.
An important British report published in 1999 by the National Foundation for
Educational Research found evidence that girls were better than boys on average
& sequential and analytical approaches to leamning, and suggested the shift
twards this style of learning and retreat from fact-based leaming seems to have
dsadvantaged boys. Lillico considers the most important finding of his Churchil
felowship research into how boys leamn to be that boys "don't think before they
| @l they do not reflect enough™. Our modem curriculum requires a lot of reflection,
% bid the inquiry, but it was not negotiable because it encouraged skills that
| pople would need in the future. "Those closed structured jobs have changed, and
berefore our curriculum has changed.”

boys, it seems, out in the cold. But need they be?

—
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No, according to Hawkes and the man he engaged a year ago as a consultant to
The King's School, University of Western Sydney researcher Peter West. West,
like Fletcher, has spent many years paddling in what many of his academic
colleagues undoubtedly consider a backwater, researching maleness. But if that
makes West a wet, The King's School, which has traditionally educated the sons of
the squattocracy, is reputedly anything but wet. So what's happening here?

The men are coming out to fight for the boys, that's what. Not with the intention of
protracting the gender wars. "There's mutualism in this new cause,” writes Hawkes
in his foreword to a report by West, released on May 30 by UWS, on best practice
in boys' education. "Some have gone into print, warning of the 'backlash' and
seeking to dismiss any initiative that might meet the needs of boys as an
inappropriate over-correction. But the needs of boys in schools should not be
sacrificed on the altar of gender equity.”

The new cause as Hawkes describes it, is to understand and promote ways in
which boys learn best. If that sounds eminently sensible be prepared for a surprise.
Even suggesting that boys may have different needs and learning styles from girls
appears to be controversial, hence Hawkes' pre-emptive strike against the
backlash.

Fletcher alluded to what's coming when he told the inquiry that "we have under-
estimated how important the physical is. That goes to the heart of teaching styles
and learning styles..."

Hawkes puts it this way: "We tend to teach in the manner in which we prefer to
leam. Most teachers are female. Their learning styles lean towards passivity, are
heavily literacy-based, and that's entirely understand-able. But when you have a
large number of female teachers teaching boys, it is entirely possible they are
unwittingly teaching in a style they find effective for them but which is fairly wide of
the mark for where boys are."

Themes that keep reappearing in West's report revolve around boys' apparently
weaker powers of concentration (compared with girls), their disenchantment with
“girlie” things (including reading), their preference for precise direction and their
desire to be active and outdoors. Girls, on the other hand, are eager to please
teachers and more successful in get-ting teachers onsite, are better behaved and
are more enthusiastic about learning.

West suggests there are two possible reasons for this, not necessarily
contradictory. "First, girls have been convinced that education is the ladder on
which they will ascend to success; while most boys have not been convinced of the
same. Second, schools are more targeted towards girls than they are to boys. If
many boys see schools as a nuisance and a waste of time, that is something
educators need to be concerned about."

But schools can get boys to achieve, if they set their minds to it, he believes. "Boys'
education, like girls' education, can be transformed if there are people willing to
transform daily practices and routines."

Both he and Hawkes have come up with road-tested ways for getting the most out
of boys at school. West draws on schools' experience in Britain and the US as well
as Australia, and his association with The King's School provided him with a
"laboratory™ in which to test some of the methodology.
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ndations are ‘[t.airacﬂcel and, to the |
. None involves setting up a cadet
Jaley was on the right track. Boys do best, h'emm:mm‘" the Hunter
sed, when they have strong role models and male m2 their leamning js
sehaviour is monitored, when they are given incentives fo don\?;nn' when their
ssons are structured, and when there's challenge and risk. , when their
He draws heavily on the work of Geoff Hannan, who works out of
ool in Kirkaldy, Scotland. Hannan, West reports, has shown oo~ 01 High
sesult of the way they are raised (girls expected to m%mleallymas
re; boys expected to do things, to act, to play outside), girls are cuddled
el students while boys typically grow up as a boy first w””‘”‘awus)as
seoond. student
in his research typically became
The boys learning styles and were often good“:tre ”’“"’mm"'”‘mn with
{ndustrial arts, for instance) or physical space (physics). Girls' i hands-on
ne oriented towards language, based in an interest in people and Mmommm.

