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Abstract  
This thesis aimed to investigate whether there is a gender bias in the way teachers discipline boys 

and girls. Coupled with this, the research was conducted to answer three important questions about 

gender and discipline in schools. Firstly, what are teachers perspectives of their own disciplinary 

practices inside (and outside) the classroom? Secondly, does the sex of the teacher affect the 

disciplinary practice that is being utilized and lastly, how do students view the disciplinary practices 

of teachers? The paper makes reference to literature based on gender stereotypes¨; gender, 

discipline and education; teacher gender and pupil discipline; students perceptions of classroom 

practices; and administrators perceptions of classroom practices. This study is important because it 

shows the perceptions that students have of teachers’ disciplinary practices and it also sheds light on 

teachers’ perceptions of their own disciplinary practices.  

 

The data was conducted in an affluent school in Cape Town and consisted of 113 participants, 97 

students (48 boys and 49 girls) and 16 teachers and staff (6 males and 10 females). The data for this 

quantitative study was collected using surveys as well as conducting interviews. The data that was 

received by the two demographics (i.e. students and teachers) were compared to unearth whether 

or not teachers and students have the same perceptions and understandings of behaviours and 

discipline. The rationale here was that if students and teachers have different interpretations of the 

policy and different perceptions of what constitutes bad behaviour, then one cannot expect the aims 

of the discipline policy to be realized or to decrease the number of students that are sanctioned for 

bad behaviour.  

 

The data showed that although teachers assume they are being gender neutral in the way they 

respond to misdemeanours committed by boys and girls, in reality, this is not the case. However, 

even though the biases of the teachers are largely unconscious, the students were very much aware 

of the biased nature of the teachers. The data also revealed that male and female teachers react and 

respond differently when they discipline boys and girls and that male teachers focus more on serious 

offences whereas female teachers focused on the less serious offences. From this study one can 

conclude that despite the fact that the gender inequality in education in South Africa has been 

addressed, there is still much to be done because evidently, gender bias still forms part of education 

systems including pedagogical practices.  
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CHAPTER ONE: INTRODUCTION 

1.1 Statement of purpose 

 

Using a case study approach, this thesis aims to investigate discipline policy and practice, 

with relation to gender, at a secondary school. This study will be addressing key questions 

such as 1) What are teacher’s perspectives of their own disciplinary practices in the 

classroom? 2) Does the sex of teacher affect the disciplinary practice that is being utilised? 

and 3) How do students view the disciplinary practices of teachers. 

South Africa’s constitution and more so, its educational policies, professes its commitment 

to equality, which means equal treatment of all its citizens irrespective of age, race, religion 

or sex. With the country now being in its second decade of democracy, evaluating how 

education systems have changed plays a crucial role in assessing the changes that 

democracy presupposed and whether or not the political intervention has been successful in 

this regard. This research uses discipline as a lens to analyse the gender dynamic at the 

school and specifically in the classroom. The reason for using discipline is that it provides 

concrete evidence of the gender debate in the classroom. Since the abolition of corporal 

punishment, government has clamped down on degrading disciplinary practices and have 

compelled schools to keep record of their disciplinary procedures. These records can 

provide rich evidence of the gender debate within classrooms and this can even be 

extended into the school environment.  

There have been many studies that give first hand evidence of either implicit or explicit 

differential treatment of boys and girls in academics and classroom interactions. If this is the 

case, one would assume that this differential treatment would play out in the manner 

teachers administer punishment to boys and girls. Teachers are at times not aware of their 

own bias and react out of either a learned behaviour or a genuine belief that their practices 

reflect what society would term as fair. This conscious or unconscious bias has negative 

implications because it this means that the practices of teachers do not reflect the 

guidelines stipulated by national and provincial government. The policies are created so that 

they can be realized into society and if this is not happening, we have a huge problem on 

our hands. This study is important because it raises an important question, do our practices 



2 
 

reflect our policies? And if this is not the case then schools, particularly teachers and 

administrators, are in need of a large-scale re-education in gender-neutral (disciplinary and 

teaching) techniques.  

The introduction of this paper lays the foundation as to what this research aims to address. 

Chapter two will discuss schools within a broad policy context, making reference to gender 

equality frameworks, and it will also give a detailed description of the school at which the 

study will be conducted. Chapter three will give an overview of the literature focusing 

specifically on gender and discipline in terms of how teachers view their own disciplinary 

practices; how students view the practices of teachers and the process of drafting discipline 

policy and procedure by school administrators and management. The methodology chapter 

(Chapter 4) focuses on the way the fieldwork was orchestrated and it also discusses some of 

the limitations of the research. Chapter five discusses the findings of the research using 

similar themes that was discussed in the literature review.   By rigorous interaction with 

students, teachers and administrators, this study will give a contemporary insight to the 

situation at hand.  

The research will show that despite the fact that the policy is gender neutral, people still 

implement the policy, think and act in gendered ways. There was a great difference in how 

male and female teachers disciplined boys and girls. The study also revealed that teachers 

still held the view that girls are better behaved than boys and therefore treated them as 

such.  

1.2 Overview 

 

The issue of discipline within schools has received much attention since the abolition of 

corporal punishment. Most students and teachers are extremely concerned about the 

danger and disorder within school environments. In research findings published in the 

Harvard Education Letter (1987), “each month three percent of teachers and students in 

urban schools [in the USA] and one to two percent in rural schools are robbed or physically 

attacked. Also nearly 17,000 students per month experience physical injuries serious 

enough to require medical attention.” Teachers are left to deal with problems such as drug 

use, cheating, insubordination, truancy and intimidation, which have a huge impact on 
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amongst other things, teaching time. “Approximately one-half of all classroom time is taken 

up with activities other than instruction, and discipline problems are responsible for a 

significant portion of this lost instructional time” (Cotton 1990).  

Discipline in this paper essentially refers to a response of unacceptable behaviour on behalf 

of the student. Discipline can refer to “punishment intended to correct or train, training that 

is expected to produce a specified character or pattern of behaviour or controlled behaviour 

resulting from such training” (Rodriguez 2002, 3) Education researchers have agreed that 

discipline has both prevention and remediation properties. Whatever the exact definition 

“most researchers and writers seem to agree that nowhere is it more true that, an ounce of 

prevention is worth a pound of cure, than in disciplining young people in educational 

settings” (Cotton 1990). 

Cotton (1990) states that “researchers have most often conducted comparative studies of 

well- disciplined and poor-disciplined schools to identify critical differences in discipline 

practice.” The characteristics of well-disciplined schools have been noted in many research 

findings (see Duke (1989); Lasley and Wayson (1982); Short (1988); Smedley and Willower 

(1981); Stallings and Mohlman (1981); Wayson et al (1982) and Wayson and Lasley (1984)). 

Duke (1989, 47) says that  

“…what is known about the organisation of orderly schools is that they are characterized by 

commitment to appropriate student behaviour and clear behaviour expectations for students. 

Rules, sanctions and procedures are discussed, debated and frequently formalised into school 

discipline and classroom management plans. To balance this emphasis on formal procedure, the 

climate in these organizations conveys concern for students as individuals. The school manifest 

itself in a number of ways, including efforts to involve students in school decision making, school 

goals that recognize multiple forms of student achievement and de- emphasis on homogenous 

grouping…” 

Short (1988, 3) comments further by saying that  

“research on well-disciplined schools indicates that a student centred environment incorporating 

teacher-student problem solving activities, as well as activities to promote student self-esteem 

and belongingness is more effective in reducing behaviour problems than punishment.” 

Disciplinary practices become ineffective when teachers ignore any misconduct (Emmer 

1982; Emmer and Evertson 1981; Emmer et al 1983; Evertson 1985; Evertson et al 1983; 
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Lovegrove et al 1983; O’Hagan & Edmunds 1982); where there is an ambiguous or 

inconsistent teacher response to any misconduct (Gottfredson 1989; Gotfredson & 

Gotfredson 1985) and/or when punishment is excessive or which is delivered without 

support or encouragement for improving behaviour (Cotton and Savard 1982; Lovegrove et 

al 1983).   

 

As stated in the beginning discipline is the lens through which the gender dynamics in the 

school will be analysed. Gender is an important concept because it allocates roles and 

makes judgments based on the allocation a person chooses. It is a social category that 

prescribes human behaviours, attitudes and other characteristics as being male or female 

appropriate. Knowing an individual’s gender allows the individual as well as others to place 

him/her in a category and then judge his/her behaviour based on the expectation of those 

categories. This categorization process presupposes differences between the two genders. 

In contemporary society, it seems impossible to avoid being categorized by others or even 

categorizing oneself. Aksu (2005) says, “in this age of mass media, we are surrounded with 

images that promote certain gender roles…these hidden forces shape us and our world 

view, often without us being aware that they are doing so.” From an education point of view 

“it is important to use and/or refuse gender stereotypes in the classroom” (Aksu 2005). This 

is for two key reasons. Firstly, teachers biases, whether conscious or unconscious “also send 

clear and harmful messages that are very influential…children’s perceptions of gender roles 

are affected, not only by overt forms of gender bias, such as being told they can or cannot 

do a task because their gender, but also by the ‘hidden curriculum’- the subtle lessons that 

children encounter through teacher’s behaviours, feedback, classroom segregation and 

instructional materials” (Frawley 2005). Secondly, it is important that teachers are aware of 

gender bias and try their utmost to eradicate this socially constructed categorization 

“because it can limit students’ ambitions and accomplishments” (Sanders 2003).  

The importance of this study is aptly summarized by Aksu (2005) who says, “since education 

is a significant social area, where gender segregation and the reproduction of gender 

stereotypes are generated…..much can be done in this area to prevent this 

phenomenon….teachers must help their students identify where it exists in the classroom 

and the school environment.” In order for teachers and education administrators to 
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eradicate gender bias in the education system, it is important that students and teachers are 

made aware of its existence and the implications it has on later social development.  

This overview has given some insight into the discussions on gender and discipline. The next 

chapter will discuss schools within a broad policy context and give a detailed description of 

the school at which the study will take place.  
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CHAPTER TWO - SCHOOL POLICY 
 

This chapter discusses the multiple ways in which gender equality can be understood, 

including the manner in which it is most commonly understood and enacted. South Africa, 

through its laws and policies has aggressively addressed the issue of inequality in all 

spheres. However, it seems that the way in which gender equality is understood, relates 

more to parity than a deep fundamental change. Equality, or more specifically gender 

equality, is not only about distribution of resources amongst individuals, it is also about 

justice. By discussing the concept of equality and also acknowledging the difficulty in 

defining gender equality in education, this chapter aims to contextualize gender equality in 

the South African education system. Chapter Two will also discuss the history and discipline 

policy of the school at which the research will be conducted.  

  2.1 Gender and equality in South African education  

South Africa’s political transition has led to an influential human rights culture and this is 

evident in the change of policies within the legal system.  The emancipation out of a 

tumultuous and discriminatory past and moving towards a human rights culture has become 

a societal aim.  

South Africa’s constitution is said to be amongst the most progressive in the world. In the 

first chapter of the Constitution, (Act 108 of 1996) emphasis is put on equality and human 

rights, “Human dignity, the achievement of equality and the advancement of human rights 

and freedoms.” This Section (The South African Bill of Rights) also makes mention of 

equality, freedom of expression and association, political and property rights, housing, 

healthcare, education, access to information, and access to courts. The South African 

government is committed to creating policy that is non-discriminatory. It is determined to 

ensure the supremacy of the constitution and the rule of law and guarantee that it will at all 

times be accountable, responsive and open. The South African Schools Act of 1996 mirrors 

the visions and philosophies of the Constitution and Bill of Rights and aims to provide equal 

opportunities for all learners. However, the concept of what constitutes equality can also at 

times be elusive, and therefore warrants more discussion.  
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The measurability of equality was famously brought into the spotlight by Amartya Sen 

(1979, 1992), when he posed the question ‘how do we measure equality?’ Do we look at it 

in terms of distribution, in terms of justice or in terms of comparisons between individuals? 

With regards to the latter, Sen highlighted how personal heterogeneity meant that 

individuals differ in the way in which they utilize resources and the outcomes that follow 

from those different choices (1992: 27-28). He noted four ways that are crucial to our 

understanding of equality. Firstly, individuals differ in personal characteristics, i.e. 

personality, disposition etc. Secondly, people differ in external circumstances i.e. race, 

religion, socio economic class etc. Thirdly, people differ in the manner in which they convert 

resources into valued outcomes. The last aspect that affects the understanding of equality is 

the fact that every individual has their own idea of what constitutes good. It is in this 

difference of perceptions of the individual that makes achieving equality so difficult. 

Another aspect of equality that needs scrutiny, is that more than often it is interchanged 

with equity, despite the two concepts having completing different meanings. The one does 

not necessitate the other. An example of where equity and equality have been used 

interchangeably is in the Report by the Gender Equity Task Team (1997) in which the 

authors admit that [t]he words equity and equality are often used interchangeably and have 

been in this report.” 

Wolpe et al (1997:38) says that “there is a lack of clarity and absence of consensus, about 

what the difference are between equality and equity. It is clear that they mean different 

things to different people….”  It is also quite common for policy to focus on equality with 

equity becoming elusive. Secada (1989) defines equity as the justice element in a system 

whereas equality refers to how resources in that system are allocated amongst different 

groups. So even if equality was achieved in a system, the system can still be an unjust one. 

As Secada says, “The heart of equity lies in our ability to acknowledge that, even though our 

actions might be in accord with a set of rules, their results may be unjust” (Secada, 1989: 

68).  

Equality on the other hand is often defined in terms of inequality. “Commonly, groups are 

defined along some demographic characteristic: social class, race, gender, ethnicity, 

language background….Group differences are interpreted to demonstrate the existence of 
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inequality. Equality, therefore, is defined implicitly as the absence of those differences” 

(Secada, 1989: 69). In an ideal situation, governments will not only seek to attain equality in 

education but also educational equity.  

As previously stated, gender equality in education was mostly addressed in terms of parity. 

“A wide goal of gender equality in political, economic, social and cultural relations is thus 

interpreted in a limited form as equal numbers of boys and girls in formal schooling” 

(Unterhalter, 2005: 111). Furthermore, Unterhalter (2005) says that it is crucial to 

“…consider gender equality in education in its widest social sense paying particular 

attention to the importance of dialogue between mainstream and margins.” The author 

goes further to discuss some of the ways in which gender equality needs to be considered:  

- “…gender as not just a descriptive term of biological difference, hence gender 

equality is not primarily about counting equal numbers of boys and girls in school…” 

- “…gender, like ethnicity, class and the notion of marginality shapes social structures 

and relations in education and many other spheres in ways that entail unequal 

access to resources and the undervaluing of the views of certain groups.” 

- “…gender equality, which often intersects with equality in other areas of social 

division, thus entails reflecting critically on the causes and consequences of these 

gendered forms of power, value and distribution and transforming those that do not 

provide women and men with lives they have reason to value.” 

 (Unterhalter, 2005: 112)  

Despite awareness of the multiple ways in which gender equality can be understood and 

considered, it is still difficult to define. According to Morrell et al (2009:9), “Gender equality 

in education is not easy to define, even though the term appears in many national and 

international policy declarations. The South African Constitution sets equality as a key 

dimension of the Bill of Rights, noting that ‘equality includes the full and equal enjoyment of 

all rights and freedoms’ and committing the state to take legislative and other measures to 

‘protect persons, or categories of persons, disadvantaged by unfair discrimination.’”  
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Unterhalter (2005) distinguishes between four different frameworks to understanding 

gender equality in education. The table below1 depicts these frameworks.  

Table 2.1.1: Frameworks of gender equality 

Gender means Gender equality means Policy emphasis 

Girls or boys Equal amounts (parity) Interventions to ensure parity 

Constructed social relation of power Transformed structures to 
redress power inequalities 

Building institutions to transform 
power inequalities 

Discourses of appropriate or resistant 
femininities or masculinities. 

Equality of esteem or 
recognition for the diverse 

identities 

Interactions: Encouraging cultures of 
participation, critique and 

affirmation of diverse identities 

Plural concept, entailing both an 
intersecting structured positioning 
and a shifting form of agency and 

identity. 

Plural notion of equalities 
includes freedom to achieve 

valuable objectives and varied 
combinations of real 

alternatives. 

Empowerment: interventions + 
institutions + interactions 

Table replicated from Morrell et al (2009:13)  

 

The first framework discusses gender in terms of biology, boys and girls. Unterhalter refers 

to this approach to equality as interventions, which refers to a “bounded form of action … to 

prevent extreme suffering or want” (Unterhalter, 2007:35). Examples of such programmes 

include scholarship programs for girls to ensure the same amount of boys and girls graduate 

from school or university. The second framework discusses gender in terms of a socially 

constructed phenomenon. This phenomenon is between men and women are shaped by 

social structures that influence the way people think about who should be the breadwinner 

and who should take care of the children etc. Gender equality in this framework is 

understood in terms of an institutional transformation. This ‘institutionalisation’ approach 

to gender inequality ‘addresses elements of want and inadequate provision’ and attempt to 

gender inequalities that retract from the quality of education (Unterhalter, 2007:36).  

The third framework deals with interactions and the discourses of masculinity and 

femininity. It shows how these discourses are constructed and how identities based on 

these discourses are formed. Females will for the most part take on feminine traits, such as 

being quiet or subordinate and if they do not portray these qualities, their femininity would 

be questioned and it could lead to stigmatisation. Regarding this framework, Morrell et al 

(2009:15) says that “gender equality here demands the overturning of these hierarchies and 

                                                           
1
 Table replicated from Morrell et al (2009:13)  
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boundaries of esteem, opening up a wide range of identities as social relationships, as 

valuable for women and men, subjecting all identities, to discussion, critique and change.” 

Unterhalter (2007:140-153) clarifies this framework as identifying multiple sites for 

enactment, it takes the diversity of humans as the central issue in implementing equality 

and requires interactions of all the relevant discourses. The final framework, and arguably 

the more favoured approach, incorporates all of the previous three approaches to gender 

equality. This approach is a multidimensional one. Morrell et al (2009: 15 -16) comment on 

this approach by saying: 

“This multidimensional formation of gender shapes the articulation of capabilities or what each 
has reason to value. Equality is plural, but entails the establishment of conditions of justice in 
which constraints on capabilities can be removed and valued actions can be realized. The policy 
approach entailed sees gender linked with a strong rights agenda, involving practices that 
develop strategies, arguments and actions for women and girls claiming rights within education 
and in all the social and cultural sectors that bear on education. It is also concerned to establish 
gender equitable conditions that are not formal statements of equal inputs, but go considerably 
beyond this to develop a wide commitment to equality among women and men.” 

 
 

The latter approach seems the most appropriate approach as it incorporates interventions, 

institutions and interactions and is referred to as the empowerment approach. This 

approach acknowledges and tries to address the multifaceted nature of gender equality.  

The South African law has at least tried to put huge emphasis on addressing the inequalities 

(in terms of parity) of the past by ensuring previously disadvantaged individuals are given 

opportunities in areas that were previously off limits due to variables such as race and 

gender. However, despite the change in policy and law, real change cannot happen until 

there is a change in the attitudes of society. What we require is a re – socialization and a re 

–education in people’s attitudes if deeper and more permanent change is to happen. The 

education system is a key component in maintaining the status quo and for this reason 

should be transformed so that these newly required attitudes can be transferred and 

implemented. The magnitude of the effects an education system can have was made 

evident during the Apartheid era that South Africa endured.  

Gender inequalities were a prominent feature in education during Apartheid. “The number 

of girls attending and completing secondary school did not equal that of boys until the 

1980’s (Unterhalter, 1991 cited in Morrell et al 2009:29). Male teachers received higher 

salaries than their female counterparts and females were seldom promoted to management 
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positions and did not receive maternity leave. Also, “unmarried teachers who fell pregnant 

were forced to resign their posts” (Kotecha 1994 cited in Morrell et al 2009:29). Since 

Apartheid has been abolished, “gender equality has been one of the goals of education 

policy. However, in practice, the tendency has been to use quite limited meanings of gender 

equality, which has stunted the reach of gender transformation” (Morrell et al, 2009:27).  

Research conducted recently about gender and education in South Africa, showed that, “in 

2004, 65 per cent of more than 370 000 teachers were women” (Morosi 2006b) a 

percentage that has altered little since the 1980’s (Truscott 1994). Morosi’s research also 

showed that within the teaching profession, female teachers are still significantly 

underrepresented in senior positions (2006b:15). With regards to the attrition rate of boys 

and girls, it seems there is a reversal of the norm in which more boys leave school than girls. 

According to Morrell et al (2009:31) “…there has been a reversal of a continent-wide gender 

pattern in which girls have tended to leave school in large numbers and substantially before 

boys. The number of boys now dropping out exceed girls,…”  

As previously mentioned, the South African government has addressed the issue of gender 

inequality through various legislation. Amongst these was the commissioning of the Gender 

Equity Task Team. The Task Team make a very significant point when they say that “the 

demand for gender equity should be located in a historical context” (Wolpe et al, 1997:21). 

This is important because if we are to address gender inequalities in society and specifically 

in education, we have to have a deep understanding of where all the imbalances 

commenced or rather what propelled the imbalance in the first place. The aim of the Task 

Team is evident in their definition of gender equity (and here no distinction is made 

between equity and equality) when they say that “gender equity is concerned with the 

promotion of equal opportunity and fair treatment of men and women in the personal, 

social, cultural, political and economic arenas. Gender equity means meeting women’s and 

men’s , girl’s and boy’s needs in order for them to: compete in the formal and informal 

labour markets, participate fully in civil society, fulfil their familial roles adequately without  

being discriminated against because of their gender” (Wolpe et al, 1997:40).  
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Evidence of the South African government’s commitment to address the issue of (gender) 

inequality can be found in the various legislative pieces as well as in the ratification of 

certain international conventions: 

 

The South African government has passed a number of laws
2
 that addresses the issue of gender 

equality in all schools. South Africa joined the African Charter on the Rights and Welfare of the 

Child and South Africa has made its commitment to human rights more overt by become a 

signatory to the UN Convention on the Rights of the Child. This charter compels it members to 

pass laws and take social, educational and administrative measures to “protect the chid from all 

forms of physical and mental violence, injury or abuse, neglect or negligent treatment, 

maltreatment or exploitation….” Article 19 of the UNCRC states that “State parties shall take all 

the appropriate legislative, administrative, social and educational measures to protect the child 

from all forms of physical or mental violence, injury or abuse…while in the care of parent(s), legal 

guardian(s), or any other person who has the care of the child.” The preamble to this convention 

also states that “…the child, for the full and harmonious development of his or her personality, 

should grow up in a family environment, in an atmosphere of happiness, love and 

understanding….The child should be fully prepared to live an individual life in society and 

brought up in the spirit proclaimed in the Charter of the United Nations, and in particular in the 

spirit of peace, dignity, tolerance, freedom, equality (own emphasis) and solidarity….”. 

 

This aim towards democratization and gender equality is part of the broad South African 

policy context. As stated by Ingelhart, Norris and Welzel 2004: 

“The trend towards gender equality is intimately linked with the broader process of change and 

democratization. Democratic institutions existed long before gender equality…..but 

today…growing emphasis on gender equality is an important factor in the process of 

democratization…support for gender equality is not just a consequence of democratization. It is 

part of a broader cultural change that is transforming many aspects of industrialised societies 

and supporting the spread of democratic institutions”  

Despite the admirable policy change that has occurred, the challenge is no longer to try and 

find new conventions to ratify, but rather to work on internalizing the laws and policies that 

we already have. Equality, more specifically gender equality is a multi-dimensional and 

difficult concept to define and even more difficult to address. It requires a shift at structural 

                                                           
2
 The Bill of Rights in the Constitution (Act 108 of 1996), The South African Schools Act (84of 1996) and The 

National Education Policy Act (1996)  



13 
 

and cognitive level. It requires society to challenge their understanding and their 

perceptions of what constitutes masculine and feminine and to try to realize a society in 

which both sexes can flourish irrespective of their orientation. The South African 

government has made the much needed changes at policy level; however, these policies 

need to be realized through a re-education of all the necessary players in the education 

system. The next part of this section will discuss the institution at which the research was 

conducted. It offers a brief history of the school and also analyses the discipline records. It 

will hopefully reveal how through practices of discipline, to what extent students and staff 

have internalized the discipline policy at the school.  

2.2 Edinburgh High3 

 

Edinburgh High is a co- educational private school that was established in 1998 and had its 

first premises in Rondebosch, Cape Town. It was started by the former Secretary for 

Biological Sciences from Cambridge University as a response to parents request for a more 

internationally recognised basic education and to supply a service to the growing number of 

foreigners (people mainly from England who come to South Africa to pursue careers or 

business opportunities) entering the country for short periods of time. According to the 

school’s website, the school was established  “… in response to request from parents who 

had a common dream for a school that would offer their children a high-quality 

international education within an affirming, caring Christian environment”  (School website).  

The original Edinburgh High emerged from the International School Foundation, which 

consisted of a number of separate schools. The schools follow the United Kingdom 

curriculum, but is a member of Independent Schools Association of South Africa (ISASA), 

which means they comply with the philosophies of the South African Education Department. 

By January 1999, the student numbers had increased so much so that satellite campuses in 

Rosebank, Durbanville, Somerset West and HoutBay were established. It seemed a good 

idea at the time to make each campus autonomous as in this way the schools would 

function better. “During the course of the year plans were put in place to make each of the 

campuses autonomous. The separate campuses had grown steadily but each had their 

individual needs that would be better handled with local Governance. “The decision to 
                                                           
3
 Name of School changed 
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separate the schools was not well received by all parents and caused the numbers in the 

school to decline significantly” (School website).  

In October 2003, the current headmaster, Mr Smith4 joined the school and reunited the 

campuses as one unified organisation and took the school to new heights and maintained 

the initial aim of the school to provide an excellent internationally recognised education to 

all its students. In 2004, CfBT Education Trust (The Centre for British Teachers) came on 

board as owner of the school and all the satellite campuses relocated to its current location.  

Edinburgh High currently has about 360 students in the high school and primary school 

combined and boasts students from about 40 different nationalities. They offer pre-

reception to Year 12 and students write the IGSCE and Cambridge A-level and AS level 

external examinations. The school is co-educational, multicultural with a strong Christian 

foundation. The classes are relatively small (between 15 to 25 students per class) and a huge 

emphasis is placed on the individual needs of the students. The high school has a combined 

23 (8 male and 15 female staff) teaching staff members, in both a full-time and part-time 

position and approximately 110 students.  Breaking this figure into gender, there are 57 

boys and 49 girls in the high school.  

Given these characteristics, this school is not representative of a typical school in South 

Africa. Nonetheless, the gender relationships observed there, it could be argued, are typical 

of gender relationships in South Africa, albeit at the ‘soft’ end of the spectrum of the 

divisiveness described earlier.  

2.3 Discipline policy 

 

The school has recently (March 2009) revised its discipline policy. The discipline policy was 

revamped due to the need to deter students from misbehaving rather than punishing the 

students for bad behaviour already committed. Also, it was aimed at reducing the amount 

of students that received Friday detentions. The policy is structured in such a way that 

students are given fair warning before being punished and they also have the opportunity to 

redeem themselves from any act considered inappropriate. The policy (see Appendix A) is 

focused specifically on behaviour rehabilitation resulting from students misbehaving and 

                                                           
4
 Name has been changed 
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academic defaults (e.g. students not completing assigned homework tasks etc.). This policy 

does not refer to bullying, as this is dealt with as a separate and more grievous offence.  

The policy is divided into three sections. The first section discusses the expectations of 

students; the second section discusses the due process for students who do not conform to 

the behaviours expected of students. The third section deals with academic defaults. In the 

first section, the expectations of students are clearly stipulated. Some of these expectations 

include ‘complying with instructions’, ‘behave responsibly and not endanger the safety and 

welfare of others’, ‘be punctual…’ and ‘behave honestly and conduct themselves with 

integrity.’ The policy also has a disclaimer which states, 

“It is impossible for this procedure to list every possible rule of infringement and this guideline and 

attached Code therefore set out the broad principles of fair discipline at the School. The Teachers and 

School Head are entitled to apply action that they believe is appropriate in the circumstances, within the 

guidelines provided by this procedure.” 

This disclaimer ensures that in the event of students performing an action that is not on the 

list but is deemed as inappropriate by teachers or management, the School may take the 

necessary actions.  

The second section deals with the different behaviours. These behaviours are divided into 

three categories. Level-1 offences include behaviours such as poor punctuality, rude 

language, chewing gum etc. It also refers to ‘disruptive behaviour’, which is not closely 

defined and has to be applied by teachers as they see suitable and appropriate. In the event 

of students doing any of the offences stipulated, they would receive one default. Up to 

three defaults will be given and then a student receives a detention. Detention is held on a 

Friday afternoon for a period of one hour and students are given tasks, usually writing tasks 

but the detention can include physical activities such as covering textbooks, to occupy 

themselves during the hour. If a teacher awards a student who has a default with a 

character award, (i.e. an award for honesty, citizenship or helpfulness etc.) the default will 

be erased from the students record.  

Level-2 offences are offences that require teachers to inform management immediately and 

parents and other teachers are also informed of the offence. Some of these offences include 

damage to property, graffiti, telling lies, insolence and inappropriate physical contact. These 



16 
 

offences will go on the student’s record and will at no time be erased irrespective if a 

character award is received. Level-3 offences call for an immediate disciplinary hearing. 

These hearings include the students who perpetrated the action, the victim (if the situation 

warrants one), members of management and parents of both the perpetrator and the 

victim. Some of these offences include plagiarism, truancy, cheating in a test or exam and 

theft. These tribunals assess the reasons for the student’s action and feasible punishments 

are decided upon by parents and the headmaster.  

Academic defaults (section 3) refer to problems relating specifically to learning and the 

requirements needed to ensure learning takes place. Academic defaults refer to acts such as 

being ill equipped for class (e.g. not having the relevant textbooks or writing materials), and 

incomplete homework.  In the case of students not being equipped for lessons, one default 

will be issued. In the case of incomplete homework, students are to receive extra work, over 

and above the homework. This extra work should be able to occupy a student for an 

average of 25-minutes and the task can be anything that the teacher in charge deems 

suitable.  

The table below demonstrates how the issue of discipline and gender is played out in the 

school. The only feasible records that was available at the time the research was conducted, 

was that of the second term of the current academic year and the analysis will focus on the 

results gathered from the second half of the second term (a period of about two 

months).Table 2.3.1 gives an account of the offences according to level, grade and gender. It 

shows how many times a default was given to boys and girls respectively.  
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Table 2.3.1: Default distribution by Student gender (%) 

Year (No. of 
students per class) 

Level 1 
B                   G 

Level 2 
B                     G 

Level 3 
B                  G 

7 (n=13) 74.5 25.5 100.0 0.0 0.0 0.0 

8 (n=14) 85.7 14.2 85.7 14.2 0.0 0.0 

9 (n=24) 66.6 33.3 33.3 66.6 0.0 0.0 

Total: (n=51) 73.0 26.9 72.7 27.2 0.0 0.0 

10 (n=23) 68.2 31.7 60.0 40.0 0.0 0.0 

11 (n=18) 0.0 0.0 0.0 0.0 0.0 0.0 

12 (n=14) 62.5 37.5 87.5 12.5 0.0 100.0 

Total: (n=55) 66.1 33.8 76.9 23.0 0.0 100.0 

 

This table shows that boys substantially outnumbered girls in the Level- 1 and Level- 2 

offences. There was only one Level- offence handed to a student and it was a Year 12 

female student. The table also demonstrates that there was no significant difference 

between the junior and senior phase.  

Table 2.3.2 shows the distribution of the defaults according to the gender of the teacher. It 

also demonstrates how many male and female teachers handed out defaults according to 

the different levels.  

Table 2.3.2: Default distribution by Teacher gender (%) 

Year (No. of 
students per class 

Level 1 
MT                FT 

Level 2 
MT                 FT 

Level 3 
MT               FT 

7 (n=13) 11.8 88.1 100.0 0.0 0.0 0.0 

8 (n=14) 52.3 47.6 100.0 0.0 0.0 0.0 

9 (n=24) 45.2 54.7 100.0 0.0 0.0 0.0 

Total: (n=51) 30.3 69.6 100.0 0.0 0.0 0.0 

10 (n=23) 46.3 53.6 100.0 0.0 0.0 0.0 

11 (n=18) 0.0 0.0 100.0 0.0 0.0 0.0 

12 (n=14) 58.3 41.6 100.0 0.0 0.0 n/a 

Total: (n=55) 50.7 49.2 100.0 0.0 0.0 0.0 

 

Table 2.3.2 shows that most of the Level 1 offences in the junior phase were handed out by 

female teachers and male teachers gave more offences in the senior phase. All of the Level 

2 offences were handed out by male teachers and no name or signature was put against the 

Level 3 offence. The Year 11 students were away writing external examinations and for this 

reason do not show up on the disciplinary records of the school.  

This data shows firstly, that boys overall receive more defaults than girls. Secondly, it shows 

that female teachers are more concerned with Level- 1 type offences and male teachers 
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focus on the more serious offences and tend to focus their attention on the senior students 

more so than the junior students. It is interesting to note that already in the records; a 

stronger gender bias is revealed. Lastly, by the number of defaults that are being given, it 

shows that there may be a lack of fundamental understanding of the policy and it is due to 

this lack of internalization of the policy that students default in their behaviour.  

Although this research refers specifically to students and teachers in the secondary school, 

at Edinburgh High, this discipline policy applies to students in the junior school as well. The 

discipline policy of the School is very consistent apart from the fact that teachers still have 

autonomy to decide what is regarded as ‘disruptive behaviour’. There is no disclaimer that 

refers to the judgement of the teacher, leaving teachers to deal with the issue as they see 

fit. Discipline policy is extremely important and it is even more important that there is 

consistency in the way that punishment is handed down. The consistency should not only 

mean that teachers should have a common sense of what is deemed as disruptive behaviour 

and that they should be equally rigorous in the implementation, but that the rules that 

apply to girls should apply to boys as well and vice versa. Inconsistent practices can lead to 

the policy being undermined and inevitably lose its legitimacy. The next chapter 

contextualizes the study by making reference to the gender literature in terms of education, 

stereotypes and perceptions of disciplinary practices by students, teachers and 

administrators.  

 



19 
 

CHAPTER THREE - GENDER, DISCIPLINE AND THE SCHOOL ENVIRONMENT 
 

This chapter deals with gender literature with regards to stereotypes, discipline, education 

and perceptions of disciplinary practices by teachers, students and administrators. We posit 

the idea that the root of all gender imbalance, lie in the way teachers perceive boys and 

girls. However, the perception of students and administrators mutually reinforce this idea 

by the way they themselves act and react. Students, before entering the schooling system 

are socialized into gender roles and deal with gender bias in their home environment, which 

suggests that schools do not create this bias, it merely reinforces it.  

According to Sadker (1994) despite “sitting in the same classroom, reading the same 

textbook, listening to the same teacher, boys and girls receive very different educations.” 

When students enter school, “…girls perform equal to or better than boys on nearly every 

level of achievement, but by the time they graduate high school or college, they have fallen 

behind.” (Sadker 2004) This suggests that during the school years, boys and girls are 

conditioned according to the stimuli they receive in the schooling environment. Chapman 

(2009) says that “the socialization of gender within our schools assures girls are made aware 

that they are unequal to boys…every time students are seated or lined up by gender, 

teachers are affirming that girls and boys should be treated differently.”  

Teachers socialize girls according to a feminine ideal (girls are told to do needlework, home 

economics etc.) and boys towards a masculine ideal (boys are streamed to handwork and 

sports etc.). Girls are praised for being neat and clean whereas boys are encouraged to be 

assertive, to think independently and to be active or sporty. Chapman (2009) argues that 

“girls are socialized in schools to recognize popularity as being important.” Research has 

shown that girls in grade 6 and 7 “rate being popular and well-liked as more important than 

being perceived as competent or independent. Boys, on the other hand, are more likely to 

rank independence and competence as more important” (Bailey 1992). 

Much research has been done, (see Reay 2001) that suggests socialization is reinforced at 

school. This is because “classrooms are microcosms of society, mirroring its strengths and 

ills alike, it follows that the normal socialization patterns of young children often lead to 

distorted perceptions of gender roles and are reflected in the classrooms”  (Marshall 1997).  
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The issue of gender bias within classrooms and schools in general is not limited to the 

socialization aspect, “bias is embedded in textbooks, lessons and teachers interactions with 

students…This type of gender bias is part of the hidden curriculum of lessons taught 

implicitly to students through the everyday functioning of their classroom” (Chapman  

2009).  

According to research conducted by Myra and David Sadker (1994) they noted four types of 

teachers’ response to students: teacher’s praises teachers’ criticisms, teachers’ acceptance 

and the manner in which the teacher remediate. The study found that boys were far more 

likely to receive praise and remediation than girls and girls were more likely to receive some 

sort of acknowledgement from the teacher than boys. These findings were confirmed in a 

study conducted by Good and Brophy ( 1990 cited in Marshall 1997) when they noted that “ 

…teachers give boys greater opportunity to expand ideas and be animated than they do girls 

and they reinforce boys more for general responses than they do for girls.”  

Apart from attitudes towards students, special education services are also applied more 

liberally to boys than girls. Research has shown that boys are referred to services such as 

testing more readily than girls and this is because “…giftedness is seen as aberrant, and girls 

strive to conform” (Orenstein 1994). Chapman (2009) says that “boys represent more than 

two-thirds of all students in special education programs and there is a higher proportion of 

male students receiving diagnoses that are considered to be subjective.” Although medical 

reports show that there is an equal amount of boys and girls that have learning disabilities 

and who need special education intervention, the case may be that “rather than identifying 

learning problems, school personnel may be mislabelling behavioural problems. Girls who 

sit quietly are ignored; boys who act out are placed in special programs that may not meet 

their needs” (Bailey 1992). 

3.1 Gender stereotypes 

Gender stereotyping can be defined as a cultural phenomenon and societal categorizing that 

ascribes roles, attitudes and behaviours to men and women. These roles are based on the 

ideas society holds and believes to be true of either sex. This dichotomous social category 

prescribes behaviours, attitudes and feelings as being appropriate for a male or female. This 

means that once a person knows his or her gender, they can place themselves in a distinct 
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category, i.e. male or female, and then act according to the expectations of that category. 

Human differentiation based on gender differences is a phenomenon that affects almost 

every aspect of people’s lives. In a similar vein, the distinction between male and female 

serves as a basic principle for many human cultures. Although the practices may differ from 

culture to culture, “all societies allocate adult roles on the basis of sex and anticipate this 

allocation in the socialization of their children” (Bem 1981, 354).  

 

Gender development is a crucial issue because “some of the most important aspects of 

people’s lives, such as the talents they cultivate, the conceptions they hold of themselves 

and others, the socio-structural opportunities and constraints they encounter, and the social 

life and occupational paths they pursue are heavily prescribed by societal gender-typing” 

(Bussey & Bandura 1999, 676). Although some of these stereotypes depend on the 

biological sex of the person “most of the stereotypic attributes and roles linked to gender 

arise more from cultural design than from biological endowment” (Bandura 1986, Beall & 

Sternberg 1993, Epstein 1997).   

The next part of this literature review takes the gender issue into the education system by 

discussing how the situation plays out within the classroom. It also shows how schools, 

through teachers, play an active role in constructing student’s perceptions of gender.  

3.2 Gender, discipline and education 

According to Morrell (2001. 292) “corporal punishment was an integral part of schooling for 

most teachers and students in twentieth century South African schools”. This type of 

punishment was used extensively “in white single-sex boys schools and liberally in all other 

schools except in single-sex girls schools where it’s use was limited” (Morrell 1994). The 

view of women as the weaker sex is attributed to this. Also, “in terms of a crude but 

nevertheless illuminating race and gender hierarchy, it has been African women and girls 

who have found themselves at the bottom of this hierarchy. All post –Apartheid policies 

have sought primarily to address racial inequality, while at the same time paying attention 

to gender imbalances and injustices” (Morrell et al, 2009.27) 

Despite the abolition of corporal punishment in South Africa, “many teachers do not agree 

that all beatings constitute corporal punishment and most do not believe that corporal 

punishment is undesirable” (Deacon, Morrell & Prinsloo, 1999; Mkhize 2000).  Instead, for 
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these teachers, corporal punishment can be seen to reinforce respect for the self and 

society.  

Enforcing discipline or sanctions is to inculcate respect for school rules and in a broader 

sense, to respect the rules of society. “Sanctions can be considered as regulator of school-

life rules and classroom management to help children learn the human values of respect, 

obedience and cooperation. The decision to punish, or sanction, a pupil is a cognitive 

process based on a moral judgement” (Salvano-Pardieu, Fontaine, Bouazzaoui & Florer 

2009, 1). This moral judgement is based on some sort of logical reasoning, more specifically 

deontic reasoning. “In deontic reasoning, people understand and reason about what is 

permitted, obligated, prohibited, cautioned or advised in our social life” (Salvano-Pardieu, 

Fontaine, Bouazzaoui & Florer 2009, 1). People, including teachers need to be aware of the 

social rules before they can apply violation detection rules and sanctions. Although there 

are factors that affect the logic of the action such as age, moral orientation, moral level and 

life experience, before sanctions can be imposed by teachers, they need to consider the 

following questions: “(1) whether the action was permitted by social rules, (2) whether it 

was deliberately perpetrated, and (3) whether the consequence or the possible 

consequence of this action was serious” (Salvano-Pardieu, Fontaine, Bouazzaoui & Florer 

2009, 1). These questions are further discussed in the interviews with school management. 

Context can also affect the type of sanction that is being applied, such as whether the 

student has committed the action for the first time or whether there were other 

extenuating circumstances that may have affected the judgement of the student. Apart 

from the fact that all sanctions that teachers impose should be justifiable, (i.e. the 

punishment should fit the crime), teachers should ensure that the rules that apply to male 

students should apply to female students as well. After all, this is exactly what gender-

neutrality professes. Here, the Universalist would argue that everyone be treated the same. 

However, the Particularist would be the ones to take all the extenuating factors into 

consideration. So it seems that although our system is inherently Universalist, in some 

instances the Particularist approach is more useful and perhaps more just.  

This may seem the commonsensical approach, but “there is abundant evidence that 

inequality between women and men is a very general feature of Western education 

systems” (Kessler et al 1985, 34). Evidence of this differential treatment and outcomes have 



23 
 

been extensively researched (Australian Schools Commission of 1975, Harvard Educational 

Review 1978-80) and there is just as much evidence to show that much has been done to try 

and address this inequality, but sadly, the injustice still exists and persists.  

Many discussions on the gender and education debate deduce that schools either produces 

or reinforces sex roles in one way or another. In the Australian Schools Commission report 

(1975, 78) it states that “throughout its curriculum and organisation, the school 

differentiates between male and female students in ways that reinforce sex-stereotypes 

expectations.” For the most part this statement is true and this is seen in the daily 

functioning of schools, from the way to the students’ line up by gender, to the uniforms and 

even the limitation of choices in sports. For example, Kessler et al (1985, 42) says that in 

schools “timetables forces choices between metalwork and cookery, because it is assumed 

that girls will become secretaries and boys will become draughtsmen, it is difficult for either 

to be reversed.”  

However, according to Constatinou (2008, 28) “little [attention] has been paid to gender 

bias in the last few years” and this is because “…many educators feel that gender barriers 

and inequities are things of the past” (Sadker & Zittleman 2005, Zittleman 2006). Coupled 

with this “some educators consider that gender bias exists only for females” and for this 

reason amongst others, when literature dealt with gender bias, they were essentially 

referring to how women are prejudiced in various situations (Sadker & Zittleman 2005). 

Thus, there is a general assumption that teachers try to remain neutral and equitable in 

their interactions with boys and girls, “it is not uncommon for them to slip into their own 

stereotyped attitudes and treat males and females differently” Constantinou (2008, 28). 

Research conducted on gender bias in the classroom (Sadker &Sadker 2005, Warrington & 

Younger 2000) showed that males are called on more frequently than females and males 

are given more time to answer questions than females. Males are given detailed feedback 

more so than girls and males are also punished more for their behaviour than girls.  

Similar research (Lirgg 1993, Treanor, Graber, Housner & Wiegand 1998) found that 

(physical education) teachers interact differently and provide more feedback and practice 

opportunities for higher skilled males than lower skilled females.  For most teachers it was 
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an unconscious bias and even when they became aware of the problem “they found it 

difficult to change” (Brown, Brown & Hussey 1996).  

If there is enough evidence to support the fact that teachers are biased in the way they 

teach, and the ways in which they interact and communicate it would not be farfetched to 

assume that they would then be equally biased in the way they administer punishment or 

apply sanctions. Due to the fact that disciplining students is a fundamental part of the 

schooling socialization process and that all students have experience of a disciplinary 

procedure, whether it is being adhered to or broken; ensuring that this procedure is 

conducted in an equitable and neutral manner is crucial.  

From this, we can deduce that schools are in some way actively engaged in constructing 

students’ perceptions of gender and the process of sanctioning or administering discipline is 

not separate from the schooling experience.  

The next section of this review will focus on teacher’s perceptions on how they administer 

discipline and whether gender is a mitigating factor in their administering process.  

3.3 Teacher’s perceptions of discipline and gender in the classroom 

Apart from academic and social instruction, teachers play a vital role in the success of failure 

of a school. “While attention to assessing school environment from the teacher’s 

perspective is a rather recent phenomenon, various instruments for assessment, various 

instruments for assessing school environment were developed as early as during the 1950’s” 

(Huang 2000, 160). Some if these instruments include Pace and Stern’s College 

Characteristic Index (1958), Halpin and Croft’s Organisational Climate Description 

Questionnaire (1963), Coughlan’s School Survey (1966), Hoyles’s Learning Climate 

Inventory(1976)  , Moos’s Work Environment Scale(1979&1981)  and Fraser et al  School-

Level Environment Questionnaire (SLEQ) (1991b, 1982, 1983) . These models measure 

various aspects of the school environment and one important synonymous finding is that 

“classroom management and discipline are primary concerns of many high school teachers, 

especially beginners” (Gregg, 1995 & Templeton and Johnson, 1998). Furthermore, 

teacher’s perceived orderliness of student behaviour as an important factor in teacher’s 

sense of community (Royal &Rossi, 1999). 
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In a study conducted in Australia by Robinson (1992) on teacher’s perspectives on classroom 

discipline, with relation to power, resistance and gender, it was found that for most 

teachers   “discipline was synonymous with professionalism” and also “how good a teacher 

you are” (Robinson 1992). The research also showed that “A quiet class-room was the sign 

of a 'good teacher' in the eyes of their peers, superiors and students” (Robinson 1992). 

According to Delamont &Gallon (1986) “it is often believed that a quiet classroom provided 

the best learning environment.” Conversely, it was also believed that when there were 

discipline problems in a particular class, it boiled down to an ineffective teacher. 

Denscombe (1980) echoes this point in his research when he says that “a noisy classroom 

can result in teacher shame.” An extract from Robinson’s research reinforces (1992,278) 

this:  

I couldn't send students outside the class-room or to the 
Vice-principal because you'd be regarded as a failure, 
especially if you did it constantly.  
(Male mathematics high school teacher) 

This concern of being seen as a failure was mostly visible in male teachers. Failing is 

something that male teachers will not admit to. “They [male teachers] tended to have 

difficulties in admitting they were having problems with students and seemed less inclined 

than female teachers to seek the support and advice of others” (Robinson 1992). One of the 

teachers Robinson interviewed said (p278): 

"Males who don't cope don't do anything about it. That is 
one of the problems with teaching. Females seek help but 
males don't. They're too afraid to say they've got a 
weakness.  
(Male English high school teacher) 

This shows that teachers’ disciplinary style and abilities impacts directly on the teacher’s 

competence. A good teacher also means a good disciplinarian and vice versa.  

With regards to the discipline strategies “in all the participating schools and colleges … 

teachers' approaches to class-room discipline depended largely on the gender of the 

students” Robinson (1992). Although this research is based more closely on the teachers’ 

concept of femininity and how it influences their discipline approach to girls, it sheds light 

on the views teachers have of disciplining both male and female students.  
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The research showed that teachers think girls are more ‘passive’, ‘submissive’ and 

‘controllable’. “The 'good girl' image was strongly linked with stereotyped behaviours 

regarded as appropriate for young women — polite, respectful, conscientious, helpful, 

eager to please, obeying without question” (Robinson 1992). A female teacher in Robinson’s 

research stated that (p281):  

Girls are easier to discipline. It relates to their 
submissive nature at this age. 
 (Female English high school teacher) 

The research also showed that teachers thought girls are more fragile than boys and 

therefore the manner in which teachers addressed girls were softer (p281): 

I treat girls more lightly. My task is to clear the areas 
around the year 10 girls' lockers. They often sneak back. 
If they were boys I would handle it differently, I'd do my 
block, yell, and put them on detention.  
(Male mathematics/science high school teacher) 

Girls were also given roles of responsibility more often than boys and it seems the girls take 

to these roles well. “They were widely perceived to be an asset in keeping order in the class-

room during room activities and were deliberately placed with groups of boys 'to keep the 

peace' and to keep them on the task at hand” (Abraham, 1989). In research conducted by 

Delamont and Galton (1986) they highlighted the fact that teachers unfavourably compare 

boys with girls either as a motivator or as a disciplinary measure.  Robinson’s research 

stated (282):  

Some girls themselves would try to keep order in the class-room, intervening out of frustration 
to try to appeal to other students to be quiet while the teacher was talking. These students were 
concerned that they were being held back in their work by disruptive students and resented the 
amount of teacher time that was spent on disciplining them. They also feared that their 
reputations would be tainted by these students, as the whole class was often put on detention 
because of the behaviour of a few, most often boys. 

In general, girls are not seen as problematic to teach or discipline. “Unlike boys, girls could 

often 'get away' with not doing the work teachers had set by remaining silent, demure and 

'busy-looking'. In many classes some girls would be reading teenage or 'girls' magazines, 

writing letters, or writing names on their pencil cases, rather than doing the work” 

(Robinson 1992). Measor & Woods (1984, 116) point out that when a girl is asked a question 

by a teacher, a shy and embarrassed look is enough to get teachers to move quickly on to 
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the next student. This is regarded as acceptable quality in girls, which successfully works to 

obscure their deviance, especially with male teachers. 

The research showed that girls are not always the cream of the crop and have been seen to 

produce high levels of insubordination when they do rebel. When girls act out in this way, 

they are seen a serious concern to teachers and the rest of the school staff. This 

insubordination of girls leads their reputation to be tarnished by teachers and labelled as 

‘bad girls’ and “they also risked being judged harshly by other students” (Spender & Sarah, 

1980; Llewellyn, 1980).  

Robinson says in her findings that “Those girls, who were considered to be 'bad girls' or 

'difficult girls', were generally more assertive, confronting, loud, aggressive and 

'uncontrollable' in comparison to other girls in the group. Overall their behaviour was similar 

to that associated with male students, but boys were 'naturally boisterous' and therefore 

disruptive. Unlike the judgements placed on boy's behaviour, these girls were viewed as 

holding grudges, or being sulky, sullen and unpredictable in their responses to teachers' 

requests.” These ‘bad girls’ also reacted more hostilely towards teachers (p283):  

There are a particularly nasty group of year 9 girls who are 
different in their behaviour from other girls, they tend to 
be more verbal and stinging in their attacks.  
(Male science high school teacher) 

Some of the behaviours that these ‘bad girls’ portrayed included back-chatting, defending 

themselves verbally and physically against the harassment of male students and they were 

not particularly concerned with doing what was ‘right’.  “They felt teachers did not want to 

know students' opinions, especially if they differed from that of the teachers. The girls 

talked about feeling frustrated about the lack of discussions on issues being brought up 

during lessons” (Robinson 1992). Interestingly enough, the same attributes that label these 

girls as being ‘bad’ are what is seen as positive attributes in boys. These girls are very 

assertive which cause them to become involved in huge power battles with teachers, 

particularly male teachers.  
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For male teachers to get into arguments with male students is almost normal male 

behaviour, but when male teachers are confronted by undisciplined female students, they 

find this hard to handle (p284): 

Males find it difficult to deal with girls who stand up to 
them. They feel as though they've got to win. They can't 
lose in front of a group.  
(Male social worker) 

These confrontations are seen as personal attacks by male teachers not only because they 

are teachers but also because they are male. Robinson’s research showed that male 

teachers don’t always know how to discipline girl students (p288):  

Most male teachers find it easier to handle boys. Previously 
you could give boys a cuff over the ear or a push against the 
board. You can't do this to girls. They just don't know how to 
handle difficult girls.  
(Male high school principal) 

 

Some male teachers also admitted to having flirting or ‘chatting up’ troublesome girls so 

that they do not become problematic in class (p289):   

My individual response to difficult girls is to chat them up to get them to do what I 
want. If I walk into a room and I know 'Suzie Blogg' is going to be bothersome I 
might smile at her and ask her if she thinks it is going to be a nice day and tell her 
that she looks nice, or she smells nice, or whatever, as a way around her.  
(Male social science teacher) 

This issue of male teachers flirting with students is not a new finding and has been 

documented in research conducted by Jones (1988) and Wolpe (1988). These reactions from 

male teachers are sending a dangerous message to girls, especially with regards to their self-

perception. “This reinforces the belief in young women that their appearance — how 

attractive they are — is important in gaining positive attention from male teachers” 

(Robinson 1992). This behaviour can lead to similar actions by female students and although 

male teachers may see this behaviour as ‘normal’, female teachers see this behaviour as 

‘tarty’ (p289): 

Girls will tend to be a little coquettish if they're trying 
to get their way; because I'm a man, they try and use 
feminine whiles on me.  
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(Male maths teacher) 

Robinson’s research has shown that because of the types of attitudes discussed above, male 

and female teachers administer discipline differently to boys and girls and the reasons are 

due to the stereotypical views the teachers themselves have of men and women. Robinson 

(1992, 290)) concludes her research by saying that:  

Teachers' stereotyped attitudes towards masculinity and femininity are reflected in their teaching 
methods and their class-room practices. As this research indicates, class-room discipline is one 
important area where such attitudes flourish and double standards and traditional values about males 
and females are reinforced in students. For girls and boys who deviate from what teachers, parents and 
society generally regard as appropriate gender behaviour, harsh consequences are incurred. This paper 
shows this with particular reference to the educational experiences of girls. Girls who display behaviour 
and have attitudes that are generally upheld as inappropriate for females risk conflict with teachers and 
the school generally, and risk being labelled with derogative terms about their moral characters. This 
has a serious effect on the quality of their schooling, their ability to reach their educational potentials 
and ultimately their future career choices. 

 

Robinson’s research reveals some interesting findings, particularly with regards to 

perceptions teachers have on disciplining boys and girls and also with regards to their 

success as teachers.  

A similar study conducted by Tsouroufli (2002) in a secondary school in Greece showed that 

the respondents of the study (i.e. teachers and the headmaster) believe that “education is a 

more egalitarian place for women than other occupations…” and this is despite the fact that 

the data of the research showed that “three of the five teachers and the principal ascribed 

different characteristics to female and male students and to men and women” (Tsouroufli 

2002, 136-137). The study further showed that “although gender discrimination in 

education was not an issue for the majority of the respondents….observations showed that 

all the teachers had different attitudes towards female and male students in the 

classroom…” (Tsouroufli 2002, 139). Some of the comments that teachers made were: 

“Boys are noisier than girls. This has to do with the way they are brought up. Boys learn to do 
whatever they like in their families whereas girls learn to try. Girls have a fear and they try to 
work with the system. Boys learn to be rebels.” (Greek teacher) 

“When a boy has a strong intelligent mind, he is really intelligent. I’ve come across girls who are 
intelligent, but it’s not the same. Girls try harder, they study hard and they try to improve…The 
reasons for these differences are the genes and how they are brought up at home.”  
(English teacher)  
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With regards to discipline, the research revealed that boys are reprimanded more than girls, 

whether it is for behaviour or poor academic results. “All of the five teachers reprimanded 

boys more than girls for misbehaving, but the mathematics teacher and the English teacher 

reprimanded boys much more than all other teachers. The mathematics teacher 

reprimanded boys 50 times and girls 19 times for things such as chatting, not paying 

attention, daydreaming, laughing or being rude. …The English teacher reprimanded boys 69 

times and girls 7 times for their misbehaviour…yet although she reprimanded boys more 

than girls, she was, in a sense, lenient with male students because their misbehaviour 

warranted even more reprimands. On the other hand, on a few occasions the English 

teacher seemed to be more lenient and helpful with girls because she believed that girls, 

being quieter than boys, should in a way be rewarded for their obedience” (Tsouroufli 2002, 

141- 142). The English teacher was quoted as saying: 

 

“Margerita and Katerina do not participate in the lessons at all. But they are so quiet girls that I feel sorry for them. What 
am I going to do? I’m going to help them, give them better marks so they can continue in the next year.” 
 (English teacher)  

Tsouroufli’s research showed that although the observations reveal that teachers are biased 

in the way they teach and discipline boys and girls, they assume they are being fair and that 

schools are either gender neutral or at least more neutral than most situations or 

occupations. The first part of changing people’s practices is to address the way that they 

think; it seems a major restructuring of the way teachers think is required. This is a very 

important aspect in addressing gender equality in schools and many more studies and 

strategies need to be instituted because it is an “area that needs further exploration” (Altani 

1992).  

3.4 Teacher’s gender and pupil discipline  

According to Rodriguez (2002, 4) “when discussing discipline in relation to young children’s 

behaviour, educators responses vary a great deal. Some individuals believe strongly in a 

structured form of discipline. Others lean towards a more open approach to discipline…..” 

These different views of how punishment should be administered do not only differ 

amongst all teachers but more distinctly between male and female teachers. However one 
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thing teachers have in common is the belief that “children should be cared for and 

disciplined in order to develop successfully into adulthood”(Rodriguez 2002, 5).  

The way that teachers discipline cannot always be predetermined and likewise it cannot be 

guaranteed that teachers will carry out discipline processes according to the schools policy. 

What usually happens is “a teacher assesses and decides on the manner in which the 

situation should be handled and finally implements the appropriate form of discipline” 

(Rodriguez 2002, 5). Also, “these steps teachers undergo are not predetermined nor can 

they be researched and studied. The ways in which female and male educators handle 

distinct discipline are relative to personal experiences, beliefs and personality traits” 

(Rodriguez 2002, 6). 

There have been many studies that document teacher’s opinions and beliefs with regards to 

the benefits of male teachers teaching boys. Although these opinions can be seen to be 

quite stereotypical, a study conducted by Gold & Reis (1978, 3) said that “female teachers 

cannot teach boys as well as male teachers….[male teachers] are thought to be better able 

to deal with boys’ presumably more active behaviour in the classroom and also to aid boys 

in achieving masculine sex identity.” The literature also shows that female teachers on the 

other hand tend to favour girls. In a study conducted by Goebe & Shore (1975) found that 

teachers considered girls to be closer to the ideal than boys on a sloppy-neat continuum, as 

well as closer to the ideal in other preferred qualities. These claims and opinions voiced by 

teachers throughout the literature “have implicated that teachers have preferences and 

biases based on gender and have the capability to exude those preferences in their daily 

interactions” (Rodriguez 2002, 7). These interactions include the manner in which discipline 

is administered.  