| adthey were natural in English, especially novels and poetry

#annan feels most teachers inadvertently favour girls in style : .
aled for a wholesale attack on the idea that m@ﬁﬁmm
adents write notes for 15 or 20 minutes. He suggests teachers and

buused tasks rather than long, unfocused tasks, and for teachers to mm

use of relevance and challenge for boys |l can
mbelore you can write them down”). In Hawk(;ge‘ mmmﬂxe&ﬂ\;
yice it - "I don't for 2 moment think that everyone will agree with me but my critics
wn't deny me my experience”), teaching boys is all about understanding them.
fist, boys need fences. Second, boys will do anything to be accepted by the herd,
ad most herds amble at a speed that enables even the slowest to keep up. Third,
hoys generally admire strength and teachers who are strong will ’
smember with genuine fondness. S
lefs start with boys' need for boundaries. "If the fences are weak and undefended,
$¢ young bulls will break through,” he writes. "Asking them not o fean on the
fexe is about as useless as playing the flute and expecting rats to follow. Unless
sme behavioural endocrinology is engaged in, such as lopping off a few tesfices,
blis will always test fences. If a fence is weak, as behavioural and academic
knces can be in some child-centred learning environments, then boys will cross
:bo&idaries of acceptable behaviour.
: fence tells a boy that 'this particular restriction is not thought
iportant by adultsS | wonder why it's notwoﬂhdefendimsmginitag:z
ndge! If someone has taken the trouble to run a little persuasive electricity
fiough the fence or to build a strong fence that will withstand the odd bump from a
l, the boundaries become both known and respected.”
hpedagogical terms, what does this mean? A return to slates, quills and regular
kdings? No, says Hawkes. It means more teacher-directed education, more
#gular checking of work done in class and at home and the regular checking of
kaming through tests and exams, more rules in the classroom and sanctions in
¥ 10 support them, single-sex classes, high expectations of boys and formal
efods of silent work with minimal distractions.
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-on the culture of the herd, which says it's cool to be a fool,
it mm& shtet:gls up in various guises in West's review of the research - in
Itsa seeing homework as less useful than girls, being less attentive, being more
reluctant to do extra work and having no interest in doing well per se at school but
merely SS exams.

"Boys m&'&%&mﬁc and need to be persuaded of the worth of a thing before
they will commit themselves to it," Hawkes argues. He recommends three lines of
reply to the question, "Why should | learn?" ;

First response, "Its an investment” - this works with boys who have enough
emotional maturity to be able to work for a deferred reward. The second response,
"lts good fun", may take more selling, and is likely to work only with the successful
atudont  the one least likely to be bothering his parents and teachers it he
question anyway. And the third, "Because | told you o, is not subtle, says
Hawkes, and should not be relied upon exclusively. But there is still virtue in
making some things non-negotiable with boys in terms of both their behaviour and

learning. .
Absolutely central to ' relationships to schooling is the way they connect to
their teachers. Ustenbtgy;hat Christian Bateman, a student at Trinity College in
South Australia, told the inquiry about what makes and breaks a relationship with a
teacher: "If a teacher is teaching strictly about work, then you start to get bored
pretty easily. There is nothing keeping you switched on all the time. You start to try
and find something else to do to keep yourself occupied. i
"But if you have a teacher who has a sense-of humour and is cracking jokes every
now and again with the class, it keeps you a bit have more swrtched on. It keeps
you thinking about what he is talking about. If you know there is going to be a joke
coming along that you can laugh about with the rest of the class, you kind of pay
attention more. | think that is important for education because you cannot leam and
do not pay attention.” . ;
ngn*I;fow of the Austtapay lian Council for Educational Research, quantifies variance
in school nce as follows: 5.5% is influenced by the school, 35% by the
student and 59% by the teacher. Hawkes is more lyrical. "Teachers of boys need to
be transformational, dedicated to changing their students, moving them from one
state fo another. Teachers need to be optimistic, believing that this
transformational process is ible."
And getting ﬂreirphands din';?sljke Dion Locke, an English teacher at Mabel Park
State High School, Queensland, where, last year, Years 9 and 10 were dnfided into
boy and girl classes for English and social science. Locke taught two boys' classes.
"In terms of their results, it was reasonably successful, and in terms of them being
switched on to leaming, | think it was quite successful,” he says. "It depends on the
teacher, | guess. The boys had a good year with me because we were very hands
on

"With the English curriculum, | tailored it as much as | could to cater for "th
interests of boys. | had books where the boys were the heroes, such as .
Outsiders,” which is about gangs and so on. When we did film, we went to lfo e
World and we did hands-on stuff. They wrote film scripts, and we got in there. B
Marsden State High's Amstrong admitted to the inquiry that "we probably hav?I
done enough about deciding what it is that really appeals to boys". Educators twﬁf
made assumptions but haven't been serious about trialling different ways ©

e il

| Tislistisn't definitive. It's the beginning of redressing the balan
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aching boys, of assessing how the curriculum is delivered and whether it works

g,:y:chools have had a crack at it, she said, "but it
p y on staff who is interested in it for a ye
P work, and then that person gets transferred or
iing back on your tail.”

\hich is a pretty ad hoc way to think about educati
Time to get real about boys, girls.

is like everything else; you
ar or two and you do some
whatever and you really are

ng half the school population.