A recent study by Rodriguez (2002) that looked at the connection between teacher’s gender 

and the way they administer discipline to boys and girls in an elementary school showed 

some interesting results. Although these results may not be reflective of what the situation 

in secondary schools might be, it depicts a clear distinction in teacher gender and the 

reaction to certain offences. The research was based on the way teachers would respond to 

girls and boys in various situations using the following responses. The responses are also 

labelled from most assertive to least assertive: 
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Table 3.4.1: Rodriguez’s (2002) disciplinary actions and level of assertiveness  

Option Disciplinary Action Level 

A Yell at the student 2 

B Do not acknowledge  the behaviour and continue 5 

C Physically restrain the student 1 

D Talk with the student (1 on 1) 3 

E Separate the student from others 4 

F Other: please explain   

The results show that 25% of the male teachers and 30% of the female teachers responded 

to option B for girls. 50% of male teachers and 60 % of female teachers selected option D in 

dealing with girls and no teachers chose option A or C in dealing with girls. (2002.9) 

In comparison to the boys, no male or female teachers selected option A to discipline girls 

but 5% of male teachers chose this option when disciplining boys. Whilst 25% of male 

teachers and 30% of female teachers chose option B when dealing with girls, 50% of male 

and 50% of female teachers chose this option when disciplining boys. No male or female 

teacher chose option C for girls, but 10% of male teachers chose this option for boys. For 

option D 25% of male teachers and 65% of female teachers chose this option for boys and 

for option E 20% of male teachers and 25% of female teachers chose this option for boys.  

Option F involved various responses from both male and female teachers. “ Some teachers 

combined other choices and explained why they felt that way, while others explained their 

rules and regulations regarding situations such as bathroom breaks in class “Rodriguez 2002, 

12). For females, 95% of male teachers and 55% female teachers chose option F. For boys, 

90% of males and 60% of females chose option F.  

This study shows that there is a difference in the way female and male teachers choose to 

discipline boys and girls even when given the same options. This information shows us that 

“these particular educators choose to ignore boys’ behaviour more so than girls….”and that 

the “… male students are more often not acknowledged until the behaviour becomes 

aggressive” (Rodriguez 2002, 14). Furthermore, the study shows that even though there are 

similarities in the way male and female teachers sanction students “…male teachers were 

more likely to select a more aggressive disciplinary approach toward boys. More of both the 

female and male teachers opted to not acknowledge boys’ behaviour than that of girls’ 
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behaviour when the child’s behaviour was not aggressive. Female teachers were slightly 

more consistent in their disciplinary responses for both boys and girls” (Rodriguez 2002, 14). 

The way any teacher would discipline a child depends on that person’s experience and 

beliefs and the sanction is justified in terms of this. However, it is important that teachers 

are consistent in the way they administer discipline because irrespective how subtle the 

action may be, students become aware of these biases and start to internalize these biases 

as being the norm. This study conducted by Rodriguez (2002) did not mention whether the 

respondents were aware of their biases, if their bias was an unconscious one then as 

Lasonen (1991, 7) suggests “teachers and administrators might need retraining in more 

gender-equitable teaching.”  

3.5 Students perceptions of discipline practices in classrooms  

Teachers together with school management have for the most part, clear ideas of what 

constitutes a transgression and what is considered unacceptable behaviour- being it petty or 

severe. But do students have the same perceptions? Although studies have been conducted 

to understand what students perceive as being petty or severely troublesome behaviour, 

there has been very little done on how students perceive teacher’s gender bias in 

administering discipline to boys and girls. “Rarely have researchers explored how the 

children perceive these relations” (Yariv 2009, 92). A good justification for further 

investigation into this area is the fact that “the number of school children attending mental 

health clinics has risen, with more than one-third of all referrals related to behaviour 

problems.” Also more specifically, “secondary school teachers are found to complain 

frequently about disruptive behaviour in the classroom and cite it as one of the major 

concerns and greatest sources of stress (see Houghton, Wheldall & Merret 1998; Miller et al 

2000; McGee, Silva & Williams 1983)” (Infantino & Little, 2005, 493).  

In a study conducted by Houghton et al (1988) that examined which of the behaviours of 

students are considered by teachers as most problematic in secondary schools. While 55% 

of the teachers agreed that too much time is spent on managing disruptive behaviour, 

talking out of turn, hindering others and idleness or slowness was on the top end of the 

most to least troublesome behaviour continuum. In a study conducted by Infantino & Little 
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(2005) on student’s perceptions of what constitutes troublesome behaviour in the 

classroom they found that “…talking out of turn, talking back, being out of seat and eating 

are perceived by students to be most troublesome” (Infantino & Little 2005, 497). The 

following table, replicated from the study, gives further insight into what students perceive 

as being most troublesome behaviour:  
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Table 3.5.1: Behaviours perceived by students to be most troublesome [Infantino & Little 
2005](%) 

 

Behaviour % of students reporting behavior as most 

troublesome 

Talking out of turn 27.0 

Talking back/ inappropriate language 13.7 

Out of seat 12.2 

Eating 12.2 

Hindering other children 8.4 

Making unnecessary noise 7.3 

Disobedience 6.1 

Physical aggression 4.2 

Unpunctuality 3.6 

Idleness/slowness 2.9 

Untidiness 1.6 

Other  0.7 

These results are very interesting because they show that behaviours teachers consider 

being problematic in everyday interactions such as lateness, being untidy and even physical 

aggression is seen by students to be least problematic. Further analysis of the research 

“revealed that a significant relationship existed between gender and perceptions of whether 

teachers spend too much time managing troublesome behaviour” (Infantino & Little 2005, 

498). The results show that boys reported ‘yes’ less often than girls.  

Infantino & Little’s study also investigated student’s perceptions of deterrents and 

incentives for their behaviours. They found that “being sent to the principal’s office, given a 

good talking to, and getting an unfavourable report sent home are deterrents perceived by 

students to be most effective.” (2005, 499) and with regards to gender “No significant 

differences were found to exist between gender and the most effective deterrents, or 

between year level currently studying and the most effective deterrents” (2005, 9). The 

following table, replicated from the study, show the incentives and deterrents and their 

mean ranks with ten being the most effective.  
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Table 3.5.2: Mean ranks of deterrents and incentives according to students perception of 
effectiveness [Infantino and Little, 2005] (%) 

 
DETERRENTS MEAN RANK 

Given a detention after school  6.89 
 

Sent to the principal for misbehaving 6.55 
 

Given a good talking to in private 6.39 
 

Get an unfavorable report sent home 6.17 
 

Sent from the room for misbehavior 5.89 
 

Threatened with punishment 5.87 
 

Not permitted to participate in games or other favored lessons 5.84 
 

Other teachers told to watch disruptive student closely 5.49 
 

Urged to make an effort 
 

4.93 

INCENTIVES MEAN RANK 

Receiving a good mark for written work  
 

7.55 
 

Get a favorable report sent home 6.51 
 

Get a favorable letter sent home 6.31 
 

Given free time 6.19 
 

Allowed to go with your class on an outing as a reward 6.18 
 

Given a prize 6.15 
 

Given a position of authority by your teacher 5.63 
 

Praise from your teacher 5.61 
 

Score a house point 4.25 
 

 

If teachers are to sanction students, they need to ensure that the punishment or deterrent 

is effective. According to these results sending home a favourable report or letter, getting 

good grades and free time are effective incentives and detention after school, being sent to 

the principal’s office and given a good talking to in private work as good deterrents.  
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In relation to gender, a Mann-Whitney test was conducted and a significant differences 

were found between gender and these options: receiving a good mark, getting a favourable 

academic report sent home, praise from the teacher, been given a prize and being allowed 

to go on a class outing. “Female students were found to rank a good mark, a letter home, 

and teacher praise higher than male students” (Infantino & Little 2005, 500).  

Infantino & Little’s study also investigated what students perceived better with regards to 

how teacher praise and reprimand. The results show that “students prefer being praised 

quietly for both good work and good behaviour. No significant differences were found to 

exist between gender and representation of praise, or between year level and presentation 

of praise” (Infantino & Little 2005, 500). With regards to being reprimanded “the results 

demonstrate that students prefer being reprimanded quietly when their behaviour is 

inappropriate” (2005, 501). The study revealed a significant difference in the way boys and 

girls prefer to be reprimanded. It revealed that “more females than males preferred being 

reprimanded quietly, while more males than females preferred to be reprimanded loudly” 

(2005, 501).  

 

This research shows that although there are significant similarities in what teachers and 

students consider to be troublesome behaviour, there are some behaviours (such as 

idleness or slowness) that students regard as being less grievous. The important thing to 

note here is that it is fundamental when drafting discipline policies or when sanctions are 

applied that students are part of the process. This is crucial because it will ensure that both 

teachers and students have a common understanding and are working towards the same 

ideal. With regards to gender, although there are no recent studies that focus on how 

students perceive the way teachers administer punishment and whether or not the 

practices can be considered to be biased, the study of Infantino & Little (2005) show that 

there are differences in what boys and girls consider to be ideal behaviour and ideal 

disciplinary practices and there are also differences in the way that discipline is 

administered, by teachers, to boys and girls.  



38 
 

3.6 Administrators perceptions of gender and classroom practices 

There are numerous studies which address the differences between the attitudes of men 

and women school administrators (see Grace 1995; Shakeshaft 1995; Mertz & McNeely 

1998; Strachan 1999 and Oplatka 2002). The main question this body of literature aims to 

answer is ‘do male and female school administrators differ in their behaviours and actions in 

the school environment?’ The answers thus far have been “inconclusive and unclear” 

(Oplatka & Atias 2007, 41). Some researchers argue that “men and women differ in the 

ways they manage people and assume leadership roles due to different socialization 

patterns and life experiences (see Shakeshaft 1989; Young 1992; Evetts 1994; Grace 1995; 

Marshall 1995; Regan & Brooks 1995; Hall 1996; Fennel 1999 and Eckman 2004) and others 

claim the opposite (see Mertz& McNeely 1998 and Reay & Ball 2000)” (Oplatka & Atias 

2007, 41).  

Despite the huge body of literature that addresses the manner in which male and female 

administrators lead, “there is a limited knowledge base about potential gender differences 

with respect to discipline policy in schools  and classroom management, all particularly 

fundamental elements of school life” (Oplatka & Atias 2007, 42). 

Once again, using Tsouroufli’s (2002) research on Gender and Teacher’s Classroom Practice. 

In her interviews with the administrator of the school, some interesting insights were given 

into how administrators perceive the gender issue in schools. Firstly when asked about what 

gender differences entailed, some teachers made reference to biology and others (including 

the administrator) made reference to traditional roles men and women play in (Greek) 

society. The principal of the school said: 

“Gender equality has not been achieved, not only at work, but also even in the way people 
think.” 

Secondly, when asked about the nature of boys and girls, most teachers (including the 

administrator) had stereotypical views of boys and girls. The principal commented that: 

“Girls have always been more intelligent and better students than boys in my classes. They 
worked in a more organised way than boys did and they tried harder. They also had more 
interesting personalities. The boys were always softer. Girls were more disobedient and ruder, 
they would usually answer back…..women are harder than men, we are the ones who are 
conscious of what we are doing, we are tougher, more straight, honest and cunning, and so we 
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are more peculiar….I believe men are more pure. My experience has taught me that women are 
more opportunistic, that they look after their interests and that hate more than men. Women 
are competitive, even among themselves. Men are more honest.”  

These stereotypical views of the administrator, although she may not verbalize it to the 

students, were played out in her expectations and reaction to boys and girls. It is these 

subtle expressions of gender bias that causes the issue to exist and persist. Coupled with the 

idea that some administrators still have a stereotypical view of boys and girls is the fact that 

the gender of the administrator themselves may have an impact in the manner they address 

issues relating to school management. This shows us that the issue of gender bias is not a 

straightforward situation and that it is embedded deeply not only in interactions between 

teachers, students and administrators but also within the actors themselves.  

3.7 Conclusion  

This chapter has provided evidence to support the mutually reinforced perceptions of boys 

and girls by teachers, students and administrators. These perceptions perpetuate the 

existing gender stereotypes and biases which makes it exceptionally hard to enable change. 

All these actors raise important questions about the gender debate in classrooms and 

schools and these questions will become the basis for this specific research experiment.   
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CHAPTER 4- METHODOLOGY 

This section discusses the logic of how the fieldwork in this quantitative study was 

conducted. It discusses the rationale for using a case study method, the students and 

teachers that were interviewed and the limitations that were encountered during the 

fieldwork.  

4.1 Why use a case-study approach?  

Case study research “excels at bringing us to an understanding of a complex issue or object 

and can extend experience or add strength to what is already known through previous 

research.” emphasize a “detailed contextual analysis of a limited number of events or 

conditions and their relationships” (Soy 1997). Yin (1984, 23) describes the case study 

research method as an empirical inquiry that investigates a contemporary phenomenon 

with-in its real life context; when the boundaries between phenomenon and context are not 

clearly evident; and in which multiple sources of evidence are used. 

The use of “case studies for research purposes remains one of the most challenging of all 

social science endeavours”. Despite this , “ the case study is used in many situations , to 

contribute to our knowledge of individual, group, organizational, social, political and related 

phenomena” (Yin 2009, 4). It is an important and useful tool because “the case study 

method allows investigators to retain the holistic and meaningful characteristics of real-life 

events- such as individual life cycles, small group behaviour, organizational and managerial 

processes, neighbourhood change, school performance, international relations and the 

maturation of industries” (Yin 2009, 4). Some of the strengths of the case study approach 

include: 

“They can help us understand complex inter-relationships, case studies are grounded in ‘lived 
reality’, case studies facilitate the exploration of the unexpected and unusual, multiple case 
studies can enable research to focus on the significance of the idiosyncratic, case studies can 
show the processes involved in causal relationships and case studies can facilitate rich 
conceptual/theoretical development”  
(Hodkinson 2001, 2-8).  
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Despite this, “critics of the case study method believe that the study of a small number of 

cases can offer no grounds for establishing reliability or generality of findings” (Soy 1997). 

Some of the criticisms of the case study approach include: 

They can be quite lengthy- “…because they provide detailed information about the case in 
narrative form, it may be difficult to hold a reader’s interest if too lengthy.”  
(Neale, Thapa & Boyce 2006) and;  
 
The concern that case studies lack rigour- “…case studies have been viewed in the evaluation 
and research fields as less rigorous than surveys or other methods.”  
(Neale, Thapa & Boyce 2006)  

In a response to these criticisms, it would then be crucial to ensure that when the case study 

is written up, that it is written in a manner that is easy to read and easy for the reader to 

digest. Secondly, one should always ensure the work is written and recorded in a systematic 

manner to ensure reliability and validity and lastly, with regards to the generalisation claim, 

case studies are representative of a population in a specific time and place and cannot 

always be guaranteed to represent the whole. It is not intended to provide generalisations 

based on this case study, but rather to shed light on the situation in a specific environment 

where the overarching framework is that of equality and non-discrimination. Yin (2003) 

advises case study analysts to generalize findings to theories, as scientists generalize from 

experimental results to theories.  

4.2 Methods 

This small case- study wishes to shed light on the current situation in schools with regards to 

disciplinary practices and gender, it also aims to add to the literature  of students 

perceptions in education which is a very much under researched area. The research will be 

discussed and analysed with reference to the attached appendices.  

The research consisted of surveys (questionnaires), structured interviews and reviewing 

documents. According to Kane & O’Reilly-De Brun (2001, 153) “…surveys can take two 

forms: a questionnaire, something that the respondents fill in or a structured interview, 

whether face-to-face or over the telephone, in which the researcher fills in the answer.” The 

place of a questionnaire in social research is to “measure some characteristics or opinion of 

its respondents” (May. 1993, 65). When drawing up questionnaires, care should be taken 
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because, “...the quality of the data depends on their design” (May. 1993, 65). In this case 

study, the students completed a survey that aimed to unearth whether or not they see 

teacher’s administration of discipline as being gender bias. By survey, I refer to a 

“standardized set of questions put to a number of respondents” (Kane & O’ Reilly- De Brun. 

2001, 153).  

As with any research method, questionnaires and interviews, whether structured or 

unstructured have their strengths and weakness. Some of the strengths of questionnaires 

are that many people can be tested quickly and it is easy to generate quantitative data and 

analyse it.5 Questionnaires can be used to collect large amounts of data about what people 

think as well as what they do.6 It is also very convenient7, which means that researchers do 

not have to be present and answers can be mailed so the respondents have time to 

complete the answers. 8  

Some of the weaknesses of questionnaires are that sometimes, people say what they think 

looks good rather than the truth. They write what they think is socially desirable. People 

also may not tell the truth when it comes to sensitive issues, for example, sexual behaviour. 

The answers that respondents give can be affected if the researcher is present. Also, if the 

concept being surveyed is difficult, one may obtain different interpretations of questions.9 

The latter was very apparent in the piloting stage of the fieldwork, when students could not 

answer questions because of not understanding certain concepts, words or phrases. For this 

reason, the student questionnaires were revised so that students could completely 

understand the questions and statements.  

As mentioned earlier, the fieldwork also consisted of structured interviews. Interviews are 

useful because it allows researchers to clarify any ambiguous questions and it allows the 

researcher to further analyze the data later on. During the interviews with the teachers, 

many of them gave different answers from what they wrote on the questionnaires. The 

                                                           
5
 Taken from http://www.s-cool.co.uk/alevel/psychology/research-methods/questionnaires-and-

interviews.html Accessed 31 October 2009 
 
6
 Op cit 

7
 Op cit 

8
 Op cit 

9
 Op cit 

http://www.s-cool.co.uk/alevel/psychology/research-methods/questionnaires-and-interviews.html
http://www.s-cool.co.uk/alevel/psychology/research-methods/questionnaires-and-interviews.html
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interviews helped to clear up misunderstandings, contradictions and gain clarification on 

matters. Further strengths of interviews are that one can obtain detailed information which 

would avoid oversimplification of matters and that unstructured interviews can encourage 

openess in answers. 10 

Interviews, as with all research methods, have their weaknesses. Some of the weaknesses of 

interviews are that they are difficult to analyse if they are unstructured and qualitative in 

nature. Interviews can be time – consuming and expensive and interviewer characteristics 

(i.e. whether or not the interviewer is attractive or not, or whether the interviewer has a 

friendly disposition) can also have an effect on the respondent’s response.11  

4.2.1 Structure of questionnaires and interviews 

The case study followed some of the main themes that were discussed in the literature 

review. Some of the questions that were put to the respondents included student’s 

perceptions of discipline at the school in relation to boys and girls, teacher’s views on 

disciplining boys and girls and administrators view on gender and discipline. Although most 

questions differed depending on the respondent group (i.e. either students, teachers or 

management), some questions were posed to all the respondents in order to analyse how 

each respondent sees the situation. 

Both questionnaires (Appendix B and C) were divided into four sections. The first section 

consisted of questions and statements relating to discipline and the school environment, 

the second section consists of questions and statements relating to discipline in the 

classroom, the third section consisted of questions and statements relating to discipline and 

extracurricular activities, specifically sport. The final section was postulated in tabular form 

whereby students and teachers had to choose certain options relating to what they 

considered to be the most and least disruptive behaviours, the most effective deterrent to 

bad behaviour and the most effective incentive for good behaviour. Teachers had an extra 

table to complete in which they had to rank from 1-6 what they considered which 

disciplinary measure is easier or more difficult to administer. Both students and teachers 

                                                           
10

 Op cit  
11

 Op cit  
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also had the space in which they could have added further comments relating to discipline 

at the school.  

Only teachers and the administrators were interviewed. The questions that were posed to 

teachers were both open ended and leading (see Appendix F) and the reason for this was to 

ensure that there would be no misinterpretation in the decoding of their responses. The 

questions were divided into the following categories: personal teaching statistics (i.e. age, 

gender, years of teaching etc.), discipline policy and teacher involvement, discipline 

strategies and the school environment; and discipline and gender (discussed in relation to 

the discipline records). The management including the headmaster was asked additional 

questions, which is under the heading of management additions and is also on the teacher 

interview schedule (Appendix F). The next section gives an indication of how all the data was 

analysed. The analysis will show that the data was sectioned into themes and discussed 

accordingly.  

4.3 Analysing the data 

Due to the fact that this study is quantitative in nature, all the responses were narrowed 

down to a numerical value. This type of research was suitable because its rigid style and 

structure makes it possible to describe the characteristics of a population. According to Yin 

(2009, 127), “The analysis of case study evidence is one of the least developed and most 

difficult aspects of doing case studies. Too many times, investigators start case studies 

without having the foggiest notion about how the evidence is to be analysed.”  

The questionnaire data was analysed using Excel and the findings mirrored the literature 

review in the way that they are discussed. For each heading, the responses will be 

contrasted with each other thus creating a dialogue between the two groups (i.e. students 

and teachers). Although the main focus is gender and discipline in the school environment 

and the dialogue and understanding between the students and teachers, other areas of 

interest that the research unearthed was the perceptions of the junior high school students 

and senior high school students and for this reason, the findings chapter makes reference to 

this. The interview data was integrated with the questionnaire data and was discussed and 

integrated according to the relative themes.  
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4.4 Selecting the school and respondents 

The school was chosen primarily for ease of access. Although it is a relatively small school 

(approximately 106 students), the advantage of this is the fact that it enabled a full sample 

of the school.  

All the students completed the surveys (Appendix B) as part of their Personal, Social and 

Health Education (PSHE) class and teachers had an option whether or not they wanted to 

complete the teacher’s survey (Appendix C). A total of 97 out of 106 students (48 boys and 

49 girls), and 16 teachers out of 23 (10 female and 6 male) participated in the study. The 

rest of the students were absent from school on the days the survey was conducted and not 

all the teachers and students opted to participate in the study. 

Apart from interviewing the administrator, I also interviewed the heads of Key Stage 3 and 

Key Stage 4 as well as four teachers who have substantial contact time with the students. 

These interviewees form part of the management staff, the teaching staff or both. The 

following table shows the number of participants broken down by gender and phase.  

Table 4.4.1 Total number of respondents that participated in the study (%)  
 

 

 

 

 

 

4.4.1 Ethical issues 

 

According to Mouton (2001.242) “…scientists have to be extremely watchful in respecting 

subject’s right to privacy.” The author also mentions some rules that need to be abided 

when conducting research, such as; people have the right to refuse to be interviewed, have 

the right to refuse to answer telephonic or email questionnaires and they have the right to 

refuse to answer any question. Permission to interview the teachers and allowing students 

Students Teachers 

Boys (n=48) 49.4 Male Teachers (n=6) 37.5 

Girls (n=49) 50.5 Female Teachers (n=10) 68.7 

Total (n=97) 100.0 Total (n=16)  100.0 

Junior Phase (n=47) 48.4   

Senior Phase (n=50) 51.5   

Total % of students 91.5 Total % of teachers 69.5 
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to complete the questionnaires was obtained by the headmaster who acts in loco parentis 

whilst the students are at school. Teachers were given the option to complete the 

questionnaires and interviewees were approached and asked if their responses could be 

used in the study. Students were also given the option not to participate in the study. The 

name of the school and the respondents were changed to protect the integrity and privacy 

of both the institution and the participants.  

4.5 Piloting  

Piloting is useful and important because it can help you “refine your data collection plans 

with respect to both the content of the data and the procedures to be followed” (Yin 2009, 

92). It is crucial to note that a pilot test is not the start of the formal research; it is a 

separate but necessary process that is “more formative, assisting you to develop the 

relevant lines of questions- possibly even providing some conceptual clarification for the 

research design as well (Yin 2009, 92).  

To ensure the students had enough time to complete the questionnaire and to ensure that 

all the students understood clearly what is expected of them, the questionnaire was piloted 

with five Year 7 students. The logic behind this was that if the Year 7 students could 

understand the language used and the instructions, then the higher grades too would be 

able to understand what was required of them. Also, from this, it was possible to determine 

the time the students needed to effectively complete the survey. The average time students 

took to complete the questionnaire was 40 minutes and students were given sixty minutes 

to complete the questionnaire. The main problems encountered were semantically 

orientated and the questions were adjusted accordingly.  

4.6 Limitations of the study  

All case studies have limitations, not only because of intrinsic reasons such as the manner in 

which the questionnaires are set or the way the questions for the interviews are posed (see 

4.2 above) but because of limitations of the fieldwork itself. Respondents may be resistant 

and may not feel comfortable answering certain questions or may opt not to complete the 

questionnaire. 



47 
 

Being a teacher at the school could lead to possible biases in the way the study was 

conducted. When a researcher is already acquainted with the subjects of the study, it is not 

easy to distance one self from previous perceptions of those subjects. If a situation such as 

this arises, the only way the limitation could be reduced is if the researcher is always aware 

of the constant presence of this bias. I dealt with my possible bias by ensuring that a 

separate time was allocated for the research that did not infringe on my pedagogical 

responsibilities. This ensured that I was fully focused on the task without interference by my 

duties. When the research was conducted, I ensured that I entered the school as a research 

and not as a teacher.  

4.7 Conclusion  

This chapter highlighted the manner in which the study was conducted, the design and 

justification of the questionnaires and interviews, the way the data was analysed and the 

rationale for using this specific approach. The next chapter will discuss the findings that the 

fieldwork brought forth.  



48 
 

CHAPTER 5- GENDER AND DISCIPLINE IN CONTEXT 

5.1 Introduction  

The interviews and the surveys (both the student and the teacher survey) posed various 

questions relating directly to the level of input students and teachers had in designing the 

policy; whose responsibility it is to maintain discipline at the school; their levels of 

understanding of the policy and how they rate discipline at the school. The results (the full 

set of data is shown in the appendices D and E) show that not only are there differences 

between the genders, but also between the students and teachers. 

The aim of this chapter then is not only to show and discuss the findings of the research, but 

also to shed light on two main issues. Firstly, it aims to show the way in which gender affects 

the understanding and implementation of the discipline. Secondly, it reveals how gender 

bias, whether it is conscious or unconscious, has an effect on how policy is implemented. 

The findings of the research will mirror the concepts raised in the literature review and for 

this reason be discussed with relation to the following themes:  

5.2) Understandings of discipline policy at Edinburgh High;  

5.3) Perceptions of discipline by students and teachers;  

5.4) Gender and the school environment;  

5.5) Discipline and teacher gender, and  

5.6) Policy implementation.  

5.2 Understandings of discipline policy at Edinburgh High 

 

The following section deals with staff and student understandings of the policy, their ratings 

of the fairness of the policy and the level of participation of all the respondents in the 

development of the discipline policy. 
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According to the headmaster, the vision for the discipline policy at Edinburgh High was 

“...consistency...”, and the hope that “everyone applies it as much as they can in the same 

way, and people understand clearly on both sides...” what is expected of them. The 

following tables gives an indication of how the students and teachers responded when 

asked about how the policy works.  

Table 5.2.1 Students’ and Teachers’ understanding of how the policy works (%) 

 

 

 

 

 

The first thing that stands out from this table is that there is a substantial difference 

between the students’ and teachers’ responses in how they understand the way the policy 

works. Forty three percent of teachers understand the policy completely as opposed to only 

27.8% of students. Also, male teachers claim to understand the policy more than all the 

other respondents. None of the teachers claimed not to understand how the policy works 

compared to 3.1% of students. Significantly, 63.9% of students and 61.7% of staff said that 

they understood the policy only ‘most of the time.’ If understanding the policy, as the 

headmasters mentioned, is an important component to guarantee the policy’s success then 

one cannot expect the policy to be realized if students and teachers do not have a good 

understanding of how the policy works.  

The rationale for investigating the differences of opinion between junior phase students and 

senior phase students was that one would assume that because of the age difference there 

would be a substantial difference in the opinions between the two phases. Strangely 

enough, this was not the case. There was no substantial difference between the opinions of 

the junior phase students and the senior phase students.  

 
 

All 
Students 
(n= 97) 

Boys 
  

n= 48) 

Girls  
 

(n= 49) 

All 
Teachers 

(n=16) 

Male 
Teachers 

(n=6) 

Female 
teachers 
(n=10) 

All of the time 27.8 22.9 32.7 43.8 33.3 50.0 

Most of the time 63.9 66.7 61.2 50.0 66.7 40.0 

Some of the time 5.2 8.3 2.0 6.3 0.0 10.0 

Never  3.1 2.1 4.1 0.0 0.0 0.0 
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The next table shows the opinions of male and female students and male and female 

teachers on how they rate the fairness of the schools discipline policy.  

Table 5.2.2: Students’ and Teachers’ rating of the fairness of the policy (%)  

 

 

 

 

 

The difference between students and teachers is alarming. 62.5% of teachers strongly agree 

that the policy is fair as opposed to only 3.1% of students. This means that not only do 

teachers have a better understanding of how the policy works but they also think the policy 

is fair than do the students, 30, 5% of whom thought the policy was unfair. This has direct 

implications on why, as the discipline records show, students persist to commit 

misdemeanours and get defaulted for their behaviour. If students do not understand how a 

substantial part of how the policy is intended to work and coupled with this, do not think 

the policy is fair, then one cannot expect the policy to fulfil its purpose of deterring bad 

behaviour.  

Another point of interest that the table reveals is that 83.3% of male teachers ‘strongly 

agree’ that the policy is fair. They were also the group that understood the policy better 

than the rest of the respondents. Only 50% of the female teachers agreed that this was the 

case, which again suggests that there might be differences in interpretation and 

implementation of the policy. None of the teachers said that the policy isn’t fair at all as 

opposed to 30.5% of students, which represents a substantial part of the student body. 

With regards to the phases, once again there were no substantial differences in opinion 

between the junior and senior phase.  

Having dealt with the understanding and fairness aspect of the policy, students and teachers 

were also asked to assess their level of participation in designing the discipline policy at the 

 
 

All 
Students 
(n= 95) 

Boys  
 

(n= 48) 

Girls 
  

(n= 47) 

All 
Teachers 

(n=16) 

Male 
Teachers 

(n=6) 

Female 
teachers 
(n=10) 

Strongly Agree 3.1 2.1 4.3 62.5 83.3 50.0 

Agree 66.3 70.8 61.7 37.5 16.7 50.0 

Disagree 25.2 21.0 29.7 0.0 0.0 0.0 

Strongly Disagree 5.3 6.3 4.3 0.0 0.0 0.0 
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school. The responses that students could choose were either ‘yes, I participated’ or ‘no, I 

wasn’t interested’. The responses that teachers could choose from were either ‘yes’, ‘some 

aspects’ or ‘not at all’. An overwhelming 90% of students said that they did not participate 

because they weren’t interested whereas 40% of teachers said that they were totally 

involved and 60% of teachers said they were involved in some aspects of the process. This 

response from students seems logical because if they did not participate in the process, it is 

reasonable to assume that they would not understand how the policy works or think that it 

is fair.  

Of all the respondents, the male teachers (50%) said that they fully participated in the 

process the most. This is also consistent with the previous data that showed that male 

teachers not only understood the policy better than all the other respondents, but that a 

higher percentage of male teachers also thought that the policy was fair. With regards to 

the junior and senior phase, there was no substantial difference between the two phases.  

Teachers and students also had the opportunity to rate the discipline policy on an excellent 

to poor continuum. Rating in this case meant how students and teachers thought the policy 

fulfilled its initial objective of deterring students from bad behaviour and limiting the 

number of students who were given detentions.  

Overall, only 6.3% of students stated that they thought discipline was excellent with 51% 

claiming that the policy is satisfactory with some problems (See appendix D, Section A, 

Question 4). There was also no substantial difference between the opinions of junior and 

senior phase students. None of the teachers thought that discipline at the school was 

excellent but 56.3% said that discipline at the school was good. This shows that both 

students and teachers agree that although the there are some good aspects in the discipline 

at the school, that there is room for improvement when it comes to discipline at the school. 

The data also showed that 83.3% of male teachers thought that discipline at the school is 

good, which is the highest percentage for the option amongst all the respondents. This is 

consistent with the data previously discussed concerning this theme. One of the reasons for 

this is that all the male teachers at the school are part of management who were mainly 

responsible for drafting the policy and because they had the task of drafting the policy, 
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translates into them understanding the policy better than the other participants. It also 

makes sense that male teachers thought the policy was fair more than the other 

respondents because they would not intentionally draw up a policy that they would not 

consider to be fair.  

Thus far, the data has shown that there is big difference between the opinions of students 

and teachers and that male teachers understand the policy better than the rest of the 

respondents. It is this difference in opinion that causes the policy not to be understood and 

implemented more successfully.  

As stated earlier in this chapter, the data collection also consisted of interviews that were 

conducted with teachers at the school. During the interview with the headmaster, I asked 

him whose responsibility it is to maintain discipline at the school. Without hesitation he 

answered “…the head…” When the same question was posed to the teachers, 68.8% said 

that it is everyone’s responsibility to maintain discipline. Seventy- one percent of students 

also agree that they have a joint responsibility to maintain discipline at the school.  

These results show that there are different views about the fairness, level of input and 

general understanding of the policy and it seems that a lot of these differences stems from 

the fact that everyone envisions the end-product of the policy differently. When asked what 

they think the vision is for the discipline policy at the school, this is what some of the 

teachers and management had to say: 

“...the bases on which the school operates is one of mutual respect, so we operate on a 
relational bases first, so we...  not really talk with the students but negotiate with the 
students, you get them to understand the reason why there are certain rules…  
(Male, Deputy Headmaster, Teacher, Senior Phase) 
 

“...I think it is important that students have a clear understanding of what the 
perimeters are, and that they at some point be engaged in the process of determining 
the rules and regulations and we try and enforcing it consistently. “  
(Male, Management, History Teacher, Senior and Junior Phase) 
 

 “…[I hope that from the policy] that learning can take place” and “...[there will be] 
phasing out of disruptive behaviour....” 
 (Female, Music Teacher, Junior & Senior Phase) 
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It seems from these and other comments as if the male staff are more concerned with the 

overall outlook of the policy whereas the female staff are more concerned with the situation 

in the classroom. It is also interesting to note that all of the male teachers at the school are 

in management positions and this translated into them understanding the policy better, 

thinking the policy is fair and that discipline at the school is good.  

With regards to the vision, design and structure of the policy, there is a clear difference in 

the way male and female students and male and female teachers perceive the situation. The 

reason could be twofold; firstly, it could be that because there is no unified vision of what 

the policy intends to do that it creates confusion. Secondly, there could be variation because 

people respond to the policy in a gendered way so that even if there were a common ideal, 

the responses would be different. This section also showed that contrary to what was 

initially assumed, there was no substantial difference in the opinions between junior and 

senior phase students.  

The next section will shed more light on the perceptions of students and teachers by gender 

(and phase) by analysing the data according to what students and teachers perceive as most 

and least disruptive behaviours. Also, it will show what constitutes incentives for good 

behaviour as well as a deterrent to bad behaviour. The rationale for doing this is to gain an 

understanding of the type of behaviours students and teachers see as being disruptive or 

encouraging. If the results are different, then that would account for why certain student 

behaviours still persist despite them being punished for their behaviour.  

5.3 Perceptions of discipline by students and teachers  

Perception and understanding of the policy by all the implementing agents is a crucial part 

to successfully realizing a policy. If there is not a common understanding between all the 

agents involved, the policy cannot fulfil its aims and also it can create frustration for all 

involved. This section aims to demonstrate how students and teachers perceive different 

behaviours on a most to least disruptive continuum. It will also show what students and 

teachers deem as being an incentive for good behaviour or a deterrent from bad behaviour. 

The logic here is that if students and teachers perceive of discipline practices or gravity of 

misdemeanours differently, then one cannot expect the policy to fulfil its aims. Also, if 
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students and teachers are not clear about each other’s perceptions, seemingly disruptive 

behaviours can persist.  

Students and teachers were asked to choose three behaviours they considered mot 

disruptive. The following table shows what students and teachers deem as the most 

disruptive behaviours.  

Table 5.3.1:  Students’ and Teachers’ perceptions of most disruptive behaviour (%) 

 

Item. Behavior Students (n=276) Teachers (n=45) 

8 Physical aggression 
22.5 13.3 

2 Talking back/inappropriate language 
19.2 13.3 

5 Hindering other children 
16.3 15.6 

6 Making unnecessary noise 
13.0 20.0 

7 Disobedience 
11.6 11.1 

1 Talking out of turn 
5.4 13.3 

3 Out of seat 
2.5 6.7 

12 Other… 
2.5 0.0 

9 Lack of punctuality 
2.2 0.0 

11 Untidiness 
2.2 0.0 

4 Eating in class 
1.4 2.2 

10 Idleness/Slowness 
1.1 4.4 

 

The three most disruptive behaviours for students are physical aggression, talking back or 

using inappropriate language and hindering other children. For teachers, the three most 

disruptive behaviours are making unnecessary noise, hindering other children and physical 

aggression, talking back or talking out of turn jointly. Apart from these initial differences it 

was also interesting to note that none of the teachers considered lack of punctuality and 

untidiness as being disruptive whereas in both cases 2.2% of students thought that it was 

disruptive.  

Students chose physical aggression as being their most disruptive behaviour (22.5%) where 

only 13.3% of teachers found this to be problematic. Behaviours such as eating in class, 

idleness or slowness and being out of seat were not as disruptive for students as it was for 
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teachers. Although 2.5 % of students ticked ‘other’ as a disruptive behaviour, they did not 

mention what this ‘other’ behaviour represented.  

This table clearly shows that there is a difference in what students and teachers consider to 

be disruptive behaviour. However, although many of the behaviours overlap, it is the degree 

to which students and teachers think behaviour is disruptive that causes the persistence of 

seemingly disruptive behaviours. If there is not a common understanding on what 

constitutes disruptive behaviour, there will be no or very little transformation in behaviour 

by both teachers and students. 

Looking at the same data using gender lenses, it is interesting to see that the behaviours do 

not only differ between students and teachers, but also between genders.  

  Table 5.3.2: Students’ and Teachers’ perceptions of most disruptive behaviour by gender 
(%) 

 

 Item  Behaviour Male 
Students 
(n=135) 

Female 
Students 
(n=141) 

Male 
Teachers 
(n=18) 

Female 
Teachers 
(n=27) 

8 Physical aggression 
24.4 20.6 11.1 14.8 

2 Talking 
back/inappropriate 
language 17.8 20.6 5.6 18.5 

5 Hindering other children 
16.3 16.3 16.7 14.8 

6 Making unnecessary 
noise 11.1 14.9 22.2 18.5 

7 Disobedience 8.9 14.2 11.1 11.1 
1 Talking out of turn 5.2 5.7 16.7 11.1 
3 Out of seat 

4.4 0.7 11.1 3.7 
11 Untidiness 3 1.4 0 0 
12 Other… 3 2.1 0 0 
4 Eating in class 

2.2 0 5.6 0 
9 Lack of punctuality 2.2 2.1 0 0 
10 Idleness/Slowness 1.5 0.7 0 7.4 

 

24.4% of male students stated that physical aggression was the most disruptive behaviours. 

Less than 50% of the other respondents agreed with this. Female students and female 

teachers both considered talking back or using inappropriate language as a very disruptive 
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behaviour, whereas for male students and teachers, this was important but secondary on 

their list. Male teachers also did not consider lack of punctuality, idleness/slowness and 

untidiness to be a problem. Similarly for female teachers lack of punctuality and untidiness 

was not a problem at all, whereas a small percentage of students thought it was. This table 

is important because it shows how important it is to communicate what is considered 

priority to ensure that teachers can teach and students and can learn.  

There were similar responses between the junior and senior phases. The table below 

demonstrates that for the junior students physical aggression, hindering other children and 

talking out of turn was the most disruptive, whereas for the seniors, physical aggression, 

talking out of turn, hindering other children and disobedience were the most disruptive 

behaviours.  

Table 5.3.3: Students’ perceptions of the most disruptive behaviours by phase (%) 

 

Item Behaviors Junior students 
(n=129) 

Senior students 
(n=147) 

1 Talking out of turn 
 7.0 4.1 

2 Talking back/inappropriate 
language 20.2 18.4 

3 Out of seat   
 1.6 3.4 

4 Eating in class 
 1.6 1.4 

5 Hindering other children 
 17.8 15.0 

6 Making unnecessary noise 
 14.0 12.2 

7 Disobedience 
 7.8 15.0 

8 Physical aggression 
 20.9 23.8 

9 Lack of punctuality 
 2.3 2.0 

10 Idleness/Slowness 
 0.8 1.4 

11 Untidiness 
 3.1 1.4 

12 Other… 
 3.1 2.0 
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Although there was no substantial difference between the junior and senior phases, there 

was a difference between what students and teachers perceive as being the most disruptive 

behaviours and there was also a difference in what each gender demographic considered to 

most disruptive behaviours.  

Using the same indicators as in the previous question, students and teachers were also 

asked which behaviours they thought were the least disruptive. Once again, they had to 

choose 3 behaviours out of a possible 12. The following table shows the differences 

between students and teachers.  

Table 5.3.4: Students’ and Teachers’ perceptions of the least disruptive behaviour (%) 

 

 

 

 

 

 

 

 

 

 

 

As with the previous tables, table 5.3.4 shows similar results in that there is a difference 

between the perceptions of students and teachers. Although both teachers and students 

chose similar behaviours, the emphasis placed on that behaviour differs.  

Item Behaviour Students 

(n=276) 

Teachers 

(n=45) 

4 Eating in class 21.7 22.2 

11 Untidiness 20.7 13.3 

10 Idleness/Slowness 17.0 28.9 

3 Out of seat 11.6 6.7 

9 Lack of punctuality 8.7 20.0 

1 Talking out of turn 5.1 2.2 

2 Talking back/inappropriate 

language 4.0 0.0 

12 Other… 3.3 0.0 

6 Making unnecessary noise 2.5 0.0 

8 Physical aggression 2.2 0.0 

7 Disobedience 1.8 2.2 

5 Hindering other children 1.4 4.4 
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From the results of this table, the differences of perceptions of discipline between students 

and teachers become more evident. This means that although similar behaviours are 

recognized as being most or least disruptive, it maybe more or less of a concern to the other 

group. This is important because it seems that both teachers and students are aware of 

what is considered unsuitable behaviour in a social context, the difference is that these two 

groups, students and teachers, place a different value on each of these behaviours. Only 

once students (or teachers) change these values will the levels of misdemeanours in the 

school be lowered.  

This data was also broken down into gender groups and phase groups. The following table 

shows the differences between what male and female students and teachers constitute as 

being the least disruptive behaviour.   

Table 5.3.5: Students’ and Teachers’ perceptions of least disruptive behaviour by gender 

(%) 

 

 Item  Behaviour Male 
Students 
(n=138) 

Female 
Students 
(n=138) 

Male 
Teachers 
(n=18) 

Female 
Teachers 
(n=27) 

11 Untidiness 
20.3 21 5.6 18.5 

4 Eating in class 
19.6 23.9 11.1 29.6 

10 Idleness/Slowness 

15.9 18.1 33.3 25.9 
3 Out of seat 

11.6 11.6 5.6 7.4 
9 Lack of punctuality 

7.2 10.1 33.3 11.1 
1 Talking out of turn 

7.2 2.9 0 3.7 
2 Talking back/inappropriate 

language 4.3 3.6 0 0 
12 Other… 

3.6 2.9 0 0 
6 Making unnecessary noise 

3.6 1.4 0 0 
8 Physical aggression 

2.9 1.4 0 0 
7 Disobedience 

2.2 1.4 0 3.7 
5 Hindering other children 

1.4 1.4 11.1 0 
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For both the female students and the female teachers, eating in class is considered the least 

disruptive behaviour. All of the male teachers chose lack of punctuality and 

idleness/slowness as the least disruptive behaviour. Interestingly enough, the male students 

chose untidiness as their least disruptive behaviour which is consistent with the disciplinary 

records as they receive the most defaults for uniform infringements and general untidiness. 

The fact that women and girls have similar value systems could be due to the level of 

maturity of the girls as opposed to the boys. To maintain the structure that was set out 

when discussing the most disruptive behaviours, the data was also broken down into junior 

and senior phase.  

Table 5.3.6: Students’ perceptions of the least disruptive behaviours by phase (%)  

 

Item Behaviors Junior 
students 
(n=135) 

Senior 
students 
(n=141) 

1 Talking out of turn 
 5.2 5.0 

2 Talking back/inappropriate language 
 5.2 2.8 

3 Out of seat 
 14.8 8.5 

4 Eating in class 
 19.3 24.1 

5 Hindering other children 
 0.0 2.8 

6 Making unnecessary noise 
 3.7 1.4 

7 Disobedience 
 1.5 2.1 

8 Physical aggression 
 2.2 2.1 

9 Lack of punctuality 
 11.1 6.4 

10 Idleness/Slowness 
 15.6 18.4 

11 Untidiness 
 17.8 23.4 

12 Other… 
 3.7 2.8 

 

For the junior phase students, eating in class, untidiness and being out of seat are the least 

disruptive behaviours. The seniors on the other hand, chose eating in class, untidiness and 

idleness or slowness as their least disruptive behaviours. There is a huge difference in the 
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percentages with regards to choosing the least disruptive behaviours between the phases; 

i.e. hindering other children was 0% for juniors but 2.8% for seniors and untidiness has 

approximately a 5.6% difference.  

The survey that was conducted on students and teachers also prompted the respondents to 

give their views on what they thought was the most effective deterrent and incentive to bad 

behaviour. Respondents were given nine different options to choose from for each 

category. Below is a table that gives an idea of students and teachers perceptions of what 

they consider to be the most effective deterrent to bad behaviour.    

Table 5.3.7: Students’ and Teachers’ perceptions of most effective deterrent to bad 
behaviour (%) 

 

Item Behaviours Students 
(n=276) 

Teachers 
(n=45) 

1 Given a detention after school 
19.1 26.7 

2 Sent to the principal for misbehaving 
18 24.4 

4 Get an unfavourable report sent home 

12.4 24.4 
3 Given a good talking to in private 

12.4 8.9 
9 Urged to make an effort 

8.6 4.4 
7 Not permitted to participate in games or other favoured 

lessons 
8.6 2.2 

8 Other teachers told to watch disruptive student closely 

6.7 2.2 
6 Threatened with punishment 

6.7 2.2 
5 Sent from the room for misbehaviour 

6.7 4.4 

 

Students and teachers were given the opportunity to choose three behaviours that they 

think would deter students from bad behaviour. For the students 19.1%% chose ‘given a 

detention after school’, 18.0% chose ‘sent to the principal for misbehaving ‘and an equal 

percentage (12.4%) chose ‘given a good talking to in private’ and get an unfavourable report 

sent home’. The top behaviours for the teachers were: ‘given a detention after school’ 

(26.7%), ‘sent to the principal’s office’ (24.4%) and ‘get an unfavourable report sent home’ 
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(24.4%). Although the students and teachers chose the same behaviours, there was a 

remarkable difference in the percentages of the choices, i.e. 26.7 % for teachers as opposed 

to 19.1% for students for option 1. The data showed that students also did not like to not be 

able to participate in school activities, whereas teachers did not think this was a suitable 

deterrent. Once again, the deterrents chosen by students and teachers were the same 

which means that the deterrents used at the school are effective choices.  

Looking at this data from a gender perspective, although the deterrents chosen by students 

and teachers were the same, the most notable difference was that 100% of male teachers 

found detention to the most effective deterrent to bad behaviour and male students chose 

this as being their most effective deterrent as well.  The females on the other hand, chose 

completely different options.  

Table 5.3.8: Student’s and Teacher’s perceptions of most effective deterrents to bad 
behaviour by gender (%) 

 

 Item  Behaviour Male 
Students 
(n=129) 

Female 
Students 
(n=138) 

Male 
Teachers 
(n=18) 

Female 
Teachers 
(n=27) 

1 Given a detention after school 
18.6 19.6 33.3 22.2 

2 Sent to the principal for 
misbehaving 16.3 19.6 27.8 22.2 

3 Given a good talking to in private 
14 10.9 5.6 11.1 

4 Get an unfavourable report sent 
home 12.4 12.3 22.2 25.9 

7 Not permitted to participate in 
games or other favoured lessons 10.1 9.4 0 3.7 

6 Threatened with punishment 
9.3 4.3 5.6 0 

9 Urged to make an effort 
9.3 8 5.6 3.7 

8 Other teachers to watch 
disruptive student closely 7.8 5.8 0 3.7 

5 Sent from the room for 
misbehaviour 4.7 8.7 0 7.4 

 

With both male and female students and teachers, there variation was evident in they 

considered to be the most effective deterrent. For male students it was ‘given a detention 

after school’, for female students it was both ‘given a detention after school and sent to the 

principal for misbehaving’, for male teachers it was’ given a detention after school’, and for 

female teachers it was ‘get an unfavourable report sent home’.  
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When drafting a discipline policy, one needs to ensure that the deterrents are effective 

enough to actually prevent the students from committing misdemeanours. From this data, it 

seems as if the deterrents are effective and that students and teachers have similar 

perceptions of what constitutes an effective deterrent. With regards to both students and 

teachers it seems as if there is a clear understanding between the two groups about 

effective deterrents.  

The data between the two phases (table 5.3.9 below) didn’t reveal a substantial difference.  
 

Table 5.3.9: Students’ perceptions of the most effective deterrent to bad behaviour by 
phase (%) 

 

 

 

 

 

 

 

 

 

 

 

The juniors chose ‘given a detention after school’ followed by ‘sent to the principal for 

misbehaving’ and ‘given a good talking to in private’. The seniors chose ‘given a detention 

after school’, followed by ‘sent to the principal for misbehaving’ and get an unfavourable 

report sent home’. One of the reasons why the seniors might have chosen this option is 

because they are in the final stages of their high school education and getting a negative 

report from school at this stage could affect their ability to get into a good university or job.  

Item Behaviours Junior 
Students 
(n=126) 

Senior 
Students 
(n=141) 

1 Given a detention after school 
20.6 17.7 

2 Sent to the principal for misbehaving 
17.5 18.4 

3 Given a good talking to in private 
11.9 12.8 

4 Get an unfavourable report sent home 
11.1 13.5 

5 Sent from the room for misbehaviour 
7.1 6.4 

6 Threatened with punishment 
7.1 6.4 

7 Not permitted to participate in games or 
other favoured lessons 8.7 8.5 

8 Other teachers to watch disruptive 
student closely 6.3 7.1 

9 Urged to make an effort 
7.9 9.2 
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Coupled with setting boundaries and enforcing discipline in a school is the need to reward 

students for good behaviour and to provide incentives. Students need to be aware that both 

good and bad behaviour have consequences. However, rewarding students who display 

good behaviour in classrooms is often neglected because teachers spend so much time on 

trying to deter or punish students for bad behaviour. Well behaved students can often feel 

neglected and feel that teachers do not acknowledge their good behaviour.  

Thus, the survey that was given to students and teachers also included a list of possible 

incentives. Respondents were asked to rate what they thought were the three best 

incentives for good behaviour.  

Table 5.3.10: Students’ and Teachers’ perceptions of the most effective incentive for good 
behaviour (%) 

 

 

 

 

 

 

 

 

Students and teachers clearly have different ideas about what constitutes an effective 

incentive. For teachers, the three main incentives are (in order of highest percentage) 

‘praise from your teacher’, receiving a good mark for written work’ and ‘get a favourable 

letter sent home’. For students, the three most effective incentives are, ‘ given free time’, 

‘allowed to go with your class on an outing as a reward’ and ‘receiving a good mark for 

written work’. Teachers also do not think that scoring house points make for good 

incentives at all whereas at least 3.2% of students think that it is. A similar percentage was 

reached for students and teachers when it came to option 2 (getting a favourable report 

sent home). This is probably because if the point of going to school is getting a good 

Item Behaviours Students  
(n=285) 

Teachers  
(n=45) 

2 Get a favourable report sent home 
15.1 15.6 

4 Given free time 14.4 11.1 
5 Allowed to go with your class on an outing … 

13.3 4.4 
1 Receiving a good mark for written work 13.0 17.8 
3 Get a favourable letter sent home 

11.9 17.8 
6 Given a prize 

10.9 2.2 
8 Praise from your teacher 

10.2 24.4 
7 Given a position of authority by your teacher 

4.9 6.7 
9 Score  a house point 

3.2 0.0 
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education and ensuring that students learn, a good report represents is a good reflection on 

both the students and the teachers.  

The point of the incentive is to reward the student for their good behaviour, but also for 

teachers to show students their appreciation for being co operative and well-behaved. If 

students are getting incentives that they do not consider to be effective or a good enough 

incentive for their behaviour, they cannot appreciate the rewarding process. Furthermore, if 

students and teachers have different perceptions of effective incentives for good behaviour, 

the question to ask is whether this difference is also evident between the genders.   

Table 5.3.11 Students’ and Teachers’ perceptions of most effective incentive for good 
behaviour by gender (%) 

 

 Item  Behaviour Male 
Students 
(n=138) 

Female 
Students 
(n=141) 

Male 
Teachers 
(n=18) 

Female 
Teachers 
(n=27) 

2 Get a favourable report sent 
home 18.1 12.8 16.7 14.8 

1 Receiving a good mark for 
written work 13.8 12.8 16.7 18.5 

4 Given free time 
13 16.3 5.6 14.8 

5 Allowed to go with your class 
on an outing … 13 14.2 5.6 3.7 

3 Get a favourable letter sent 
home 12.3 12.1 16.7 18.5 

6 Given a prize 12.3 9.9 0 3.7 
8 Praise from your teacher 

8.7 12.1 27.8 22.2 
7 Given a position of authority by 

your teacher 4.3 5.7 11.1 3.7 
9 Score  a house point 3.6 2.8 0 0 

 

The difference in the choices made by the different genders is very apparent. For male 

students, the most effective incentive is ‘getting a favourable report sent home’ and for 

female students, it is ‘given free time’. On the other hand both male and female teachers 

think ‘praise from your teacher’ is an effective incentive. Although the teachers agreed on 

the most effective incentive, 27.8% of male teachers chose this option as opposed to only 

22.2% of female teachers.  Female teachers also stated that ‘receiving a good mark for 

written work’ and ‘getting a favourable letter sent home’ are good incentives.  
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Although there is agreement between the teachers, girls and boys have different views on 

what constitutes an effective incentive. In order for both girls and boys to feel valued, a 

good suggestion would be for the teachers to hand out incentives that cater to boys and 

girls so that they can feel valued and appreciated and inevitably for good behaviour to 

become a better option than committing misdemeanours.  

We have seen that there is a difference between teachers and students and also between 

the genders. One would assume that if there such clear genders between each demographic 

that there would also be a difference between the phases. However, there was no 

substantial difference between the phases.  

Table 5.3.12 Students’ perceptions of most effective incentive for good behaviour by  
phase (%) 

 

Item Behaviours Junior 
Students 
(n=135) 

Senior 
Students 
(n=144) 

1 Receiving a good mark for written 
work 17.0 9.7 

2 Get a favourable report sent home 14.1 16.7 

3 Get a favourable letter sent home 12.6 11.8 

4 Given free time 11.9 17.4 

5 Allowed to go with your class on an 
outing … 13.3 13.9 

6 Given a prize 11.1 11.1 

7 Given a position of authority by your 
teacher 5.9 4.2 

8 Praise from your teacher 11.1 9.7 

9 Score  a house point 0.7 5.6 

 

 

There was no substantial difference between the phases. The only notable difference is that 

as the most effective incentive, the juniors chose ‘receiving a good mark for written work’, 

whereas the seniors opted for ‘getting a favourable report sent home’.  
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Looking at the results that these tables produced, it is clear that there is a clear difference 

between each demographic in question. There is a difference in how male students and 

female students perceive of discipline with regards to incentives and deterrents, there is 

also a difference between how male teachers and female teachers perceive these 

behaviours.  

If one compares this study to that of Infantino and Little (2005) (See Chapter 3), the 

students in their study stated that ‘talking out of turn’, ‘talking back/inappropriate 

behaviour’ and ‘out of seat’ as the most disruptive behaviours. Students at Edinburgh High 

stated that ‘physical aggression’, ‘hindering other children’ and ‘talking back /inappropriate 

language’ as the most disruptive behaviour. The same study by Infantino and Little (2005) 

showed what students regarded as being good incentives and deterrents. The results there 

showed that for incentives students opted for ‘receiving a good mark for written work’, 

‘getting a favourable report sent home’ and ‘getting a favourable letter sent home’. For the 

deterrents, the students chose, ‘given a detention after school’, ‘sent to the principal for 

misbehaving’, and ‘given a good talking to in private’. At Edinburgh High, for incentives the 

students chose, ‘getting a favourable report sent home’, ‘given free time’, and ‘allowed to 

go with your class on an outing’. For deterrents, they chose ‘given a detention after school’, 

sent to the principal for misbehaving’, and ‘given a good talking to in private’. Comparing 

the two studies, the schools differ in what they perceive as troublesome behaviour. Some 

similarities exist with regards to the incentives for good behaviour and the deterrents were 

exactly the same. Therefore, a way forward for these schools is to reach a common 

understanding between the students and the teachers with regards to what constitutes a 

good incentive for displaying good behaviour so that misdemeanours can be minimised.  

The Headmaster commented that “detention is actually a walk in the park…” and that 

students should do things that they don’t like. This part of the study reveals crucial 

information, of what students perceive as being incentives and deterrents, and if this is 

taken into consideration, the policy might be implemented more effectively and realized 

more successfully.  

 



67 
 

5.4 Gender and the school environment 

 

As mentioned in Chapter 3, there have been few studies conducted on gender within the 

school environment in the last few years and this is mainly attributed to the fact that 

teachers think the issue of gender inequality has been addressed and no longer exists. 

Furthermore, studies on student’s perceptions of teacher’s practices have also diminished 

for two reasons. Firstly, as mentioned before, teachers truly believe that inequality is a thing  

 
of the past and secondly, because getting students involved in serious research can at times 

be messy, with regards to creating frameworks for analysis, and extremely time consuming.  

The survey that the students and teachers completed at Edinburgh High School had multiple 

questions relating to gender and the school environment. These ranged from teachers 

reactions towards students to how students perceive the practices of teachers. Such a 

contrast is crucial if one is trying to create a common understanding between the teacher 

and the students. This section will also shows that despite teachers (and managements) 

attempts to remain gender neutral, staff interviews revealed that they still have very 

gendered views on students achievements and behaviours. This section includes student’s 

and teacher’s perceptions of how defaults are handed out, teacher’s reactions to boys and 

girls and how teachers discipline boys and girls. The first table shows students and teachers 

perceptions on whether or not female teachers give more defaults than male teachers.  