Tips For Helping Boys Learn

ce, of considering

s boys best leamn, in the context of a system that appears to be working well for

giis and not so well for boys. The recommendations are drawn from Peter West's
into boys’ education, which canvases research and sch Xperie
:nmna, Britain and the US. ok Lo
ise mentors: Boys are strongly influenced by peers, much more so than girls
Tiey want o be accepted by other boys and look up to older boys. Strategies

cude:

-paired writing sessions, with an older boy or girl encouraging a younger boy:
-Getting @ male teaching student to take an interest in one or twg boys; s
-Biinging former pupils back to school to encourage active reading.

feflect on school groupings: British research shows boys often underachieve
tecause of the company they keep. Schools could:
.Examine the learning sets in schools;

-Biperiment with groupings which exposed boys quietly underachieving.

hioduce more active learning: Boys don't cope well with long explanations and
1aque instructions. Teachers might use:

| TheTake 5" approach: "Write down five things about Hannibal's battle strategies.

(ompare with your partner. How many had never been used before?";
-Ending lessons with an activity that sums up the key learning idea: "Tell your

| prner: what was the most important thing you learmned about veins in this

Esson?";

Monitor behaviour: The need for strict day-to-day classroom management,
wmbined with outstanding teaching, is consistently emphasised by researchers.
irease rewards: Boys need more incentives than girls to work well. Schools
oM review their pattern of rewards for good work, and check with boys on how
By would fike to be rewarded.

. Hamess fathers' influence: Research shows boys deprived of a father often suffer

&zdemically. Schools should work harder at understanding the roles fathers play

: m in the case of divorce, encourage fathers of boys to stay in their children's
. Ipove fteracy: Boys see English as a female subject because it is about

#sonal identity and feeling. English teachers are overwhelmingly female.

—

n
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Teachers expect boys to be poorer at English than girls, and often follow fhits
tions. Schools might:

- Assess the reading habits of boys in the danger years, around Years 8 and 9, anq

use the data to encourage boys:

- Provide a wider range of non-fiction;

- Use older boys to work with younger boys to encourage their reading.

Improve writing and assessment: Most boys feel frustrated by an emphasis on
terms such as "Discuss"” and perhaps even "Account for" and "Explain”. They need
to be shown how to provide an argument for a point of view and marshal evidence
within ordered paragraphs.

Information technology: Boys often favour learning related to computers.

Increase challenge and raise expectations: Teachers may consider:

- Providing challenges to boys to coax them to respond.

- Expecting boys to take part in music or art or drama.

From The Bulletin [with Newsweek] — Australia — June 5, 2001, pp. 25-28

Zeichnuey Ten Fubenomits

M’MMNL 73, Dezember 2001 GDM-Doktorandenkolloqulum

| DM - Doktorandenkolloquium

b

Bericht iiber das GDM-Doktorandenkolloquium 2001
Rita Borromeo Ferri (Hamburg), Meike GrilRing, Petra Lipinski (Oldenburg)

\achdem im letzten Jahr leider kein Doktorandenkolloquium sta
chs in diesem Jahr vom 21. bis 033. Septemn?bn;'t;::sthlost:
uern in Oberbayern. Mit Prof. Dr. Kristina Reiss, Prof. Dr. Jens Holger
Lorenz, Prof. Dr. Wemner Peschek und Prof. Dr. Bernd Wollring standen den
Tsinehmerlnnen vier Expertinnen beratend zur Seite.

& ist wahrscheinlich dem Aufruf auf der letzten GDM-Mitgliederversammlung in
Lidwigsburg zu verdanken, dass das Interesse an der Nachwuchsférderung noch
¢nmal verstarkt wurde. So stieB das diesjéhrige Doktorandenkolloquium sowohl
i Belreuenden als auch bei den Promovierenden und Habilitierenden auf groRes
meresse. Aufgrund der begrenzten Unterbringungsméglichkeiten und aus
wgenisatorischen Griinden musste die Teilnehmerlnnenzahl auf 17 Personen
; werden — es gab weitere Interessenten auf der Warteliste. Der
Wunsch der Teilnahme am diesjahrigen Doktorandenkolloquium war also sehr

U jedem der 17 Teilnehmenden genigend Vortrags- und Diskussionszeit zur
Verfigung zu stellen, mussten die Prasentationen der Dissertations- und
Habilitationsvorhaben in zwei Parallelgruppen mit jeweils zwei Expertinnen
sutfinden.

Die Forschungsvorhaben waren methodisch weit gestreut. Neben qualitativ und
qeanitativ orientierten empirischen Studien, wurden auch theoretische Arbeiten
woestelit. Diese waren auf verschiedenen Schulstufen angesiedelt, wobei
kndenziell die Vortrage im Bereich der Sekundarstufen in diesem Jahr stérker
weifreten waren, als die im Bereich der Primarstufe. Die thematische Vielfalt zeigt
tigende Ubersicht:

Themen aus dem Bereich der Grundschule

Eisabeth Rathgeb-Schnierer: Meike GriiRing:

| |Knder auf dem Weg zum flexiblen Zum Zusammenhang zwischen
Rechnen: Eine Untersuchung zur raumlichenFahigkeiten und
Envicklung von Rechenwegen bei mathematischer Kompetenz bei
Gundschulkindern auf der Grundlage | Grundschulkindern
siener Lemangebote und eigenstandiger

|