Table 5.4.1: Students’ and Teachers’ perceptions on whether female teachers give more 
defaults than male teachers (%) 

 

 

 

 

The data shows that the boys and girls responses differ. More than 80% of the male 

teachers agreed that female teachers give more defaults than male teachers. More than half 

of female teachers agreed that this is the case. This shows that from a teacher perspective, 

teachers are in agreement that female teachers give more defaults than male teachers but 

 Students 
(n= 93) 

Boys 
(n=46) 

Girls 
(n=47) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

Strongly Agree 19.3 23.9 14.9 25.0 16.7 30.0 

Agree 33.3 32.6 34.0 43.8 66.7 30.0 

Disagree 38.7 39.1 38.3 31.3 16.7 40.0 

Strongly Agree 8.60 4.34 12.8 0.0 0.0 0.0 
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students do not seem to notice much of a difference. Looking back at the default records of 

the school, female teachers gave more Level 1 offences, which are given more readily than 

Level 2 and 3 which was mainly given by male teachers. Due to the fact that students and 

teachers often witness female teachers giving Level 1 offences, could account for why they 

are of the opinion that female teachers give more defaults than male teachers.  

The way teachers treat boys and girls outside of the classroom is a good indicator to see if 

gendered behaviour persists outside of an academic environment. Teachers and students 

spend many hours interacting during extramural and non academic activities after school 

and how students and teachers rate their behaviour during this time is a point of interest. 

This data is useful because it points out the persistence of gendered behaviour.  

Table 5.4.2: Students’ and Teachers’ perception of how teachers discipline boys and girls 
outside the classroom (%) 

 

 

  

 

 

Forty- one percent of all the students agree that teachers discipline boys and girls differently 

outside the classroom. More of the boys (23.4%) tend to agree with this than girls (16.7%). 

None of the teachers think this happens all the time, but they do agree (66.7%) of male 

teachers and 50% of female teachers) that it happens most of the time. A higher percentage 

of male teachers (16.7%) and female students (12.5%) think that this doesn’t happen at all. 

This data shows that both students and teachers are aware that they treat and are treated 

differently outside the classroom. This shows that gendered behaviour is not only prevalent 

in the classroom but also in other social aspects related to the school.  

The previous two tables in this section showed that teachers and students were aware of 

some difference between how teachers react towards boys and girls. The next table asks 

students and teachers whether they think boys gets more defaults than girls.  

 Students 
(n=95) 

Boys 
(n=47) 

Girls 
(n=48) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

All of the time 20.0 23.4 16.7 0 0 0 

Most of the time 21.0 27.6 14.6 56.3 66.7 50.0 

Some of the time 47.3 38.2 56.3 31.3 16.7 4.0 

None of the time 11.5 10.6 12.5 12.5 16.7 10.0 
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Table 5.4.3: Students’ and Teachers’ perceptions of whether boys get more defaults than 
girls (%) 

 

 

 

 

 

In every case, more of the respondents believed that boys received more defaults than girls 

either all the time or most of the time. All the participants except for the female teachers 

stated that it doesn’t happen at all. This data shows that for the most part, students and 

teachers agree that boys get more defaults than girls, and indeed the records confirm this 

(see Chapter 2).   

During the interviews, teachers were shown the disciplinary records of the school and they 

saw that boys consistently outnumbered girls with regards to the amount of 

misdemeanours committed or defaults received. They were then asked to comment on 

what they thought the problem was and whether it was just a co incidence or whether it 

was indeed gender related. Some of the comments were as follows:  

“…very seldom do you have girls whose behaviour is quite as bad as boys, maybe boys 

are looked to be discipline harder…” 

 (Headmaster, Management) 

“No, I don’t do stereotyping I always answer evasively to questions like that….”, Then 

later on in the interview “… Now I’m gunna contradict myself…yes probably, boys 

outnumber girls with defaults...”’  

(Female, English Teacher, Senior and Junior Phase)  

“…The schooling system is more geared toward a girl and to how a girl operates rather 

than how a boy operates…. It’s a consequence of how boys are probably wired 

differently than girls…” 

 (Deputy Headmaster, Management, Teacher, Senior Phase) 

 Students 
(n=96 

Boys 
(n=47 

Girls 
(n=49) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

All of the time 31.2 38.3 24.5 0.0 0.0 0.0 

Most of the time 40.6 42.6 38.8 75.0 66.7 80.0 

Some of the time 18.7 12.8 24.5 18.3 16.7 20.0 

None of the time 9.3 6.4 12.2 6.3 16.7 0.0 
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“I think it’s a normal phenomenon but its not necessarily a good phenomenon…girls 

prefer to comply… prefer on the whole to stay out of trouble...they have an inner…push 

, something that encourages them to be more compliant …and to be in teachers good 

books. I think boys get lot of affirmation out of peer acceptance so there is a lot of fun 

involved, it’s partly a maturity thing…but as you go up you see that it balances…its also 

an outlook thing, school tends to suit them (girls) more in a classroom dynamic”  

(Female, Management, Teacher, Senior and Junior Phase)  

The responses that teachers gave shows that even if they think that they act in a 

neutral manner, that they still have gendered views about how boys and girls act and 

react and because they have this view, they tend to act accordingly. It seems that even 

when one has an unconscious bias, that one’s actions can reveal subliminal thought 

processes. In this case, teachers agree that there is a difference in the behaviours of 

boys and girls. These opinions become more evident in the rest of this section.  

If teachers are of the opinion that boys and girls act differently, the question is if this 

will have an effect on how teachers view their behaviour? The following table gives 

the perceptions of students and teachers of whether they think girls are better 

behaved than boys.  

Table 5.4.4 Students’ and Teachers’ perceptions of whether girls are better behaved than 
boys (%) 

 

 

 

 

 

 

More than 50% of all the respondents think that girls behave better than boys either all of 

the time or most of the time, (53.6% of students and 62.6% of teachers). This perception of 

how teachers perceive of boys and girls when it comes to behaviour (and achievement) was 

also evident in the interviews:  

 Students 
(n=97 

Boys 
(n=48) 

Girls 
(n=49) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

All of the time 12.4 8.3 16.3 18.8 33.3 10.0 

Most of the time 41.2 41.7 40.8 43.8 50.0 40.0 

Some of the time 38.1 39.6 36.7 37.5 16.7 50.0 

None of the time 8.2 10.4 6.1 0.0 0.0 0.0 
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Girls are more conscientious and achieve at a higher level than boys and that’s a brain 
development thing really…  

(Female, English Teacher, Junior and Senior Phase) 

There is a perception that boys stand out more and are  erratic in behaviour and 
destructive …there are variations on that though…there are some girls who are 
disruptive too, but on the whole I think the school system on the whole cater better to 
girls…  
 
(Female, Management, English Teacher, Junior and Senior phase)  
 
I think boys and girls are different, boys sometimes do push the boundaries more than 
girls…Girls are easier to discipline; girls are generally more compliant than boys. Not in 
all cases. I think girls are more compliant because the way in which we teach often 
addresses their needs more than what it addresses the needs of boys, and often boys 
become frustrated…and sometimes bored…  

(Male, Management, History Teacher, Junior and Senior phase)  

They (boys) are harder to discipline, no actually they just the same ...but boys tend to 

resist, they always try to find their way around the discipline policy…”  

(Male, Science Teacher, Senior Phase) 

“…boys tend to be naughtier than girls…girls mature fasters. If you look at the type of 

misdemeanours then you will see that its due to the level of maturity…, boys are just 

boys...you know, they tend to land in trouble more often…  

(Male, Management, Business Teacher, Senior phase)  

There seems to be consensus that boys and girls behave differently and there is also 

evidence (from the interviews) to suggest that teachers therefore at times discipline and 

treat boys and girls differently. This means that if teachers think that boys and girls are 

inherently different and if they act different that they should perhaps be treated differently 

as well. Looking at what the data has shown thus far suggests that this is indeed the case. In 

following this up, one of the questions raised in the survey was whether or not students and 

teachers thought that there should be different punishments for boys and girls. The results 

show that despite the fact that teachers agree boys and girls are different, and the despite 

the fact that teachers at times treat and discipline boys and girls differently, neither would 

want different sanctions for boys and girls.  
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Table 5.4.5: Students’ and Teachers’ perceptions of whether or not there should be 
different punishments for boys and girls(%) 

 

 

 

 

 

Although the majority of male and female students and male and female teachers agree 

that there should not be different punishment for boys and girls, a substantial number of 

respondents said maybe, it depends on the situation. Female students in particular, of chose 

this option, 42.9% of them. The interesting thing here is that not 100% of the teachers or 

students said ‘No’. This means that perhaps teachers are torn between what they should 

think is appropriate behaviour and what they really think. However, what they really think is 

becomes evident in the way they act. If one is to change the way people act, it is evident 

that the first thing to change is the way that they think. Coupled with this differential 

treatment between boys and girls, the survey asked the respondents whether they think 

teachers are more lenient with girls when they do not complete their homework.  

Table 5.4.6: Students’ and Teachers’ perceptions on whether teachers are more lenient on 
girls when they do not complete their homework (%) 

 

 

 

44.8% of all students agree or strongly agree that teachers are more lenient on girls when 

they do not complete their homework. A higher percentage of male students either agree or 

strongly agree with this whereas more than 77.1% of female students disagree or strongly 

disagree with this option. Fifty percent of the male teachers agree and 50% disagree, 

whereas only 40% of female teachers agree and 60% of female teachers disagree or strongly 

disagree. Both male students and male teachers outnumbered their female counterparts by 

 Students 
(n=96) 

Boys 
(n=48) 

Girls 
(n=49) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

Yes, definitely 5.1 6.3 4.1 0.0 0.0 0.0 

Maybe, it depends… 36.1 29.2 42.9 25.0 33.3 20.0 

No, definitely not 58.7 64.6 53.1 75.0 66.7 80.0 

 Students 
(n=96) 

Boys 
(n=48) 

Girls 
(n=48) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

Strongly Agree 24.0 43.8 4.2 0.0 0.0 0.0 

Agree 20.8 22.9 18.8 43.8 50.0 40.0 

Disagree 39.6 27.1 52.1 43.8 50.0 40.0 

Strongly Agree 15.6 6.3 25.0 12.5 0.0 20.0 
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agreeing that teachers are more lenient towards female students when they do not 

complete their homework. The results for this table are consistent with the previous tables 

about how students view teacher’s practices and how teachers act. During the interviews, 

although there was an initial tendency to profess neutrality, both male and female teachers 

agree with this view:  

“I think there is a tendency for that, but it’s a very subtle one. Sometimes I think male 

staff are more lenient towards girls.  

(Male, Management, Business Teacher, Senior phase) 

“…not treated differently, but I know boys do transgress more than girls…”  

(Male, Management, History Teacher, Senior phase) 

“…I do think so… not purposefully…” 

 (Female, Management, English Teacher, Junior and Senior phase)  

“…I have no awareness that girls are treated differently…”  

(Male, Deputy Headmaster, Teacher, Senior phase)  

 

If teachers react in one manner towards girls that necessitates that boys are being treated 

differently as well. The following two tables give an account of teacher’s reactions towards 

boys. Firstly, it shows student’s and teacher’s perceptions of whether boys get shouted at 

more than girls and secondly, whether boys misbehave more frequently during lessons than 

girls. 
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Table 5.4.7: Students’ and Teachers’ perceptions of whether boys get shouted at more 
than girls (%) 

 

 

 

 

 

Over seventy percent of students agree that this is true, especially male students (about 

77%) and female teachers (60%). Only 40 % of male teachers agree with this opposed to 

60% of female teachers. More than 60% of female students also either agree or strongly 

agree with this.  

Table 5.4.8: Students’ and Teachers’ perceptions of whether boys misbehave more 
frequently during lessons (%) 

 

 

 

 

 

Overwhelmingly, all the respondents agree that boys misbehave more than girls either all of 

the time or most of the time. All the teachers agree that there is never a time when boys do 

not misbehave more than girls. Male students agree the least that this is true. Thus far the 

data has shown that teachers think boys and girls are different and teachers treat them 

differently as well. The next set of data appeals to the behaviour of teachers. Students and 

teachers were asked whether or not they thought male teachers were stricter than female 

teachers. 

 
 
 
 
 
 

 Students 
(n=96) 

Boys 
(n=48) 

Girls 
(n=48) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

All of the time 15.6 12.5 18.8 25.0 50.0 10.0 

Most of the time 45.8 43.8 47.9 37.5 16.7 50.0 

Some of the time 31.3 35.4 27.1 37.5 33.3 40.0 

Never 7.3 8.3 6.3 0.0 0.0 0.0 

 Students 
(n=96) 

Boys 
(n=47) 

Girls 
(n=49) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

Strongly Agree 4.2 6.4 2.0 0.0 0.0 0.0 

Agree 12.5 19.1 6.1 25.5 50.0 40.0 

Disagree 70.8 61.7 79.6 56.2 50.0 30.0 

Strongly disagree 12.5 12.8 12.2 18.7 0.0 30.0 
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Table 5.4.9: Students’ and Teachers’ perceptions whether males teachers are stricter than 
female teachers (%) 

 

 

 

 

 

 

More than 82% of students believe that male teachers are not stricter than female teachers. 

More female students state that male teachers are not stricter than female teachers. A low 

25% of teachers agree that male teachers are stricter than female teachers. Half of the male 

teachers disagree with this statement as opposed to 60% of female teachers. Overall, 

students and teachers do not think that male teachers are stricter than female teachers.  

During the interviews, most of the teachers, including management said that male and 

female teachers have different approaches to discipline, but that that’s not always 

necessarily the case:  

“No I don’t think it’s a gender thing… I have seen of both genders instil total fear in their 

students. I have also seen teachers of both genders have an organized riot in their 

classroom…” (Male, Headmaster, Management)  

“I think that’s just a generalization.”  

(Female, English Teacher, Junior and Senior phase)  

“…Sometimes feel that they need to be, need to pull in rules, because perhaps there 

may not have that natural respect from the whole group, especially males , though not 

always...sometimes the girls…I think it’s a personality thing actually , its not a gender 

thing…” (Female, Management, English Teacher, Junior and Senior phase) 

“…rubbish...I don’t think so, I don’t think it can be determined by gender…I don’t think 

its gender based…”  

(Male, Management, History Teacher, Senior phase)  

“…I’ve seen situations where female teachers handle situations better, but I wouldn’t 

say as a rule that female teachers are more strict...they bring about a different style…” 

(Male, Management, Business Teacher, Senior phase) 

 Students 
(n=95) 

Boys 
(n=48) 

Girls 
(n=47) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

Strongly Agree 30.8 43.8 17.0 6.3 16.7 0.0 

Agree 38.9 33.3 44.7 43.8 16.7 60.0 

Disagree 22.1 18.8 25.5 50.0 66.7 40.0 

Strongly Agree 8.4 4.2 12.8 0.0 0.0 20.0 



76 
 

The quotes clearly suggest that most teachers do not think male teachers are stricter 

than female teachers and claims that it is an issue of personality. The results of the 

survey compliment this view. Although there was no question that asked the 

respondents view on whether they thought female teachers are stricter than male 

teachers, it would have been interesting to contrast this view of teachers.  

The following two tables examine the relationship between male students and male 

teachers and female students and female teachers.  

Table 5.4.10: Students’ and Teachers’ perceptions on whether male teachers favour boys 
(%) 

 

 

 

 

 

 

Table 5.4.11: Students’ and Teachers’ perceptions on whether female teachers favour girls 
(%) 

 

 

 

 Students 
(n=97) 

Boys 
(n=48) 

Girls 
(n=49) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

Strongly Agree 11.3 20.8 2.0 0.0 0.0 0.0 

Agree 26.8 33.3 20.4 37.5 66.7 20.0 

Disagree 45.4 37.5 53.1 31.2 16.7 40.0 

Strongly disagree 16.5 8.3 24.5 31.2 16.7 40.0 

 Students 
(n=97) 

Boys 
(n=48) 

Girls 
(n=49) 

Teachers 
(n=16) 

Male 
Teachers 
(n=6) 

Female 
Teachers 
(n=10) 

Strongly Agree 2.1 2.1 2.0 0.0 0.0 0.0 

Agree 5.2 2.1 8.2 6.2 16.7 0.0 

Disagree 68.0 79.2 57.1 43.7 83.3 20.0 

Strongly disagree 24.7 16.7 32.7 50.0 0.0 80.0 
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54.1% of boys either ‘agree’ or ‘strongly agree’ that male teachers favour male 

students, whereas only 10.2% of girls think female teachers favour female students. 

Similarly to the responses of the male students, 66.7% of male teachers say that they 

favour male students. Also, 100% of female teachers either ‘disagree’ or ‘strongly 

disagree’ that female teachers favour female students and 89.8% of female students 

agree with this response. From this data, we can deduce that female teachers do not 

see themselves as favouring female students and female students do not feel favoured 

by female teachers. Conversely, male teachers agree to have been favouring male 

students and the male students seem to be aware of this. One of the reasons for this 

special treatment of male students by male teachers could be because teaching is a 

female dominated profession and male students may not have sufficient role models 

at school. Male teachers can offer better emotional and perhaps developmental 

support to male students, hence the special relationship.  

Although the survey did have more questions with regards to the behaviours of both 

teachers and students within the school environment, the questions that were dealt with 

already creates a picture of how gender bias affects the implementation of the discipline 

policy. With regards to the junior and senior phase results, there were no substantial 

differences between the two phases.  

Looking back at the research conducted by Robinson (2002) (See Chapter 3), the teachers at 

both schools have similar views about boys and girls. The research shows that teachers think 

girls are more ‘submissive’ than boys and also that girls ‘mature’ quicker than boys, which 

accounts for why boys are more likely to commit misdemeanours. This section has shed light 

on the issue of gender bias in the school environment because, through the data, it 

highlighted the ambivalence that exists. On the one hand teachers would like to assume 

that their practices are gender neutral and that they are reflecting what the policy expects 

of them. On the other hand, there seems to be a conflict between what teachers do and 

how teachers think. In order for the actions and thought to be aligned, there needs to be a 

large scale shift in human consciousness and whether this is a possibility is highly 

questionable, especially  if research shows that despite efforts to gender neutralize society, 

people still act in gendered ways.  
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The next part of this chapter deals with whether or not the gender of the teacher has an 

effect on how discipline is implemented.  

5.5 Discipline and teacher gender 

 

Some of the factors that play a role in adequate and successful implementation of a policy is 

understanding of the policy and respect for the policy. The aim, therefore, of this section is 

to assess whether the gender of the teacher may have an effect on how discipline is 

administered. If male and female teachers react or understand the policy differently, that 

could account for why they administer discipline differently. The next series of questions 

and give the views of students and teachers on how they think teachers react to different 

scenarios.  

Table 5.5.1: Students’ perceptions of whether teachers treat all students the same (%) 

 

 

 

 

 

 

59.8% of all students stated that teachers treat all the students the same either all or most 

of the time. Fewer female students (6.1%) thought that teachers didn’t treat all students the 

same as opposed to 14.6% of male students. Only 10.3% of all students stated that teachers 

didn’t treat students the same. Irrespective of the percentages between the different 

responses, the table does show that teachers do not treat students the same all the time 

and that there is inconsistency in teachers’ practices.  

The above data has shown that teachers do not treat all students the same, so the next 

question to ask is, who are the ones that teachers focus more of their attention on? The 

next table shows students’ perceptions on whether teachers focus more on loud boys than 

quiet girls.  

 Students 
(n= 97) 

Boys 
(n=48) 

Girls 
(n=49) 

All of the time 12.4 10.4 14.3 

Most of the time 47.4 41.7 53.1 

Some of the time 29.9 33.3 26.5 

Never 10.3 14.6 6.1 
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Table 5.5.2: Students’ perceptions of whether teachers focus more on loud boys than 
quiet girls (%) 

 

 Students 

(n= 96) 

Boys 

(n=48) 

Girls 

(n=48) 

Strongly Agree 25.0 35.4 14.6 

Agree 49.0 43.8 54.2 

Disagree 18.8 14.6 22.9 

Strongly Disagree 7.3 6.3 8.3 

 

Seventy-four percent of all students either agree or strongly agree that teachers focus more 

on loud boys than quiet girls. Interestingly enough, more than 78% of male students agree 

with this as opposed to 68.8% of female students. This is consistent with the previous 

section whereby teachers focus more on students that misbehave than those who behave. 

The next table shows students perceptions on whether the student’s behaviour can have an 

effect on how teachers interact with students.  

Table 5.5.3: Students’ perceptions of whether teachers focus more on well-behaved 
students, irrespective of academic ability (%) 

 

 Students 

(n= 96) 

Boys 

(n=47) 

Girls 

(n=49) 

Strongly Agree 11.5 14.9 8.2 

Agree 43.8 46.8 40.8 

Disagree 36.5 34.0 38.8 

Strongly Disagree 8.3 4.3 12.2 

 

Most students (55.3%) agreed that teachers focused more on well- behaved students, 

irrespective of academic ability. More male students (4.8%) than female students (38.3%) 

either agree or strongly agree with this. Overall, 44.8% of all students either disagree or 

strongly disagree with this statement. The fact that more male students agree with this 

could be due to the fact that they are usually the ones that teachers direct their attention to 

as opposed to girls, who are usually the best-behaved. The next set of tables show how 

students and teachers react to students outside the school environment. Once again, the 
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intention for including these tables in the research is to see whether teachers’ biased 

behaviour exists outside the classroom.  

Table 5.5.4: Students’ perceptions of whether teachers respond the same to boys and girls 
when they miss a practice (%) 

 

 Students 

(n= 96 

Boys 

(n=47) 

Girls 

(n=49) 

All of the time 30.2 19.1 40.8 

Most of the time 29.2 23.4 34.7 

Some of the time 28.1 36.2 20.4 

Never 12.5 21.3 4.1 

 

 

Table 5.5.5: Teachers’ perceptions of whether they respond the same to boys and girls 
when they miss a practice (%) 

 

 Teachers 
(n=15) 

Male 
teachers 

(n=6) 

Female 
Teachers 

(n=9) 

All of the time  26.7 16.7 33.3 

Most of the time 60.0 83.3 44.4 

Some of the time 6.7 0.0 11.1 

Never  6.7 0.0 11.1 

 

A total of 59.4 % of all students say teachers respond the same to girls and boys either all of 

the time or most of the time. More female students (75.5%) than male students (42.5%) 

agree with this. By contrast, over 86% of teachers say that they respond the same to boys 

and girls. None of the male teachers say they only respond the same some of the time or 

never, whereas female teacher admit that they respond the same to boys and girls some of 

the time or never. The results show that although teachers may think they act the same 

towards boys and girls, the students say that they don’t. This shows that teacher’s biases are 

mostly unconscious. The data once again suggests that there are definitely differences in the 

way teachers act and the way teachers think they act. Due to the fact that students are at 
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the receiving end of teachers’ actions, they are more aware of and can perhaps give a more 

realistic opinion on the behaviours of teachers.  

Table 5.5.6: Students’ perceptions of whether teachers ‘break the rules’ for girls during 
sport sessions (%) 

 

 Students 

(n= 93) 

Boys 

(n=46) 

Girls 

(n=47) 

Strongly Agree 8.6 15.2 2.1 

Agree 32.3 47.8 17.0 

Disagree 44.1 26.1 61.7 

Strongly Disagree 15.1 10.9 19.1 

 
 

Table 5.5.7: Teachers’ perceptions of whether they have ever bent the rules or been more 
lenient to female students during sports practices (%) 

 

 

 

 

 

 

 

Overall, 40.9% of all students agree or strongly agree that teachers ‘break the rules’ for girls 

during sports sessions. 63% of male students either agree or strongly agree with this as 

compared with 30% of female students. Naturally, this means that more female students 

either disagree or strongly disagree that teacher act differently towards them. The teachers 

on the other hand admitted to being more lenient towards girls. A third of male and female 

teachers agree that they are more lenient towards girls only.  

 

 

 

 Teachers 
(n=15) 

Male 
teachers 

(n=6) 

Female 
Teachers 

(n=9) 

Yes, for boys and 
girls 

0.0 0.0 0.0 

Yes, only for girls 33.3 33.3 33.3 

Yes, only for boys 0.0 0.0 0.0 

Neither 66.7 66.7 66.7 
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Table 5.5.8: Teacher’s perception of whether male teachers are more lenient with girls (%) 

 

 Teachers 
(n=16) 

Male 
teachers 

(n=6) 

Female 
Teachers 

(n=10) 

Yes, definitely 25.0 0.0 40.0 

It depends on… 31.3 16.7 40.0 

Sometimes 31.3 66.7 10.0 

Never 12.5 16.7 10.0 

 

A total of 25% of all teachers agree that male teachers are more lenient with girls. None of 

the male teachers agreed fully as opposed to 40% of all the female teachers. A majority of 

the male teachers, 66.7% said that they are more lenient but only sometimes. The female 

teachers were divided between ‘yes, definitely’ and ‘it depends on the situation’. Overall, 

most of the male teachers say that they are more lenient sometimes whereas 40% of female 

teachers said yes. It seems, according to the female results, that male teachers are unaware 

of their bias. Robinson’s research (1992) (See Chapter 3) produced similar findings where 

male teachers found it difficult to discipline female students and because of this, male 

teachers came across as being more lenient. With regards to this data, male teachers do not 

agree that they are generally more lenient with female students, but 40% of female 

teachers tend to think that this is the case. Once again, teachers, in this case male teachers, 

differ in the way they act and in the way they think they act.  

It is not just dealing with gender that is problematic for many teachers, but it is the concept 

of discipline as a whole. If a teacher does not have good classroom management techniques 

then it can be detrimental, both for students because they will not be in an environment 

conducive to learning, as well as teachers because it is difficult to teach in a disruptive 

environment. The next table examines teachers’ perceptions on whether they think being a 

good disciplinarian is synonymous with being a good teacher. 
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Table 5.5.9: Teachers’ perceptions of whether being a good disciplinarian is synonymous 
with being a good teacher (%) 

 

 Teachers 
(n=16) 

Male 
teachers 

(n=6) 

Female 
Teachers 

(n=10) 

Strongly Agree 25.0 0.0 40.0 

Agree 50.0 66.7 40.0 

Disagree 25.0 33.3 20.0 

Strongly Disagree 0.0 0.0 0.0 

 

75% of the teachers agree or strongly agree that being a good disciplinarian is synonymous 

with being a good teacher. Interestingly, more female teachers (80%) agree with this than 

male teachers (66.7%). During the interviews with the teachers and management, many of 

the results reflected in the above table were evident in their responses: 

…sometimes you get classroom issues sometimes you get teacher issues, sometimes you 

get both. …you need to create an environment through the disciplinary system that is 

conducive to teaching…. I know some teachers who have been poor teachers but very 

strong disciplinarians, and there have also been really good teachers with very weak 

discipline, its striking the balance that’s crucial… 

 (Male, Headmaster, Management)  

 

… I think you have excellent teachers that struggle sometimes with discipline. It’s their 

personality…on the other side you can have a strict disciplinarian and not be a good 

teacher  

(Male, Management, History Teacher, Senior phase)  

I’d consider that a teacher that is needing assistance…  

(Male, Management, Business Teacher, Senior phase) 

Yes, yes, being a good teacher includes good classroom management  

(Female, English teacher, Junior and Senior phase)  

 

Many teachers felt that being a good disciplinarian is synonymous with being a good teacher 

and if you cannot discipline your class, you are seen as a failure. This echoed Robinson’s 
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(1992) research which showed that it is mostly female teachers that will look for assistance 

with class discipline than male teachers. This study seems to concur with what Robinson 

(1992) has found in that most teachers, especially female teachers, think that being a good 

disciplinarian is synonymous with being a good teacher.  

The data thus far has shown that male teachers and female teachers discipline differently 

and that being a good disciplinarian is synonymous with being a good teacher. Another 

point of interest with regards to this differential treatment is which gender teachers find 

easier to discipline. The next table shows teachers’ perceptions of whether girls are easier to 

discipline than boys.  

Table 5.5.10: Teachers’ perceptions of whether girls are easier to discipline than boys(%) 

 

 Teachers 
(n=16) 

Male 
teachers 

(n=6) 

Female 
Teachers 

(n=10) 

Strongly Agree 0.0 0.0 0.0 

Agree 43.8 66.7 30.0 

Disagree 56.3 33.3 70.0 

Strongly Disagree 0.0 0.0 0.0 

 

It seems that more male teachers (66.7%) agree that girls are easier to discipline as opposed 

to only 30% of female teachers. An overwhelming 70% of female teachers disagree that girls 

are easier to discipline as opposed to 33.3% of male teachers. Overall, less than half of all 

teachers agree that girls are easier to discipline than boys. In the interviews, teachers said 

that:  

“…There is a perception that boys stand out more and erratic in behaviour and 

destructive …there are variations on that…there are some girls who are disruptive too 

but on the while I think the school system on the whole cater better to girls… “ 

(Female, Management, English Teacher, Junior and Senior phase) 

“…Boys will try it on a lot more than girls will …Girls tend to be more compliant than 

girls… “ 

(Male, Deputy Headmaster, Science Teacher, Senior phase) 
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“…very seldom do you have girls whose behaviour is quite as bad as boys, maybe boys 

are looked to be discipline harder…”  

(Male, Headmaster, Management) 

It seems that male teachers find it easier to discipline girls than boys and female teachers, 

according to the data, find it easier to discipline boys. Whether this is how things play out in 

reality is not always the case, but female teachers see themselves as being better at 

disciplining male students. The reason for this could be twofold, either that because boys 

present a challenge to female teachers, female teachers see themselves to be able to 

handle the problems that teaching boys may present. Secondly, it could be because they are 

trying to change people’s mindsets that female teachers find it hard or less easy to discipline 

boys. The headmaster made an interesting comment about this scenario:  

“… I think in a co –ed school or in a boys school, female teachers need to apply discipline 

more rigidly because, particularly with senior boys, they tend to take advantage of 

particularly younger women…its sort of a male right to test the female boundary and for 

some reason they don’t do the same with male teachers and you find senior female 

students are more co operative than senior males…”  

(Male, Headmaster, Management)  

 

It seems as if the reason for the behaviour of male students being described here is seen as 

natural rather than simply dismissing it as delinquent behaviour, which again suggests that 

there is gender bias despite teachers’ denials of such behaviour.  

The next table shows teacher’s perceptions of the discipline relation between male teachers 

and female students.  

Table 5.5.11: Teachers’ perceptions of whether male teachers find it hard to discipline 
girls(%) 

 

 Teachers 
(n=15) 

Male 
teachers 

(n=6) 

Female 
Teachers 

(n=9) 

All of the time  0.0 0.0 0.0 

Most of the time 20.0 0.0 33.3 

Some of the time 60.0 83.3 44.4 

Never  20.0 16.7 22.2 
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Most of the teachers agree that male teachers find it hard to discipline girls only some of 

the time. More than 80% of male teachers agree that they find it difficult some of the time. 

However, from the female teacher perspective, 33% of them thought that male teachers 

struggled ‘most of the time’. This suggests that although male teachers think they have the 

situation under control ‘all of the time’ or ‘most of the time’, in reality this is not the case. 

Once again the data reveals that teachers, in this case male teachers, are not always aware 

of their own actions and their contradiction between their thought and action.  

During the interviews, all the males said that they did not have a problem when it came to 

disciplining girls. If male teachers find it hard to discipline girls some of the time, it 

necessitates that there would be a difference between how male and female teachers 

perceive how the other disciplines. The next table gives the data on this.  

Table 5.5.12: Teachers’ perceptions of whether male and female teachers discipline 
students differently (%) 

 
 

 

Teachers 
(n=15) 

Male 
teachers 

(n=6) 

Female 
Teachers 

(n=9) 

All of the time  0.0 0.0 0.0 

Most of the time 66.7 66.7 66.7 

Some of the time 20.0 16.7 22.2 

Never  13.3 16.7 11.1 

 

Two –thirds of all the teachers, male and female, say that male and female teachers 

discipline differently. Very few teachers said that this happened only some of the time or 

never. This table reveals that teachers have shed light on how their own practices and by 

doing this they revealed that male and female teachers discipline differently most of the 

time.  If male and female teacher discipline differently, the factor that makes these teachers 

different is their gender. So it would be logical to assume that this is the reason for the 

difference in discipline strategy, the following table asked teachers whether they thought 

the gender of the teacher has an effect on how discipline is administered.  
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Table 5.5.13: Teachers’ perceptions on whether the gender of the teacher affects how 
discipline is administered (%) 

 

 Teachers 
(n=16) 

Male 
teachers 

(n=6) 

Female 
Teachers 

(n=10) 

Yes, definitely 12.5 16.7 10.0 

Sometimes 62.5 66.7 60.0 

Never 25.0 16.7 30.0 

 

The results of this table concurs with what teachers said in Table 5.5.12 , which stated that 

male and female teachers discipline students differently. This table shows that 26.7% of 

both male and female teachers agree that the gender of the teacher effects how discipline is 

administered to students. Most of the teachers, more than 60%, say that the gender only 

affects how discipline is administered sometimes. A quarter of all the teachers, both male 

and female,  say the gender has no effect on how discipline is administered to students at 

all. During the interviews, many of the teachers said that it depended on the teacher’s 

personality rather than the gender but that gender did have some impact on how teachers 

discipline: 

“…Its more to do with the teacher’s personality...males might have a fearsome outward 

appearance that makes discipline a bit easier…that could assist in discipline...”  

(Male, Deputy Headmaster, Science Teacher, Senior phase) 

“…it depends again on the personality…”  

(Female, Management, English Teacher, Junior and Senior phase) 

“No, it shouldn’t.”  

(Male, Management, History Teacher, Senior phase) 

“Not sure….but I’ve seen women being softer and mothering and the male teachers 

tend to be stricter…”  

(Male, Management, Business Teacher, Senior phase)  

Thus far, the data has shown that there is a difference in how male and female teachers 

discipline. If the aspect of gender is so prominent in the way that teachers discipline and 

perceive each other’s behaviours, the next thing to consider is whether the gender of the 
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headmaster, who is at the top of the discipline structure, will have an effect on how 

discipline is run at the school. The following table shows that 56.3% of teachers think the 

head’s gender makes a difference.  

Table 5.5.14: Teachers’ perceptions on whether the gender of the headmaster determines 
how discipline is managed at the school (%) 

 

 Teachers 
(n=16) 

Male 
teachers 

(n=6) 

Female 
Teachers 

(n=10) 

Yes 37.5 66.7 20.0 

Sometimes 18.8 16.7 20.0 

Doesn’t matter 25.0 0.0 40.0 

Never  18.8 16.7 20.0 

 

During discussions with the interview respondents at Edinburgh High, many of them said 

that everyone has an equal responsibility to maintain discipline at the school. They also 

added that it starts with the headmaster. When the headmaster of Edinburgh High was 

asked about this, he agreed that the gender does have an effect by saying: 

“Yes, because female heads are more attentive to detail, if it was a female head she 

would probably have several disciplinary workshops with her staff and made sure they 

knew if off by heart …also generally women are more attentive to detail than men are so 

they will pick upon things like uniform, hair ,nails and bots and pieces. Whereas male 

teachers will just say, tuck your shirt in …’ 

When asked why he hadn’t had the workshops with his staff, he answered: 

“I don’t see discipline as being a problem….if I look at it from a male perspective 

generally the kids are well behaved…” 

Some of the other teachers also commented on this by saying:  

“Every head brings their own imprint onto a school…I have worked with female heads 

that have been very strict and have administered discipline in a strict and fair way...I 

think it has to do with the philosophy of that head.”  

(Male, Deputy Headmaster, Science Teacher, Senior phase) 

“No, it’s the personality type and the leadership style.”  

(Female, Management, English Teacher, Junior and Senior phase) 
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“It can, I’ve seen it happen, where the female principal will adopt a more mothering 

approach and students will not appreciate that whereas a male staff will come down 

more harsh...so I think it does.”  

(Male, Management, Business Teacher, Senior phase)  

 

The intention for this section was to assess student’s perceptions of teacher’s practices as 

well as teacher’s perceptions of their own practices in the classroom and the effect that 

gender has on their action and interaction. The data clearly shows that there is, albeit small 

at times, a difference between not only how teachers act but also on their opinions and the 

way they think. Some teachers are very conscious about their biases whereas others are not 

so conscious. In the case where teachers were unconscious about their bias, it reflected in 

the contradictory opinions that they gave. Teachers, especially female teachers, gave the 

opinion of being much unbiased in their surveys, however, during the interviews, many of 

these teachers had completely different opinions.  

The headmaster was very forthcoming about his view on gender and the effect it has on 

teacher’s actions.  His opinions show that he agrees that all teachers and students act in 

gendered ways even though they are not aware of their bias at times. He was aware of the 

fact that regular workshops needed to be held with teachers so that more awareness on the 

issue of gender bias (and discipline) can be instilled and the reason for not having the 

workshops are because this is not priority on his list of duties. However, it is an issue that 

would be addressed.  

The next section deals with policy implementation. This section aims to assess the way in 

which teachers implement the policy by rating the fairness and consistency of teachers. The 

interview data also shows that teachers are not as consistent as they may think and that 

students are on the forefront of seeing the inconsistency of teachers.  

5.6 Policy implementation  

 

As indicated, the way that a policy is implemented can either realize the aims of the policy 

or cause its failure. The most important part of a policy being realized is based on the fact 
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that all the implementing agents are aware of what is expected of them and that they are 

consistent in what they do. This section will give the opinions of students and teachers on 

whether they think all teachers are fair and consistent in applying the policy.  

Table 5.6.1: Students’ and Teachers’ perceptions of whether teachers apply the discipline 
policy fairly (%)  

 

 

 

 

 

Very few students (8.3%) and teachers (10.4%) think that teachers apply the discipline policy 

fairly all the time. A majority of the respondents say that teachers apply the policy fairly 

most of the time. Although a very small percentage of students say that teachers do not 

apply the policy fairly at all, none of the teachers agree with this. Coupled with fairness is 

the aspect of consistency, the following table shows the responses students and teachers 

gave when asked about whether or not teachers are consistent in how punishment is 

administered.  

Table 5.6.2: Students’ and Teachers’ perceptions of whether teachers are consistent in the 
way they administer punishment (%) 

 

 

 

 

 

 

 

A very small percentage of the respondents, except for the female teachers (with zero 

percent) said that teachers are always consistent in the way they administer punishment. 

Most of the respondents (48.9% of students and 62.5% of teachers) stated that teachers are 

consistent most of the time. None of the male teachers thought that teachers are never 

consistent as opposed to 6.3% of male students, 8.2% of female students and 10% of female 

 
 

Students 
(n=96) 

Boys 
(n=48) 

Girls 
(n=48) 

Teachers 
(n=16) 

Male 
Teachers 

(n=6) 

Female 
Teachers 

(n=10) 

All of the time 8.3 10.4 6.3 12.5 16.7 10.0 

Most of the time 55.2 47.9 62.5 62.5 83.3 50.0 

Some of the time 30.2 35.4 25.0 25.0 0.0 40.0 

Never  6.3 6.3 6.3 0.0 0.0 0.0 

 
 

Students  
 

(n=96) 

Boys  
 

(n=47) 

Girls 
 

(n=49) 

Teachers  
 

(n=16) 

Male 
Teachers 

(n=6) 

Female 
Teachers 

(n=10) 

All of the time 7.3 8.5 6.1 6.3 16.7 0.0 

Most of the time 48.9 46.8 51.0 62.5 66.7 60.0 

Some of the time 36.4 38.2 34.7 25.0 16.7 30.0 

Never  7.3 6.3 8.2 6.3 0.0 10.0 
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teachers. During the interviews with the respondents, all the teachers agreed that teachers 

are not consistent when it comes to applying the policy and that the main reason for that is 

that our responses are supposedly based on our moods and temperament that we as 

humans find ourselves in and also the situation at hand. When staff were asked whether 

teachers administer the policy consistently, they responded by saying that:  

“No, I think we would like to be but reality our personalities comes into play.”  

(Male, Management, Business Teacher, Senior phase) 

  

“That’s the ideal. We don’t live in the ideal world…its human nature that comes into 

play….its something that we all need to pay attention to.”  

(Male, Management, History Teacher, Senior phase) 

 

“No, definitely not…”  

(Female, Management, English Teacher, Junior and Senior phase) 

 

“Unfortunately not, we all humans…. Certain teachers are more consistent”  

(Male, Deputy Headmaster, Science Teacher, Senior phase)  

From this we can deduce that most teachers are aware that they are inconsistent in the way 

that they administer punishment and see it as a consequence of the human condition. If 

interpretation and understanding of the policy also differs from person to person, then one 

cannot expect the policy to be implemented uniformly. However, apart from individual 

personality differences, this research has also shown that these variations on how teachers 

think, act and react has a great deal too to do with gender biases.  

5.7 Conclusion  

 

The aim of this chapter was to analyse the data that was collected during the fieldwork and 

to analyse it in such a way that unearths the biases, more specifically the gender biases, that 

exists in students and teachers. The chapter also aimed to shed light on student’s 
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perceptions of teacher’s practices as well as to make teachers aware of their own practices 

in the school environment.  

In the section on Understandings of discipline policy at Edinburgh High, the data showed 

that there is a clear difference in the way male and female students and male and female 

teachers interpret and understand the discipline policy. These multiple interpretations are 

what cause the policy not to realize its full potential. In the section on Perceptions of 

discipline by students and teachers, there was also a difference in what each demographic 

(i.e. male and female students and male and female teachers) perceived to be an effective 

deterrent to bad behaviour and an incentive for good behaviour. All the agents that the 

policy intends to affect needs to have consensus on the reward and punishment aspects if 

the policy is to be effective.  

In the section on Gender and the school environment, the data showed whether it is in the 

classroom or during extra mural activities, teachers react toward students in gendered 

ways. The data revealed that teachers are not always aware of their own biases and that 

students are very much aware of the biases of teachers. From the manner in which teachers 

responded in the survey and in the interview, the consensus is that girls are generally better 

behaved than boys because girls mature faster than boys and also that schooling institutions 

are geared more towards girls than boys, hence the constant misdemeanours by the latter.  

The section on Discipline and teacher gender revealed that firstly, the gender of the teacher 

has an effect on how discipline is administered, secondly, the manner in which discipline is 

administered differs between boys and girls and lastly, teachers are not aware of their 

differential treatment of boys and girls when it comes to discipline. The data in this section 

also showed that female teachers perceive of male discipline strategies differently to what 

male teachers perceive themselves. This section revealed how tightly woven gender bias is 

in pedagogical practices and perceptions.  

The last section in this chapter entitled: Policy implementation, revealed that teachers are 

mostly aware of their inconsistency, with regards to the way they administer punishment 

and also in the application of the policy. The reason for this inconsistent behaviour lies with 

the concept of the human condition. All the teachers agree that the mood and 

temperament of a person and also the circumstance plays a crucial role in way a person acts 
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or reacts. In this case, it plays a role in the way teachers administer discipline to boys and 

girls. This psychological issue is not necessarily something that can be overcome and as it is 

a consequence of human nature.  

The data clearly shows that there is a difference, albeit subtle at times, in teacher’s 

reactions towards boys and girls as well as male and female teacher’s reactions to different 

situations. This raises important questions relating to pedagogy and the schooling system in 

general. As previously mentioned, studies in gender bias has dwindled in recent years 

because teachers and other role players in education has assumed that gender bias is a 

thing of the past and therefore does not warrant as much attention. However, this study 

suggests that the issue is still very much prevalent in education systems. Also, if this study 

that was conducted at a forward thinking and progressive school (when it comes to policies, 

visions and finance) then one can only imagine what the situation must be like at 

impoverished schools. The latter warrants investigation and further study if the situation is 

to be addressed.  
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CHAPTER 6 - CONCLUSION 

 

This study aimed to unearth whether or not gender bias still forms part of pedagogical 

practices in schools. Discipline was used to assess this bias. The reason for using discipline is 

that it is a situation in which people have to take action and the actions of people cannot 

easily be refuted. The study revealed that the perceptions held by male and female students 

and male and female teachers are still very stereotypical. The study also showed that 

teachers are not always aware of their bias (i.e. their bias is unconscious) but students are 

very much aware of the biases of teachers and to a certain extent, their own biases.  

 

The first part of this conclusion will address the initial research questions, which are: what 

are teacher’s perceptions of their own disciplinary practices in the classroom, does the sex 

of the teacher affect the disciplinary practice that is being utilized and how do students view 

the disciplinary actions of teachers. The second part of this conclusion will give some 

recommendations on how the issue of gender bias in schools can be addressed.  Firstly, the 

data proved that in this situation, although teachers assumed they were being gender 

neutral, their actions towards and perceptions of boys and girls proved otherwise. This 

contradiction was also evident in the answers teachers chose in the questionnaires as 

opposed to what they said in the interviews. Secondly, male and female teachers often 

differed on what they thought constituted disruptive behaviours and they also differed in 

what they thought the school envisioned for the discipline policy. The discipline record itself 

revealed a strong gender bias by showing that male teachers are more geared to react 

towards the serious offences (Level 2 and 3) whereas female teachers focus most of their 

attention on the Level 1 offences. The interviewees, including the headmaster, agreed that 

men and women have different discipline strategies but that the number of years of 

teaching experience also has an effect on how teachers enforce discipline. Lastly, students 

are aware of the fact that teachers react and treat boys and girls in stereotypical ways and 

although students would like a more neutral environment, they accept this differential 

treatment almost as a natural response.  
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According to Olivares and Rosenthal (1992), “an important amount of research in teacher-

student interaction reveals that teachers continue to have gender bias in their professional 

performance. Research demonstrates that gender equity values in teachers are an 

unfulfilled goal.” So if the goal of gender equity includes minimizing the gender bias 

perpetuated by schooling systems, after creating awareness on the issue what is the next 

step? 

 

Firstly, as this study revealed, students play an important role in revealing the behaviours of 

teachers, therefore, more studies that include perceptions of students should be conducted. 

Secondly, curricula should be carefully scrutinized so that evidence of gender inequality can 

be eradicated. The justification for this lies in the fact that, “…there is evidence that, despite 

the influences of the social environment and the mass media, a non sexist curricula can 

make a difference in children’s gender equity values” (Olivares & Rosenthal.  1992, 14). 

Lastly, extensive activities that address the issue of gender inequity and gender bias should 

be incorporated in teacher training programs and it should not be dealt with as a less 

serious matter. Koblinsky & Sugwara (1978) and Guttentag &Bray (1976) cited in Olivares & 

Rosenthal (1992, 14) have shown that “…appropriate activities and teachers trained a) in the 

use of non-sexist language, b) how to edit sexist books, c) in the modification of play areas, 

and d) in the use of non-sexist curricular materials can reduce preschool and kindergarten 

children’s ideas of toys/objects and adult activities that are commonly linked to one specific 

gender.” Because this study revealed that many teachers are not aware of their bias and at 

times think they are acting in a neutral way, when in fact they are not means that there is a 

discrepancy between thought and action.  Therefore, if more concrete protocols were put in 

place that addresses any situation in which a teacher could respond in a gender bias 

manner, this shift and repetition of these new protocols may well have an effect on how 

teachers think.  

 

Although there has been studies done on gender, sexuality and education in South Africa 

(See Morrell et al 2009), it is the internalization of policy that is required if the much needed 

large -scale transformation is to take place. This study has showed that even in affluent 

schools, gender bias is still very much a part of educational systems including pedagogical 

practices. However, it is important to note that the issue of gender bias and differential 
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treatment is part of a bigger problem. Schools operate in the public domain and can be seen 

to reflect the values of the society in which they operate. Therefore, transformation is 

required not only in schools but also in the wider community. Even though biologically men 

and women differ, this should not be a valid reason for differential treatment or assuming 

one gender superior to the other. As Sadker (1994) says “until educational sexism is 

eradicated, more than half our children will be short-changed and their gifts lost to society”.  
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APPENDICES: 

Appendix A:  Edinburgh High Disciplinary Procedures  

 

EXPECTATIONS ON STUDENTS: In general terms, Students should observe the following: 
Comply with Instructions and the general rules of the School; 
Behave responsibly and nol endanger tha safety and welfBfa of others 
Respect and care for the property of the School and olhers 
Maintain soood relations with others al School, be courteous and respec:llhe dignity and self-worth of others and their property 

Be pooctual and obsefve the timekeeping practices of the School 
Demonstrate a positive attitude loYiards the opportunity 10 learn, and be dffigenlln their efforts 10 Ieam 
Behave honesUy and conduct themselves with inlegrity 

Accepllegltlmate punishment and disciplinal}' action taken against them as being both consequential and corrective. 
The School has a number of specific rules, v.tllch define the kinds of behaviour expected of its students; sludents are advised of these rules and 
expected to conduct themselves within the rules provided. 
II is Impossible for INa pmcedure 10 lisl evel}' possible rule Infringemenl and this guideline and the altached Code therefore sel out the broad pnndplea 
of fair discipline altha School. The T eadlers and School Head are enlitled to apply action that ~ believe Is appropriale in the circumstances, within 
the guidelines provided by this procedure "-

LEVEL 1: One demerit I 3 demerits in one term will constitute an after school detention 
only 
Uniform Infringement (Not wearing the uniform oorrect!y -{ Includes PE unlfOOTl) 
Poor punctuality 
Being In the building during break 
eating In class 
Wearing headphones in building 
Ban games In the car patk....tlen cars are pan;ed there 
Chewing gum 
Playing games on computers 
Wearing make up 
Jewellery offence 
Not returning reply sUp on time 
Being et the Tuck-shop elthe wrong time 
Disruption of the ibrery 
UttBling 
DIstuptIve behavlotx 
ignoring a reasonable I;--truction from a member of staff 
Rud~"~ Includes the folowing word~~Otk,", M PIIss. arse ass bUQQIIf, 8("(V form of blasphemv 

Graffiti 
Internel abuse es In Iookhg for Inappropriate sites 
Teling a lie 
Missing a sports practise I maldl without permission 
Taking books out of Ihe library 'MthouI slgrVng them out 
''''''~ Excluding the calegoty 1 words 

LEVEL 3: Automatic disci /ina liearin ; 
Bringing a dangerous weapon lo..schooI (withoul prior consent from the school) 
V~~~N~~ . 
Substance abuse (includes smoking) on property or arrMng at school under the Influence of an unlawful substance 
Threatening a member of staff 
Tholl 
Cheating In a IBlI I exam 
Repealed plagiarism 
Truancy I Bunking dess 
Promiscuous behaviour 
An offence deemed aimlnal under the law 

Except ions from the above 
Bullying: as per Bullying policy 

Academic misdemeanours: 10 be managed separately 

Each of these can be cancelled out with a 
character merit. (Green slip In 1<52) 



1
0

8
 

 

 

Procedure for Academic defaults 

III equipped for class (eg. no textbook, exercise book or relevant equipment): One demerit. 

Plagiarism: scores zero the first time. Then becomes a Level 3 offence 

Homework not done or incomplete 

.. 

Student is instructed to complete the homelNOrk as well as an additional, subject related task· by the start of the next school day. The teacher needs to.note 
the homework default on the relevant spreadsheet on the server. Students must be informed that Head of Key Stage will invite parents in for consultation if 

, t .• ~ 

there are more than 3 homework defaults in one calendar month. 

Purposes of this consequenca: 

• Ensure that the homework task is completed (to the teacher's satisfaction) 
• Have some form of deterrent to prevent defaulting happening regularly 

The completed INOrk, additional INOrk and any task material handed to the student must be given to the teacher concerned or placed in their tray in the 
WOIttroom. Failure to do so WIll result in a demerit and the homework (and additional work) wi. sliD need to be completed . 

• It would be a good idfIB for a subject related task to be prepared by each subject teacher for each yet.- group. The task does not need to be relevant to the 
topic under discuss/on. A few different tasks can be prepared if the tflBcher so desires. Task pages can be laminated. The task should occupy the average 
student for about 25 minutes. Examples of tasks: 

• An abstract piece of writing of 250 words. Eg. Pressure changes inside 8 ping pong ball during 8 table tennis match. 
• A comprehension eKerc/ss related to yell subject. 
• A set of revision questiOnS from the prevfous year's I term 's werle. 
• Page(s) from a text book or a glossary of terms to copyout. 
• A skill that Is relevant to your subject. Eg. A graph that requires interpretation. 
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Appendix B: Student Survey 

STUDENT SURVEY 2009 

Please read all questions carefully before answering                            

_________________________________________________________________________ 

1) Which year are you in? 

 

                         7                 8                  9                 10             11              12 

2) Select your gender. 

 

 

           1  Male                       2    Female  

Section A: DISCIPLINE AND THE SCHOOL ENVIRONMENT 

Please read the statements carefully and circle your most suitable response:  

1) I understand how the discipline policy of the school works. 

                    1. Yes , completely               2.Yes, some of it          3.Not really, only some aspects         4.  Not at all 

 

2) The discipline policy of my school is a fair one.  

                 1.Strongly agree                     2.Agree                             3.Disagree                          4.Strongly disagree 

 

3) The students were actively involved in developing the school rules. 
       1.Yes I got involved                                  2.No, I was not interested 

 

4) Discipline at the school is… 
1.Excellent            2. Good                 3.Satisfactory, with some problems           4. Poor      

 

5) Students have a responsibility to maintain discipline at the school? 
1.Strongly agree                2.Agree                 3.Disagree                   4.Strongly disagree 

 

6) The teachers apply the discipline policy fairly. 
1.All of the time          2.Most of the time            3.Some of the time               4.Never 

 

7) The teachers are consistent in the way discipline is administered. 
1.All of the time          2.Most of the time             3.Some of the time             4.Never  

 

8) Female teachers give more defaults than male teachers. 
1. Strongly agree               2. Agree                  3.Disagree                     4.Strongly disagree 

 

9) Outside the classroom, teachers discipline boys and girls differently. 
1. All of the time             2. Most of the time           3. Some of the time           4. Never  

 

10) Boys get more defaults than girls. 
       1. All of the time                         2. Most of the time              3.Some of the time             4.Never  

 

11) Girls are better behaved than boys. 
1. All of the time                  2. Most of the time            3. Some of the time           4.Never     

 

12) There should be different punishments for boys and girls 
1. Yes, definitely                   2. Maybe, it depends on the situation      3. No, definitely not 

 

13) I prefer being taught by a male teacher. 
1. Agree                               2. Sometimes              3.Disagree                4. Doesn’t matter 
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Section B: DISCIPLINE IN THE CLASSROOM 

Read the following statements carefully and circle the most appropriate response: 

1) Teachers are more lenient on girls when they do not complete their homework. 
1.Strongly agree                       2.Agree                  3.Disagree                 4.Strongly disagree 

 

 

2) Boys get shouted at more than girls. 
1. Strongly agree                       2.Agree                 3. Disagree                    4. Strongly disagree 

 

 

3) In classes, all students are treated the same. 
1.All of the time              2.Most of the time         3.Some of the time            4.Never 

 

 

4) Boys misbehave more frequently than girls during lessons. 
1.All of the time                            2.Most of the time                         3.Some of the time      4.Never 

 

 

5) Male teachers are stricter than female teachers. 
1.Strongly agree                         2.Agree                             3.Disagree           4.Strongly disagree 

 

 

6) Teachers focus more on the loud boys than the quiet girls. 
1.Strongly agree                        2.Agree                             3.Disagree           4.Strongly disagree 

 

 

7) Girls get more questions answered in class than boys. 
1. All of the time                   2.Most of the time         3.Some of the time    4.Never 
  

 

8) Teachers focus more on well-behaved students, irrespective of academic ability. 
1. Strongly agree                    2.Agree                            3.Disagree                     4. Strongly disagree 

 

 

9) Male teachers favour boys. 
1. Strongly agree                   2. Agree                            3.Disagree                     4.Strongly disagree 

 

 

10) Female teachers favour girls.  
1. Strongly agree                  2. Agree                              3.Disagree                    4.Strongly disagree 

 

 

11) Being shouted at affects your learning. 
1.Yes, it does                              2.Sometimes                                         3.No, it doesn’t bother me 
 

 

12) Do you consider yourself a well- behaved student?  
1. All of the time                   2.Most of the time            3.  Some of the time           4. Never 

 

 

Section C: DISCIPLINE AND SPORT 

Read the following statements carefully and circle the most appropriate response. 

 

1) Teachers respond the same to boys and girls when they miss a practice.  
1.All of the time                      2.Most of the time                   3.Some of the time            4. Never 
   

 

2) Teachers ‘break the rules’ for girls during sport sessions. 
1. Strongly agree                     2. Agree                                      3. Disagree           4.Strongly disagree 
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3) Are you clear on what the repercussions are if you miss a practice? 
1.Yes                                                                2.No                                             3.Not sure 
 

 

4) Boys’ sports are taken more seriously than girls sports. 
1. Yes, always                              2.Sometimes, depends on the sport                3. Never 
 

 

5) Not being dressed in PE should not cause students to ‘sit out’ or not participate in sport sessions.  
1. Strongly agree                  2.Agree                                     3. Disagree           4.Strongly disagree 

 

 

 

Section D:  

Look at the following tables and list what in your view are: 

a) The 3 MOST disruptive behaviours (rank them from 1-3): 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 Behaviour  

1 Talking out of turn  

2 Talking back/ inappropriate language  

3 Out of seat  

4 Eating  

5 Hindering other children  

6 Making unnecessary noise  

7 Disobedience  

8 Physical aggression  

9 Lack of punctuality   

10 Idleness/slowness  

11 Untidiness  

 12     Other  
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b) The 3 LEAST disruptive behaviours (rank them from 1-3):  

 

 

 

 

 

 

 

 

 

 

 

 

c) The 3 most important DETERRENTS to bad behaviour (rank them from 1-3): 

 DETERRENTS  

1 Given a detention after school   

2 Sent to the principal for misbehaving  

3 Given a good talking to in private  

4 Get an unfavourable report sent home  

5 Sent from the room for misbehaviour  

6 Threatened with punishment  

7 Not permitted to participate in games or other   favoured lessons.   

8 Other teachers told to watch disruptive student closely.   

9 Urged to make an effort  

 

 

 

 

 

 

 

 Behaviour  

1 Talking out of turn  

2 Talking back/ inappropriate language  

3 Out of seat  

4 Eating  

5 Hindering other children  

6 Making unnecessary noise  

7 Disobedience  

8 Physical aggression  

9 Lack of punctuality  

10 Idleness/slowness  

11 Untidiness  

12 Other   
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d) The 3 most important INCENTIVES to prevent bad behaviour(rank them from 1-3):                     

  

 

 

 

 

 

 

e) Are there any comments you would like to make about discipline in the school? 

_______________________________________________________________________________

_______________________________________________________________________________

_______________________________________________________________________________

_______________________________________________________________________________ 

 

Thank you for taking the time to complete this survey  

 

 

 

 

 

 

 

 

 

 

 INCENTIVES  

1 Receiving a good mark for written work.  

2 Get a favourable report sent home  

3 Get a favourable letter sent home  

4 Given free time  

5 Allowed to go with your class on an outing as a reward  

6 Given a prize  

7 Given a position of authority by your teacher  

8 Praise from your teacher  

9 Score a house point  
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  Appendix C: Teacher Survey                            TEACHER SURVEY 2009 

 

                              Please read all the questions carefully before answering.                                   

_____________________________________________________________________ 

 

1) How long have you been teaching? 
 

                                                                                   1-5           6-15            16-35        35+  

 

2) Select your age group.            
 

                                                                      20-29         30-39        40-49         50+ 

                 

3) Select your gender.                                  
                                                                                             

                                                                                           1. Male                    2. Female  

Section A: DISCIPLINE AND THE SCHOOL ENVIRONMENT 

Please read the statements carefully and circle the most suitable response:  

1) I understand how the discipline policy of the school works. 
  1. Yes, I understand               2. Yes, most of it                3. Not really, only some aspects               4. Not at all 

 

2) The discipline policy at the school is a fair one. 
                    1. Yes, I agree          2. Most of   it           3.  Very few aspects               4. Not at all 

 

3) Both students and teachers were given a chance and were actively involved in drafting the policy. 
                         1. Yes, completely                                2. Yes, in some aspects                             3. Not at all  

 

4) Discipline at the school is… 
                 1. Excellent                             2. Good                  3. Satisfactory, with some problems                   4. Poor   

 

5) Maintaining discipline at the school is the responsibility of… 
1. School management                     2. Students               3. Teachers               4. School management, students and teachers                5. 

Everyone 

 

6) The teachers apply the discipline policy fairly.  
1. All of the time                            2. Most of the time                                     3. Some of the time             4. Never  

 

7) All teachers are consistent in the way they  administers punishment.  
1. All of the time                              2. Most of the time                          3. Some of the time               4. Never     
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8) Female teachers give more defaults than male teachers.  
       1. Strongly agree                                   2. Agree                              Disagree                             4. Strongly disagree 

 

9) Outside the class, teachers discipline boys and girls differently.  
1. Strongly agree                           2. Agree                              Disagree                                  4. Strongly disagree 

 

10) Boys get more defaults than girls. 
1. All of the time                             2. Most of the time                         3. Some of the time                        4. Never 

 

11) Girls are better behaved than boys.  
1. All of the time                                2. Most of the time                            3. Some of the time                4. Never 

 

12) There should be different punishment for boys and girls.  
         1. Yes, definitely                                2. Maybe, it depends on the situation                               3. No, definitely not  

 

        13) Male teachers are more lenient with girls.  
        1. Yes, definitely                          2. It depends on the individual’s personality                 3. Sometimes             4. Never 

 

       14) The school environment is a gender neutral space and gender inequality is a thing of the past.  
        1. Yes, definitely                         2. Some traces are still evident                3. Inequality is very much part of the system 

 

       15) Being a good disciplinarian is synonymous with being a good teacher. 
         1. Strongly agree                               2. Agree                             3. Disagree                            4. Strongly disagree 

 

       16)  Girls are easier to discipline than boys. 
          1. Strongly agree                                      2. Agree                   3. Disagree               4. Strongly disagree       

 

 

17) Male teachers find it hard to discipline girls.  
       1. All of the time                         2. Most of the time                           3. Some of the time       4. Never  

 

 

18) Male and female teachers discipline students differently.  
     1. All of the time                                    2. Most of the time                               3. Some of the time                 4. Never  

 

 

      19) The gender of the teacher affects how discipline is administered.  
          1. Yes, definitely                                             2. Sometimes                                     3. Never  

 

 

     20) The gender of the principal determines how discipline is managed at the school.  
         1. Yes                                     2. Sometimes                                3. Doesn’t matter                                   4. Never   

 

 

 

Section B: DISCIPLINE IN THE CLASSROOM 

Read the following statements carefully and circle the most appropriate response: 

1) Teachers are more lenient on girls when they do not complete their homework. 

1. Strongly agree                                  2. Agree                                       3. Disagree              4. Strongly disagree 

 

        2) Boys get shouted at more than girls. 

         1. Strongly agree                                 2. Agree                                         3. Disagree              4. Strongly disagree 

 

3) In classes, all students are treated the same.  

1. All of the time                                 2. Most of the time                          3. Some of the time         4. Never 
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4) Boys misbehave more frequently than girls during lessons. 
1. All of the time                                2. Most of the time                          3. Some of the time      4. Never  

 

       5) Male teachers are stricter than female teachers.  

        1. Strongly agree                               2. Agree                                              3. Disagree                 4. Strongly disagree  

 

6) Teachers tend to focus more on the loud boys than the quiet girls. 
          1. Strongly agree                           2. Agree                                               3. Disagree   4. Strongly disagree  

 

       7) Boys get more questions answered in class than girls.  

           1. All of the time                         2. Most of the time                               3. Some of the time                   4. Never          

 

8) Teachers favour well behaved students, irrespective of academic ability. 
1. Strongly agree                  2. Agree                                                3. Strongly disagree     4. Disagree  

 

9) Male teachers favour boys.  
1. Strongly agree                 2. Agree                         3. Strongly disagree           4. Disagree  

 

10) Female teachers favour girls.  
1. Strongly agree                      2. Agree                         3. Disagree                4. Strongly disagree  

 

 

Section C: DISCIPLINE AND SPORT 

 

Read the following questions carefully and circle the most suitable response:  

1) Do you respond the same to boys and girls when they miss a practice?  
1. All of the time                 2. Most of the time                       3. Some of the time                  4. Never 

 

2) Have you ever bent the rules or been more lenient towards female students during practice? 
  1. Yes, for boys and girls            2 Yes, only for girls            3. Yes, only for boys         4. No, neither for boys or girls  

 

3) Are you consistent with disciplining boys and girls with regards to missing sport practices? 
1. All of the time                 2. Most of the time                3. Some of the time                   4. Never 

 

4) Do you think sports that are predominantly for boys are taken more seriously than girl’s sports?  
1. All of the time                2. Most of the time                     3. Some of the time               4. Never  

 

5) Do you let students who do not wear the proper attire ‘sit out’ during sessions? 
1. All of the time                   2. Most of the time                     3. Some of the time               4. Never  
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Section D: Look at the following tables and list what in your view are: 

 

a) The 3 MOST disruptive behaviours (list them from 1-3):  

 

 Behaviour  
1 Talking out of turn  
2 Talking back/inappropriate language  
3 Out of seat  
4 Eating  
5 Hindering other children  
6 Making unnecessary noise  
7 Disobedience  
8 Physical aggression  
9 Lack of punctuality  
10 Idleness/ slowness  
11 Untidiness  
12 Other…  

 

b) The 3 LEAST disruptive behaviours (list them from 1-3)  

               

          Behaviour  

1 Talking out of turn  

2 Talking back/inappropriate language  

3 Out of seat  

4 Eating  

5 Hindering other children  

6 Making unnecessary noise  

7 Disobedience  

8 Physical aggression  

9 Lack of punctuality  

10 Idleness/ slowness  

11 Untidiness  
12 Other…  
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c) The 3 most important DETERRENTS to bad behaviour (rank them from 1-3) 

 Deterrents  
1 Given a detention after school  
2 Sent to the principal for misbehaving  
3 Given a good talking to in private  
4 Get an unfavourable report sent home  
5 Sent from the room for misbehaviour  
6 Threatened with punishment  
7 Not permitted to participate in games or other favoured lessons  
8 Other teachers told to watch disruptive student closely  
9 Urged to make an effort  

 
d) The 3 most important INCENTIVES to prevent bad behaviour (rank them from 1-3)  

 

 Incentives  
1 Receiving  a good mark for written work  
2 Get a favourable report sent home  
3 Get a favourable letter sent home  
4 Given free time  
5 Allowed to go with your class on an outing as a reward  
6 Given a prize  
7 Given a position of authority by your teacher  
8 Praise from your teacher  
9 Score a house point   

 
e) From your experience, rank the following disciplinary measures from easiest to most difficult (1-6) to 

administer.  
 

 Disciplinary action  

1 Yell at the student  

2 Do not acknowledge the behaviour and continue  

3 Physically restrain the student  

4 Talk with the student (1 on 1)  

5 Separate the student from others  

6 Other: please explain :  

 

f) Do you have any other comments to make with regards to discipline at the school? 

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________ 

Thank you for completing this survey.  
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Appendix D: Student Survey Data 

 

Scl;tl()n A, Question 1-13 (AI ~tuclc ntsl 

1) I und"'>i""d hew l h~ ,bdpline pui i<l' uill .. ",,1 'u~1 ""'h. 

~csoltlc r . ~" No. cfr •• ()""c • 
Ye!., (omplet~J.; " les 5Om~ of. " Not rca , 
Not ~t ;oll ; 
TOt.1 " 

21 The di.c ,pline policy ~f mv .c.;ool;, . ~I' one , 

3i The student< were .ctl,'eY 1nvt>I>'ed In d..-.eloping the .mool ",Ie>. 

P()<';bi a r"pcn" •• No.of r .. 00 •• 

Vel. I ()l inl'()'ved , 
No, I .... 'n't " 10181a'led 

Total n 

Pouible , •• me. "'u,ol ~ .~. 

b ooll"'l , 
,"" " Sa:M"to;ory .. . " '00' • , .. " 

s .• 
~. 1 

." 

< 
9.0 

" .• 
~ 

51.0 ., 
100 
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~ible ,es 0"'.' 
~" nf I~~ lirnf 

MOil 01 tho lime 
'"""'" ofthU rna ,,-, 
Tot.1 

Po"i~'. Ie c rxo 
,>.11 ~t tIlE' II"", 

Mo,t of the tim. 
~OmQ of thQ limo -, 
TOUt 

~O~<ih:~ r~ '.~ 
$t T"Cll1 .~ , .~ 
" ,~ 

" . lJj,. 
" Teto' 

i'Io. of ,e, on ... , 
" ~ , 
~ 

No. of re> on"" , 
" " , 
" 

N, ()/r . .,~ 

" " " • 
" 

JG.J 

'" .00 

• 
!.19 

48.9 
lbA ,." 
m 

, 
19.3~ 
;, .1 
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91 Outside theclmroO,l1, tea~hers ciscipline boy. and i lrls ditre;e,,\If. 

PClS.i~lt No.ot • 
,e$pon .... 'qonsu 
.<Ill oftlle time " ZO.O 
Mo,t of t/1e tim~ " 21.0 
Some of the lime " H.35 
Nf>o,., H 11.~ 

T0 1~1 " "" 
101 S)'(.I get more d eh ult; Ihan girls. 

l'osSible responses NO. Of • '.'pon_ 
All u( u,~ lir,,~ '" 31.25 
MosI of tho Hrr .. " 40_~ ' 
5<:",e of the l ime ~ 18.75 ,- , '.0 
r<>tlll " ''''' 

11) Girl, are bettet ~eha"ed th~n boy; 

Possible ~>p~nS0e5 '.cl • 
'" 00 .. 

Yc:;, definitely , 5.1S 

" be. U de end ••• " 36,OB 
Nc, definite "" " 51 .76 

TOtal " ". -- -

U) I prd{r i)cin& taught 1»' a mal: tc"cltcr. 

Po;sibb rc'ponO<:": No. of • 
respon:oes 

' H " '" Sometimes " '" Di,a , ... • .., 
~r'l "",\le r " 51.5 
To:al " "" 
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2) n., d "dpl. ;~ ~~!ic'l d "1'/ >clO:<l1 i •• fili' <>1"'_ 

~) DilCi~ine at 1ho IChool i.,., 

Po,sible '<'PC""'" No . of % -Siron " 
, IH 

"- " :l7.1 

~ 
, 

" St"," DI' 'e-:: , 
" ,,~ .. cOO 



123 
  

5) The teachm apply tile disciplire !)Oliey fairly. 

Possible re~pon5e~ 
All of the Ime 
MOS: olthe time 
Som!ofttetimt 

.. "" 
Total 

No. of re;ponse~ 
5 

" " 3 .. 
7) The teach!rs art consstenl in Ihe way di!icipline is administered. 

Pos!iible responses 

8) Fc".~lc tc)cl1crs Si." more dehuhs Inan mol" torn;h~r' , 

10) ~oy; get mOfe defoul~ Ihngirl<. 

• w .• 
47,9 
35.' 
6.3 
'00 
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11) Girls . re better behaved tha n toys, 

PO<li hi .. ""'I''''''''''' Nn. of • 
'",pO"'"' 

All oftlle time • _ 3.0 _ 
!.AmI of th~ ~_ " 41.7 

Saffie ofthe time " "., . ,," 5 10.4 
Tot al .. :00 

Po,sible l'eS3onses No. of • 
' '''p''''.e. 

Vel, dcl1n1ttly , "' M. be, itdepen:ts .. " 29.2 
1(0, defInite : ,. " 6U 
IOlal " " 0 

Pos,ib le rt sPO n5tS NO. of , 
,. ooSts 

" • J8 .6 

Some:imel " :;5 .4 

Ilis, ," • " lloesrJ' t mmtr " .J .~ 

Totol " "" 
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Sectio n Ilo: QlIKtiDn l _B (Fe male Stll /lellU) 

11 I unoemaM ~)W llle Oisctlii ne policY of (he Icho)l works. 

pOSSI~e response. NO. of , 
r~spo,'IO;<; 

v ... ,om ... ~ " '" Yes. '0"'. ~f ~ " 61.2 
NQI ,oo'ly ... , ,. 
N~ I . (,,11 , <> 
TOtall " ... 
PD_ ... bI~ ''''pon .... ' 1'10.01 • 

"'<pM'" 
"0 , - , " , 

= " 61.7 

Pi:!1 ree " '" $~u,,~1 ' D ... ~re.. , ", 
~o{al " .00 

1'o$;lble re:ponu. No. of , 
'" .. 0 

YI'.', I OC irwolll2d , U 

N~, I ''''''n'l ~ "" lnter .. t . '; 

Totol " '00 

4) DI:sclpllne Ilth.lehool il. . 

PO'<';~I<!' ",\~ "';~I Nn. rtf • 
'fSPO"·' 

E""o llenl , 10.2 

"" " 28.S 
Salisla:tory ... - " ~ I.C) .. ~ , 10.2 
lOUI " '" 
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Po;sible r .. ~on ... ' ~Q. of , 
-""", .. 

51ro,1 ,~ " :14,5 

J'Cr<e " E5.3 

Ci~~'ee 
, 

" -51";;~~; D:S.,ree , '.0 . 

T"I'" " lCO 

Po<,ibl~ rM~""9" ~()_ rJ , 
rP.'rM'''' 

All <rI I"" t in. ; " Molt ~i the time ,,' 675 

SO:YIQ of tt-.. ti me " '" ,-, , 
" TOlol " '00 

, ", 

8) temai@ te~c~~ ilVE m;)!e c efi ults than mile IEachers . 

r~'$:ble r~"$" N~_ of • 
,e 'pcr\$el 

All o/the I ... • 1G,7 

Mo. : 0/ Ihe time , lH 
Som.of:hetme ~ 5U 

"'"' 
, 1:1 ,5 

TOI" ~ '" 
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10) Boys gel more def~ull~ than i lrl •. 

111 GirlS are better beh~ved Ih~n bors, 

P.xSi bl$ 'OI$p~n ... No. of % 

respalse, 
A'iofthetime , 16.3 

Most oft.i " ~m" " '" some of the lime " 3e.7 
~, , 

" Tota l " toO 

t]1 Th>rP .<hnuld i>f> c ifferent Ptln ishments for boys ilnd iirl! . 

responses % 

~=+'=1=,,'l==, 

131 II"""fer beirl$taught toy a ma'" teacher. 

I"" , "" " % 

~, ~ 0; , 
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Se!:tlon A: Question 1-13 (Ju nior phIIse 5wdent.) 

21 Th. d""ipl .... polk.,. of my \mool l\ a I~ir """_ 

4i [) ; '<LIp !on~ a' II>r <d'Iool 11_ . 

P05Slb'e m~on\e\ flo, of , 
felJlOnSe5 

l~c~AE nt , ,.> 
~oo U 2/ .6 

S.t;..!""t ... Th ~.l 

' 00' , 
" Toul " "'" 
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S,m, I co. 

~
.. , 

"" " " ; , 
" 

6) The te"hcr> ~pply the dir<ip':"" poll:y 1";,1,, , 

S) fenl~l. \ e/lCtle r$ gi.e mOre defiult. tho . ",ole \co,hc,,_ 

9) Qul>ide the o"',..-oorn, te/l,hers d iscipline boys ond gi," dilhr~ntly. 

po",lbI~ r""p"",~. No.of 
r"'p~n<~-' 

A. of It ... tim~ • 
Mel" of 1M tlrre " Seme 01 the I. me " ~ 

N~'~I , 
i otal " 

o 

"" 

• 
170 

'" '" IO,t 

'" 
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!>o>,;ble re5)"""e, No. ~f • 
,~ ... 

¥~;, defri!. , 0.0 

M'l'be, it " ~r.d'., 36.2 
No, cillfiob ." " I 5l.11 

TOoI~' " I '" 
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P~ ... i bIUUpOtlso:s ~., • 
• ".po,....,. , ...... , ,.U 

I'I"C.I \IIiISfl1 ., 91.(';1 
InterfSltc , .. " 

,., 

. 
P~ .. ibl. , .. ,,<mlu NO. of • 

" • = 
EJccel le<l\ , .. 
~~-

ro ... , 

" .... .... • ., 
T:>:.I " '" 
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'osslblr rt.,.,noeo No. of • 
" . , 

;IrO~ .~ • "~CO ... " 7~.O 

I ~.~~; 
, n, 

'1r0 DI. ., , 
" rOll1 ~ .00 

Pol ... '! re.~",. No. of • . ~ 
All 01,,"* ~"'. , •• 
MOl1of1he~ne " ~, 

_oru.<llIrne D .. , 
"- , m, , .. " '" 
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10) [10,," set ",ore dcfau I. thon ~i~:. 

~oss ·ble '''''~''''''I No.C."--'---;;"---' 
.u 

.... ,,'tho! tome 
MQ<, 01"'1"" 
Some of :1:.11 .... 

H) C:", .... t>c:tto. bd.,;od t~"" tCl'f:. 

• 

M 

" " 
l.U 
:>11.1 
~ .• 
l~. Z 

'" 
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Section /I: Qu~.tio" 1·12 ~AI I Stud""b) 

I i Ttodd,.". "re m:n leri.m on In. .. t.en t~ jc nOC complete their home .. .".k. 

Pu,>i~ ~~ '~;i>OI"~' 

.,. , ,~ .. , 
~. N ." " 00 

'"~ 

~"" lb1e .... , ~""K ... 

Slfon 1 ~ 

.>.w~~ 

Diu fH 
St,ona1y Dinar .. 
]oUI 

Po"lble ... ""on, •• 

.... ~Ith.~_ 
lAo" " r ol-o! lirn~ 
Some cf the 1'_ 

"-Tot.1 

Pe'''ble , .. oon •• , 

Nl ofll1etln . 
Mmolt1 ... ~ ... . 
SOma ottl"oo tim. 
,~. 

Te .... 

ro,!lbI. ""pcn ••• 

Str~sl'I.o.ar •• _ 
,~ 

" ,"m 1'/ D;"'8'-
T<>I,1 

No. of 
rew<lnt~' 

H 
~ 

" " " 

110 . r>f 

'" on,.1 

" " H 

• 
" 

1010, 01 

''''por'''' 
" .. 
" " " 

No, '" 

'" on, .. 

" .. 
~ , 
~ 

No. of 
fe;';";-n,., 

• 
" M 

" ~ 

~ 

• 
14.() 

:;'IU _ 
~, 

B' 
'00 

, 
30,S 
3U 
U .l 

••• 
'00 

• 
U .• 
~7.4 

, 
l.lo.6 
0 ,3 

ll.3 

" ,~ 

, 
.., 
u .~ 

70,t 
l Z,5 
m 
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fI<x;.ib ~e r~",,,e, "Io_ of , 
fC~nle$ 

~ , ~- U ll~ 

" " '" 0; •• I"" " J~_~ 

.<.r ra ilIS"a ' .... , ... 
Tout " '00 

9) Mate teochcrs f; \IOUr bov" 
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11) &eim shouted at aifem 'leu' learojn~. 

P,)<;Slblt Il'SPORSes No.of • . , ... 
Ail of the time " 15.5 
MO'I 01 I~ l ime " 62.9 

""me 01 tt.. t iIT.e " 19.6 

Ne,' .. r , , , 
T~I,I " >"' 
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Se(tlon 8: QU"'<tlOft 1_11 (Mal~ ",u,,",n15) 

Po"ible '.'Fen<e< No. 01 ,. . .. 
Stra> DI .. ee 
Tatol 

2) 601"~: 1II0 utedlll rYor. t~n ~irts, 

3) In cio<;CI, ~II $t~d<:.m ,m Ireate<! the •• me. 

n 
n 

" 

• 
~S.3 

12.9 
21.1 

" '" 

' I'<»ilble ""PO""', N';o'.'_' ---' --'%'---
If on.es 

All 01 \~Hrn~ 5 
Mo,\ol\he ti"r,e 20 
So'"t'<>llhetime 1'; 
,.""", 1 

Tot.1 4! 

I " ... , 

10.' 
41.7 
~~.3 

14.6 

'00 

-
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6) TeilCllers fCKU. more on I~t lo~d boys than Ihe qulel81~5 

P""lbl~ ""po n,e. No, af • 
resp",.e. 

S1ron~11 }.wee " 
,,. 

" " .,. 
0". rw , M' 
Siron 1 DI.alUee , U 
TQo1;ol " "" 

7) (iris gtt more qJeSlIOn, an,v.<Ycd In cia .. tha1 boy •. 

Po,.lbl! Il'sporses NO. 01 • 
Siren ~ee 

'~'I"'n."" , 14 .~ 

'"'' " "' .• 
Diu reo " », 
;tron '" Ol,~ '" " 

.., 
Tol,1 " "" 

9) Male tNcters favour tIOy$. 

" 
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Po<,ble respon,e, No. of 

12) DQ you <OI1(;~ yo,r;elf ~ wel- ,~h,"ed " uclent? 

P\)$,llole't'"lf'On..,. Hc. of 
r •• poonsQ. 

I\, ~ of the time • 
M~~r ~fthll tme " Son"C Qf the ~rne u 
N.v~r , 
T~t.1 ... 

16.7 
53.3 
22.9 

" '" 
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!i&tlon 8: Q,J1!.,ion 1 ·11 (Fl!ma lH ~Iudl!n[~) 

1) Te.ctwrs .,~ mo,. l ... i .... 1 on 3i,lo """Oft Ih .... do ~01 :onpl~18 l!wi , homaw",k, 

Pos<lbkt r&,~on'H No. " f 
,u pon_ 

I ;"0: 'y~W" 
, , 

1); .. roC " St"," " '" " Tetal .. 
2} SO'I! eet sho~ted at mo,ethan (1, li. 

~c'»4blert\POnIES I NO. 01 
I response; 

Siron ~ Of! 8 

SlrO ! Oi. ... 

ToUI 

Po ... ,bI. 
'c~poJ>$c, 

All of the t ime 

,",os, of t" . time 
Some ~f the [me 
---,." 
ToYI 

~ )."f 

" " , 
" 

re'~orne~ , 
" " , 
" 

• 
,., ,,. 
52.1 
2,.0 

"" 

n.lI 

44.1 
~'<;$ 

". 
'00 

, 
14.3 

53.1 
26.5 

0.' 
'00 

-
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11) Being shouted at affetts your lea mine, 

Po<<<bl .. '''<pon",,, No. of • ,esoonses 
Y"., II do .. , " 49.0 

Some:imes " 42.9 
NO,itdoesn't , " Oth .. , , ' .0 
rotal " "" 

12) Do you consicler '/ourself a w~l- beha,'ed sl'Jdenl? 

, . • 



143 
 

 

section D; Qu~'tlon l-ll (Judor plla,.. .tudents) 

11 rtacnefS ar~ mxe I~nl~nt on ~n, when rhO!'! do nol ""npl~l~ lll~i, 1 1~(n~"~' 1 k, 

Po",iblc "'PO~'C' No.d < 

~~ "' "' 
" 'CO ,.,,, 
" m 

"'" " U 27.1 

5~~1 0; '" 
, 10.' 

Tel.1 " '00 

2! !)o\'. set I~oul~d al morethon tid •. 

ro .. ible ~' i><>n:oe. 

POSlibl e reSl)Jn!e5 NO, of • 
resPOf1S~S 

Alief the time ; U.S 

Mon 01 t~" t m~ n 16,1 

Som .. ofth~ Ii.,. '" 4 ' ,b 

N.w, , 
" l Ol , 1 " ". 

P""ibl~ (e'P~"''''' ~., • repor., .. .. ~ ""' .. , 4, ~ 

"' .. , 10.5 
Ui, '" ~ 12.3 
9, l~ ... ,~ • lH 

101" " '00 
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~) rucher, foc". ,,",cre on tho loud boys tha ~ tho ~uiet g r1s. 

• 

7) Girl. Ii~t rnur", question •• n ..... ed in 01"" thon ~cvs. 

Po<!ibll! r"'po".;~< N~ .nr • 
~,. .. 

All of the time , •. , 
MOst of Ihe time " 25 ,5 
Some olt~ t"'~ " I ~. 

Ne.er U 23.1 
Totol " 

,,. 

Posoible ~o. of , 
,."pur .... r ~>i>J·"~. 

'" tv A r~' • 11.4 

""', " ~ .• 
~ee " _ . 3~.1 

Siror I [Ii .. " • " 10t. 1 ~ '00 

;0' Fern.'" it!"ne" f.,cur ~r l ,. 

Po"ibkl r<o<pon.~< No. 01 • , 
, ,t<pOn' ... 

S!1ll1l ~e. " 21.1 
,t~ ~ 31.9 

01,"8'" ~ w .• 
: S!ron&tv [li$~tree , ,. 
rr:>!.1 " 

,,. 
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11) Beln;; shouted at ~ffect~ your learning. 

Possible responses No. 

12) Do you eonsio:ler yourself a well· behaved student? 

Possible No. of • 
'" ~. responses 
All of the t ime 4 •. S 
Most of the time " 660 
Some of the t ime " " .S 
,~, 0 0.0 
Tota l " HlO 
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5e<:tI"n D- au.,.I;"" I-U (~nior I1h,.~ It\.'cients) 

P"", iLI~ I~ No. 01 , 
,c'P""""" 

':'OIIgl ""' • " 
""~ 

, lZ_< 
• ~ " 

,,. 
':""'81'1 DI~U " 'OA 
f oUl , " '" 
i>cssible .~.~<nl~1 tlQ, of , 
~tt '"' "",., 

U .£.5 

" ~~.1 

L!i .. g .... " 3M 
'\tID" 01,. ~ , 10.2 
Totol " '00 . , In d."es.. all students " e tle.1e< the """.~ . 

i>cwblG '~SpOI'l!.' No, of , 
""ponle; 

I\IloIthe d", . , 11.0 
Most of tho tim. ~ ~s,u 

Snrn~nl thp ' lm. • '" N~.~, , 
'" " .. ~ '00 

., e"", "-i;beh",," "lOre Ir.".,.ntl.,- '-,,~ Pi. durirl@leMon., 

rpo'.!bI ... ~,pon',,", ' le>. rrf , 
re'pon.e; 

fil l oIlhe dor. " :.IliA 

Mos.t of tho !1m. M '" 5om~ "1Ih~ tilll e " '" N~'~ r • " ~ ~ ' 00 

" M . .. WI<h." ac •• trk:er th on fernole ,,,,,herS. 

~b'" '"'~'-""~> 'lo. of , 
" . _. . " , - e. , ., 

~ 
, 14.E 

01,. ee " '" Stl. ~.~ • a.s 
,,~ ~ ' ro 
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Po .... ble ,e,pOIUt. NO. of • ,,,,,,,,,n ... 
HronE~H • ~" 
~ .. " .• 

(Ji<"1'E'I! H m 
!tron lyO~H • ,. 
To\~ '" '" 

Poss.bI . ,.,pc ..... No. of • 
~:IPOn' .. 

All m ,t,p tlmP • ... 
''''''t of tt.. Ii "'" H ". 
50"'" of tIM: time " U, 
II ..... ' " " Totol ~ 1((;0 

NO . llf 

91 Mole leo,he" flvO<Jr toys. 

pou,bl. '''P''''''.' Nn.M • 
'~'Q' 

I ~: II co. , 'D 
• .D 

~ .... " m 
5(' 0" 1'/ OJ •• " 'CO 
lotal ~ '00 



149 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

11) Q .. in~ ,h.oetod. t .. ff"m VO <l' le .. rni~ 

po;~ ble responses N~ , of • 
• ~~n;. 

Ye., it d~e. " 51.0 

Som~ime. " "., 
rIlL it do~'t , ".2 
Oth., , ~.O 

To:~ 1 " '00 

12) Do y~u eo n, kl er yO<lrself a ""'II· ~ch.""d ~:<ld<nt? 

Possible ~o d , 
'115 ons!s '6 ,~, 

All of thl tim" U 22.0 
Mo!t ollt e tione " bU.U 

SclTcofthctlmc , 14.0 

N~v~ 2 <0 
Tot.l " w< 
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Section C- Queltion 1-5 (All $llld~nhl 

~o"i;,l. '''POMO' 1'10. 01 
' '''pnn, .. 

AIIelt ..... Gm. ~ 

~t ott~~ time ~ 

50"", af the I n., " ,~, U 
Tot."l l ~ 

3) A", VOII 0." on wh ot Iho .... 1><'''U'<ioM .... ,l 'I{}(' mi" > 1'''''''1''''> 

pO'SlD le ,u~cn'Q' '10. ( f 

res~",,~. 

Yo, ~~ 

,jn 11 

Nn! s..r. 2. 
Tot;ll ~, 

P~,s:blc '''"FI'"" ..... ,,"c. 01 , 
"~ 

Ye; ...... )'. ro 
Sc"'etl"'~<, .. q 

N .... er , 
l otal " 

, 

'" l~.2 

23.1 
12.5 

'00 

~" 
11.3 

, 
~., 

511.~ 

" '00 

~) Hoi b •. flJi ,j",,.d ill ~E """uld not co.1t s:udents to ',iI 0<1\' or nOl p<>rti¢po', ir . • port Kssion._ 

~o;.sjbl. , •• pon,., N~. of , 
, "'''''' 

~ 
, " 25 .8 _ .. ~ ,n 

0;. "" ~ ~, 

SUOl1 , Ci .. ,!~ , ,., 
"nUl " "" 

, 
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Settlon C· Question l · S (Mide Itudents) 

Pos;lble responses tic. 01 • 
~5>Ofl>C' 

An oft~,otl ..... , 19.1 

MOit 01 the time H 23.4 
Some 0( lhe tine " 36,2 ,- " 2~ , J 

Tot., " '"' 
2) Teachers 'break the rules' for ~rt. cu ring 'porl.essio"". 

Po0blc rCOj))nses No. of • 
responses 

Yo> H ~. 

" • lB 
NOl <;[, ... H 22,9 

~- .. '00 

4) Boys· SporlS ore ta, en Irore senou5ly til .... girl!' 5PQrU. 

Po.'>Sible re,po"ses No. of • 
""pc",es 

V.s, aI""ays " 25.0 

~etimes. _ " 64.6 
,,~ , 10.4 

ToUI .. '00 

5) NOI ooin~ dr5i1'd in PE ""auld not CiIU'" slud€nts to 'sit oot' Of not partkil)ate in !POrt !e'SsiO),1$. 
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5e<:tion C- Qu ... t ion 1-5 (~m~le sl~denl~1 

PO\Sitle resll(nles NO.of ,., II,.,. 
All uf lh.: ti",~ " Mo>l o{ U •• lim~ " SQ o", ol lh" Ore " Nev~r , 
Tou.1 " ~ 

2f Te""h~r. ·~ak the ru e<' fo, girl. du,l", 'port . : .. io", 

Sllon I ee 

" o:u '" 
Siron ~ (li, * 
Total 

pc·SSlbl~ reSPonS~1 

'6 

"' Not!)u,. 
TQul 

No. of 
''''pen, .. , 

• 
" , ., 

He. 01 
r~:>Of"';" 

" , 
" " 

4! Boys ' 'P~rI> a,e I.""" 'n"~ .'" iU""~ U •• " 1l1,1>' 'PC"'. 

~ 

, 
40.S 
34.; 
20.4 ., 
"" 

• 
" 170 
51 7 

'" "" 

• 
m 

"" ", 
'00 

5! Nol b.:ir't dr "" •• 0 III P." ,Iooul~ not ",use ,Iudent, 10 'lit out' or not partl<lpote in sport 1. "lons. 

• 
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s..alon C· QUMtion loS (Junk>< ~ ~ .. denbl 

~Oj:ll~le r~!~on,u N) 01 

•• ~ . 
Allol!~. TI_ .-
V:CJI el l '" 11m. " Some cline Ilrr e l. 
~~'" • 
r~I'" .. 

FO .. I>'~ fe;>O~!es Ilo. d 
rtl "' ,- ~ 

" 
, 

Nol Sur, • 
l ulol " 
¥o!«,bi@rfSl)O!lSfS 110. cf 

'" , .. 
Ve,. ~M' • " $t.>rn~lh,,,j " II .. ' .... , 
Toul " 

~cs>lll ... _ . N~. '" 

~"'~ 
"'''~ 

" ,~ " 
~ " Slro ' DIsa,rcc • 
TeUI " 

• 
'" '" 2U 

"0 ,., 

• 
'U 
10.6 

". ". 

• 
27.7 
U, 
•• 
' 00 

• 
'" '" I I II 

'.$ ,., 
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Section C- Question 1-5 (Senior phase students)  
 

1) Teachers respond the same to boys and girls when they miss a practice.  

 

 

 
 
 
 
 

2) Teachers ‘break the rules’ for girls during sport sessions 

Possible responses  No. of 
responses 

            % 

Strongly Agree 3 6.3 

Agree 20 41.7 

Disagree 19 39.6 

Strongly Disagree 6 12.5 

Total  48 100 

 
3) Are you clear on what the repercussions are if you miss a practice? 

 
Possible responses  No. of 

responses 
            % 

Yes  30 60.0 

No 6 12.0 

Not Sure 14 28.0 

Total  50 100 

 
4) Boys’ sports are taken more seriously than girls’ sports. 

 
Possible responses  No. of 

responses 
            % 

Yes, always 17 34.0 

Sometimes, … 27 54.0 

Never 6 12.0 

Total  0 0.0 

Total  50 100 

 
5) Not being dressed in PE should not cause students to ‘sit out’ or not participate in sport sessions.  

 
 

Possible responses  No. of 
responses 

            % 

Strongly Agree 12 24.0 

Agree 21 42.0 

Disagree 13 26.0 

Strongly Disagree 4 8.0 

Total  50 100 

 
 

Possible responses  No. of 
responses 

            % 

All of the time 13 26.0 

Most of the time 17 34.0 

Some of the time 14 28.0 

Never 6 12.0 

Total  50 100 
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:;.ection D· A1 I, lude nt. 
The three mo,t d ilru~t". ~h'i""" 

"' IlehllVOooor N (176) • 
-- ~~ , rolt"s oo.t of tum 

" " , T!IIklo1, bod:lin.opr,.,rioto l.nllUOl':o 

" 19.2 , Out of "',,{ , , .. 
• E.tlng in d.:", 

• U , HI .... rlng <>th~r ohIl<lR1 

." 16.3 , ""kl "~ "nn.e<e".ry ncis: 

" 13,0 , DI;Q~I.,,< .. 

" U.S 

• pt~si" I ';Jre"iCn 

" 22.S , L.c' <>1 oon<tu.lity , 2.2 

" Idl.n~"'lo .. n ... 
; 1.l 

" Unlldinen , 
,~ 

1. Ulter ... , 
" 
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SectiOft [). MM t tucl .nt. 
Th, t~. 4!'! rno,t rt<rLf'/"'" _ ..... ~'n 

, •. B~~iViou r 1\1 (llSI • 
· T.I~'" oU :>I tum - , ,., , T alkirlt: had/iMPpI'"","'" lalll ..... 

" 
,,. , Q.ol vr.~<t 

6 .. 
• EUill£ In .1 ... , 

" , H;.oJ.'",'jjulh", ,hjl~,en 

" 161 

• t,j ....... u .... :u.ar'j· ""' ... 

" 11.1-, 0is:>bt:di .. 1U1 

" " • Pflysial.>tr ... "'" 

" 24.4 , Ut\( ol ll\J netu~l ltv , '-' 

" IcI~ne.sI~lo"'l'I()l~ , '-' 

" Ultid'ne5; 

• '.0 

" Ofhcr •• 

• '.0 
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s,,((iun D- Female ,Jtudt!nb 
n", n ee mo5: dUr Jpt~ ~h"",.,, 

~. te ..... lour N (141) • 
, Talking out ~I turn • ' .7 , T~:kk"6 bjd\,'ln~PI> I'4" i.t~ I d -"""~ 

" '0.6 , o."loI_t , 0.7 

• l.otJ .... l<>dm 
0 0 0 , Hind.ri", otMr d.ldr. n 

" lfU , Mal:lnll; \rI~$l r., not ... 

" 14.9 , DIIcbec!18I1CR 
:0 14.2 , ~t"fflltal JIII:rCSSlcn 

" 20.6 , lo:k 01 pJnctuolity , 2. ' 

" Id 1en-es1/S101IfflW , .7 
u Untldlncs: , L' 

" Other ... 
3 " 
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Secti<ln 0- junior 'MJe sWclents 
The tlVH ...... 1 <Ii<nJf-l '" """ .. i<MI", 

... ~ .. r PI IU~I • 
, h' ~'n8 ~'" at , urn , '.0 , Uklnl ~ j ;l.Jl".p~,c~". le l.n~"'Kt 

" 20.2 , C:utciscot , 
" • hl"El lnda~ , , .• , tf ... <Ieoi", othe< do ikl= 

" 17.8 , 

• Makinl ... r_ ...... r c ... 

r,- " ". I:b<lbt!Cl~ 

" 
,. 

• I't~lnl 'W=1on 

" :10.9 

• LICk <>I ~Ln:lu.l lt( 

•• " w 1~a..ne.>I:5I~ w 1el> 
1 0.' 

" \)Mldl' !m , U 

" -.. , 
" 
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Set:tlon D-~ I'hltoleJludUti 
The Ihrtt "'~ <tC;r~pt; ... teh;r. io.n 

• 0. kh •• 'oO ... N (147) • , T . 1 ..... 0"1 Dfl~ft • U , Tiil, . 't: ~Kk/ln.WO:)l"IM~ l.nK"'~~ 

" 1M , Oul oh H t , ,. 
• h~", lft cle" , 

" , H .. «rInl ot'l~r cl'Ol:nn 

" 1:;.0 

• ~ ... ~~-

" 12.2 
; ...... -

" J5.0 , Ph,*>1 .Ut=;~ft 
l5 :23.8 , I.;: ,k of ~"r>CI .. I"" , 

" " lei eM ,,/'510" """ , 
" " Ur1Iklft ... , 1.' 

" OIh,,_. , ,. 
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se.ct lorl [). All students 
The tlTee le&$t disruptive b(h.~'O"'" 

'". 8c""'l~ut N (276) • 
S T.I~I"II ~ul of te rn 21.7 

"' , T.I~I"II ".ck/i~"ppro~rI.le language 2(}.7 
U , O"loIoeOl l7.ll 

" • E,llnS In d;1'"...': 11.6 
60 , ~inderlns oth .. child",n V • -, M;oking unn ece$$; ry "'*8 

'" , , Dis;obedie.w. '.0 , 
S Phy.ical ~W"".i<>~ 3.3 , , lad of punOlualilV 3.' 

" " Idi .. n ... .;Slow, .... 3.2 

" " Unlidi""l..s ' L' 57 

" Other .. S .. , 
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s.cti0fl 0- M31, ~1Il.n" 
T .. ~ l~fO: Ic~t di .... ~1 ... l>e~No~n 

" . -_. JIll !lJ1! • 
· ro.ins cut of Mn -

1[l0 7.2 , rllk~ tK~'~IPcrC>OrI~I~ l~nlUage 
'.0 .. , , 

Out '" lUI 
.. 0 lUi 

• Elli "S In d.l~ 
UU 19.5 , 1J1><lfl ~~ otI>tr dlitl;:ftn 
'-0 '-' 

• y~~ u~~..., ""too. 
5.0 ,., , DtsobecI .. ,. 

' .0 H 

• 1'tIr.1'~I.'''''I Dn 
<0 ,., 

• L ... ~ uf ""'''1~'''.l" 
, 00 12 

" Idt ... ess,~_\S 

''-0 1~.9 

" Unll~in .. ' 
.. 0 '" 

" :>t he •.. 

" 3. 
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Sei:t;"" D- ""mil le ~udents 
J t>e lhJ'2oe least dlmJPII'~ oeh'\IIO~rs 

- _ .. Iou, N(U') • 
, TII, -",! "oJ; oft.," 

• " , Tl lu,. t~ek/ir>;!A>"'~ n3le "'1lU'SE , ~_b , Cutol.elll 

" 11.6 

• E. t)", In duo 
II 23.9 , HiQd~1ng oth~ m -'d ..... , L< , M"kIQ~ "nnec..,s.ry Q~;'C 
2 ~ , DI,IiIedIo!1C" , 1.' , PIWSIlal aili, e$Sloo , L< , l,d: 01 PlJll:1W-ITy 

" 10.1 

" Idl ""m/Slovme« 

" 18.1 

" Untid i~ ... , 

" 11.0 

" CH,~ •.. _ 

• 2.' 
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Sect ion D· Junior Ph~S<! st~d"nts 

lhe three least dj!r~ptjve be.1av1ollr1 

" . Ikh ... lour NUl 5) • 
, T>lldn~ out CllU.n 

7 ~.2 , Tall<ln~ back, ' napp·o~r ;"'e I~ne":.ep 
7 .. , , OUtofseat 
10 14.B 

• Huns I~ dass 

" 1~.~ , H inderi~g ot'~r childr~' 
0 0.0 

--

• MJl1rs ~nn.c .. ,a,y naloe • ,., , Discbedience , 
" • Ph~jcal a"'''\$lon 

3 U , L.<l <Jf ~u·H..lu,lly 

" 11.1 

" Idl en"" ;{SIown" .. 

" " .• 
n Unt:di-l ... , 

" 17.8 

" Other .. • 3.' 



164 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

Se<tiun D- 5t:n;ur Pha:.e !tlldenl. 
I he It,r~ leal! dlsruPLI'lt I>ehiVloun 

~ 5ehovlour "(141) • 
, Talklll! out of Wrn , 5.0 , r. lkirl! bdd/i""wr"pr i dt~ 1"'\Kuao;e , ,., , oU! <>f se;n 

" 85 

• Enlni In d.s> 

" 24.1 , Hnr ..... n~ ath ... rh.ldrm , 2.' , Monns unnQef$$l<y nc.l;. 
2 U , Di~iQ'(. 
3 2.1 

• Pnyrlcai 'Il€r~.<ion 
3 2.1 , li><k of pun:lw·ily , 6.4 

" Idlen . .. /SI¢Ylne$' 

" 
,,. 

" Untid.~ 

" 23.4 

I" Ollr~r.., , ,.. 
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Section D- All otU<ie Mt> 
Th H moot ~ff!Ctive deter",n" to bod beh.lo1our 

Section Il- M~le nuclenn 

, , , 
• 

G wn " ""'_nn ,h~r "n<>D1 

$tnt to the prin,ip,llc, rr,;'oeI",oYir1B 

G , 'en a ~'od t. ~In~ to In p.lvne 
Get on unf"/o..-. ble report ,ent home 
~m r, "'n II", ,ou'n ('" Hi • .,.,I .... " .. 
_..,o;<l ",k' punl,h"'ent 

, , , 
, , 

Not .,..."'~t.~ to p.rt ,<,,.t~ in g.",,,, , ' otM' f>oJOl r@<l I .. 'OM. 

Oil .. , 1~.<h~1> ICJid \J) ""trn d:""pt",.,tudent c ......... 
lI"ged 10 """'~ :In efl,,,, 

~ctio n D- ferllale student. 

fWOlJ,@<lI~'loni 

,,' 

" • 
" 18.5 

" 163 

" 14.0 

" 12.4 , .., 
" " " l Q.l 

'" " 
" " 
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Stonloll 0- "'" n lldeRI< 
Th_ mou ~tr~ _ ....... too .. """ t.,1 .. , ;... • 

• """n " • , ~.-:....., •• co01 "" .~ ' " . ... ll1t" IOn " u o , Get • fa,."."oI:l~ ~POrl ~ hom. " 1$.1 , Gel . ' """urobl! Itlt!!" 1.~1 l10ne ~ ". 
• G,,",n fr • • tlrr. " 14.4 , ~ lIo"""" to 110 'II 111 .(O<1If <iBI on ill> " ~ "l " • ", .. .,d 

" I B , Ci t e<> a pol'~ " w. 
, 5i,.., • pO.l\iOn of .... :/IoJ t'o' b,t \"0"" tNdl<r " ., 
~ 
~ .. ' @ f, ,",, "",. 1t.cJ>tr " ,0> 

'irnr~' t ..... .... 1"*' , U 

lI'ICfI'ITMS " • , Roc';""" • • c<>Od .... rk !Of "'~:. " .. "'~ . " 13.S , ~.t a '""",,"ble ropC>r. . !I"1t ho". " I S.1 , G~I • ' ... Qu r.bl! ,1U!r Mnt r.cme " 1l.3 

• G'",," f, ... II .... 18 D.O , AI·o,,"w 10 10 wltf, !'C'J' ct .... 'm.n oull"It., • ,~,...m 

" 13.0 

• C;""" . pri.: " lB , G~ • pOlition of ••• ucrit,· 1>t yo ... tcxt~r • .. 
• ~r";,@ f,,,·. yo;~. teO'J>. " 

., , S/XlO"to • h ............ n. S l.' 
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Setlion D- Senior Ph .. e students 
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Appendix E: Teacher Survey Data 

 

 

Section ...... Question 1-20 \A I teachers) 

1\ I "ndc r~t.n :lllow tile disc'pl"ne pe [cv 01 tnc 5<11001 ..... erks. 

<I The discipline po licy at the school is ~ noi. one. 

P..,,,i~l~ r~,pon"" ~.cl 
res:p;~;~, " 

y~>. I .~r"" " ~:< . :; 

Mo.tolit • "., 
" .'" lelv· " • • 
Notlltoll • • 
rot.1 " '00 

P~,sible resp~n !e' No.ol , 
,., m,,,,, 

"~ com Ict~ • '" \'e\ In «>"." .tt< , M' 
tlot .t. 1 • M 
,,~ " ~ 

P~;'i~~. r.'F"n .... No.ct , 
Il:S:)On.1", 

.<<ell~nt • "' =, , 5~.3 

>Oti:l:.cto ... , l7.~ ,,. , " rO'~1 " '00 
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S) Milinu.:ni", discipline at the school!;, th: .t'Sp<:In~it.ility c::f ._ 

7) Ail l eacilel> ue ClJ nslsttnt In ttle way tt-.e~· ~d miniS!er punishment. 

POWb:e .eSpOnse$ ~."' • , ... _ .... 
MoI-.edme 6.25 

~otI of the time 10 &2.5 

SGne nf the time • l~.O 

,~ $.25 , .. " 10' 

" Male te<>ehc::.s give rnn.e def~~lt. thin mol .. IQaCners. 

Po .. ib! . flllpO"'" No. of • 
res>lQnot" 

St"" ;(;ir" , 
'" H 

, ". -
O. H , lU 

• DI;a Il!I! , ••• 
10liit .. 10. 

9) Outsicle the ~Iass, teachers dlsc:lpllr.e IX:Iys and 1111$ tiFe ·eruly. 

I'os!ibie InpOl'tlel No. r:I • eo, ,~ 

~1l!I! , 0' 

'" 
, 4U 

D5i11'Ce , ::11.3 

'0- I Cilo> • , 00 
lonl " ." 
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~sl'Jle ~jI(II\5eJ tlo. d 

" ,-
"'"~ft!>e lino . • 
Mon dlnetlme U 
some ollhe! me , 
,,~ , 
Tot~1 " 

Pcul!>le .... _ _ No. or 

" '6 

... ~ulU"'I~.~ , 
Mn"of!vtnle , 
Scm. 01 , ... ti .... • 
,~ • 
Tot, 1 " 

12) Thra should b8 ditfe,. nt ~u' ishments lor t oys ann tir l~ 

NO.of 

~ 

• • 
U 

" 
B ) '''''Ie ('~(IIN! ar~ more Ie rienl with ,I 1>. 

, .. 

• 
, .• 
75.0 
1! .8 •. , 
'" 

• 
~ 

". 
l "l .S 

••• 
'" 

• 
•• 
2S.~ 

7~.' 

." 
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16) Girb ~rt, ".,ief 10 di)cipline thDt boys, 

17J M~1e lc::>dler; find it ha rd 10 d~pl ,,. 8,rll. 
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19) The Ee~de ' of t he ttacher ~fft'ct. how discipline is administered. 

20) The gende, of t he prindpal d~terminei how disclpl:lle is managed at Ihe $Chool. 

P""sib e ru po,s~s No,of • eo, .. , 
'e. 0 17,S 

sometimes , 18,8 

Do<; Q,n'l ""It., • '" N~wr , ... ,«. " '00 
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~iOl1 A- a""uioI'l1-l0 lMefe Ie;><;hel'$) 

11 I ,m(!erJI8roe OOW 'h~ d iscipline policy of the "'hool works. 

Po"ibk ",.po~; No, of • 
rp .. pon...,; 

r~., I.od.mar< , 32.) 

re •. "'o~ofit • 66.1 

""- - , 00 

NX~' . 11 , 
" T01~1 , '" 

2) ThO d"Clp Irw ,.a' ~cy at tl"Je sctlo<If" a f1ll' or~ . 

1) 60th !tudent! end tl:G<h~r1 w~re gi~ ~ (1I~ "1Ce and were iKtiVC:V invol~d in d"'fti~ thl! pOlicy. 

Pos~tle ' 0 001'= 1'10.01 • ,. on ... 
y~- COT. k~, , SC'.O 
Yeo, In >ome , SC',O 
",po-:t. 
i'If)f .. . . , 

" ,~, • '" 
4) L1iKlpllno at lhll.<d'.O<l I is ... 

P"",I~I" ' '''"'''' """ Nu. of , 
'" on.e. 

.. c.llanl , 00 

Gc(ld~ 
, 83.3 

Sot!!;f.- ... , 16 11 

'00' , 
'" IOUI • ' 00 
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5' Malmalnln2 (ilsdpO:1~ at t~ e scllool ls the reslJ(lrtSlblllt'( of ,_ 

'" All I~aciloers ar~ cons StMt in the wa~ thev admlrlster ponl~hme nt, 

F~lbl~ <CSIXlflSes Jl;o. 01 , 
r ~~,,~e, 

Alldl~el "'. , I G,7 

MQ'tl)!lh~ tlme , 65 ,7 
~ 

Someoflhe time , t~,7 

,~, , 0.' 
TOlol , ~ 

8 1 W ale leach~rs gwe mere d ~fO\U lt. than mal~ te~dl af" 

P(mlbl. ''''111'"'''' Nil, ilr % 
'."p~n"", 

Slru:, I, '" 
, 

'" '<'" • "" 'O'I.ag,ee , '" St.o." Iv Db. .. • • •• 
Total , '00 

!II Ou:sidc ttl~ c'as\, teocnef$ discipline bo'($ and girls differently, 
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10) Boys set mort def;aotu th;ln Silk. 

.... ,,,l lh~Ume 
M",\ urUw ,'" 
S<ne 01 the 1' ..... 

'oo.;lb!o! ~~ 

~tht .... 
_ol '~' ... 
"'" .... of ,"" II .... 
,~. 

, 10tol 

Po"I~le , •• ~""""" 

~ ... ,,*,ntlt 

1>0' .. .... • 
No. clef nile . :1Ot 
101.t 

110. of 

IHfIOII"" , , , 
• 

fl o. ;II 

• -, , , , 
• 

101>. of 
rel,o",,, , , 

• , 

13) Mole :um~ 'l ~re mOlf ter;;:r.t wit, I ti l. 

ro.~ blt '('$I)QM<' No. <, 
,,,,P:IO$Q$ 

v ••• d"'rlltf' , ,. '~' " . 
, 

Somet'me. • - , 
lo~ • 

I • ,. 
':;(;.1 "., "., 
'" 

" 
= ,no 

"" ,. 
'00 

• 
"' J:l.3 
K.' 
~\IO _ 

• 
M 
I',] 

"' 11 .7 

om 



177 
 

 

 

 

I'u» III~ tnjlOl' Oon No. or " ,--
~- '" " 0.0 

,~ 
, "., 

I) I~~:: 
, 

'" Stron tl:;<> " 0 0.0 
TOt.1 , 

"" 

17) M~ le le~dle rs find It hottlJ II) dlsc;~ ljne Siris. 

", 

18) M~I~ ud f~male leachcn dj$Qpllow $tlldenu cifferently, 
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19) The geml ~. of the Ie;lchf'r affect§ how disc:ipline is administered. 

Po" hIP '''''PO'''*'' No. of • 
r ""1""""" 

Yeo. d. finitu , 
'" 5Ometim('$ • "'., 

!'lever , 16.7 

Total , 
"" 

20) The geflder of the prifldp~1 det~rr"ir~1 " I,I'N di~c;pllne 1> m~naged ~I th~ "0001. 

~O\Sible respoASI!S NO. of • 
rMpon,.,. 

Vel • "'., 
Sometime, , 16.7 

, O"",n't mailer 0 M 
N""~I 

, lC.7 

Tol.1 , 
'" 
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1) I ooderst~nd how th ~ c~ipl;rc pc:ky :1 tile school ",01'1<5 , 

, , 

Z) T roc d $cLp!ine oo licy ., the ,e/loo l il ; illi. One. 

P<»>ibl~ " ' PC """ ~~, of • 
r~pon, .. 

YO), I, ree , .~ 

M"" of I, , 'lO .c, 

• i.'" 01 ~ 0 00 
flct ot o' l 0 0 .0 ,., .. '00 

3) 80th stud~r,t' . ,00 tc~chers w:fe gNel1 ~ Ch30ce an:! we.e ~o;ti"e",' inliolved In dr'3l'tlfl!l tI1e po llC'/, 

Po~~bI~ ">PC""'" No. of , 
r",p''''''' 

YO;;, """'~ct~y • 30,3 

Yo><, 10 """'" , 
"' ~'I>"'-I' 

Nel.t.1 0 00 , .. , '00 

P"""I'" , ~, I",n,,,, ~o, 01 , 
Mpor,'''' 

(.C:>I lent , 00 
« 00 • ~., 

$. \Iof;o<'o ... , ., 
'00' , W~ , .. .. '00 
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7) Al l teachers ~n: con~i lte"lln th! \'o'ly they ~rr.jni$le r ~unlshmeM , 

"".,,!l1e ,..,..nle. 
l ,~ • 

, .. K 

".""rIIe ,I .. ~ 0 00 
M o« d II " lII,,= , <0.0 
Sone 01 rile IIlre , " .0 
"~, 

, w.o 
L.!.ctOli " ,ro 
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J ~) The gender 01 thor IU\.t ... , .r.,.;h how o;I~ ip!ine is a:lminlste~t, 
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.section D-Que.l ion 1-LO I All tneher'S) 

1) Te,clM:n ar!! mo.e !eRlenl on&ltls when t hey do nol compl.:tIlhoI,r ho1lQMlft. , 
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54<tio n 8- Question 1-10 ~ M"'~ tuch~R) 

1) leachen a,e more le<lien t on gi"$ wh~n th~', 00 nOl cample' .. tile r homework. 
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51 T ~ad l"'" ,,,rod IQ focu~ m<lfe on the loud boys th~n t!>e q ~iet ,;irls. 
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6) T..aclle,., tend to foeu, mc~ on t ~~ loud ba($ t h.oln the qu:. , Si, l ... 

7) 8 ()\'S jl:et more Ql.IeltiOM anlwered In class than girls. 

8) Te&chers favour well bc~~ved student!, irrfipgcti .... of ~ndemic "I'1ility. 
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SoKtion C- Q\lm ioro 1-5 (111 1-"-.. ) 
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Section C- Question 1-5 (Male teachers) 
1) Do you respond the same to boys and girls when they miss a practice? 

 

 

 

 

2) Have you ever bent the rules or been more lenient towards female students during practice? 

 
 

 

 

 

3) Are you consistent with disciplining boys and girls with regards to missing sports practice? 

 
 

 

 

 

4) Do you think sports that are predominantly for boys are taken more seriously than girl’s 

sports? 

 
 

 

 

 

 

5) Do you let students who do not wear the proper attire ‘sit out’ during lessons? 

 

 

 

 

Possible responses  No. of 
responses 

            % 

All of the time 1 16.7 

Most of the time 5 83.3 

Some of the time 0 0.0 

Never 0 0.0 

Total  6 100 

Possible responses  No. of 
responses 

            % 

Yes, for boys& girls 0 0.0 

Yes, only girls 2 33.3 

Yes, only boys 0 0.0 

Neither 4 66.7 

Total  6 100 

Possible responses  No. of 
responses 

            % 

All of the time 3 50.0 

Most of the time 3 50.0 

Some of the time 0 0.0 

Never 0 0.0 

Total  6 100 

Possible responses  No. of 
responses 

            % 

All of the time 2 33.3 

Most of the time 3 50.0 

Some of the time 1 16.7 

Never 0 0.0 

Total  6 100 

Possible responses  No. of 
responses 

            % 

All of the time 2 33.3 

Most of the time 1 16.7 

Some of the time 3 50.0 

Never 0 0.0 

Total  6 100 
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Section C- Question 1-5 (Female teachers) 
 

1) Do you respond the same to boys and girls when they miss a practice? 

 
 

 

 

 

2) Have you ever bent the rules or been more lenient towards female students during practice? 

 
 
 

 

 

 

3) Are you consistent with disciplining boys and girls with regards to missing sports practice? 

 
 

 

 

 

4) Do you think sports that are predominantly for boys are taken more seriously than girl’s 

sports? 

 

 

 

 

5) Do you let students who do not wear the proper attire ‘sit out’ during lessons? 

 

 

 

 

Possible responses  No. of 
responses 

            % 

All of the time 3 33.3 

Most of the time 4 44.4 

Some of the time 1 11.1 

Never 1 11.1 

Total  9 100 

Possible responses  No. of 
responses 

            % 

Yes, for boys& girls 0 0.0 

Yes, only girls 3 33.3 

Yes, only boys 0 0.0 

Neither 6 66.7 

Total  9 100 

Possible responses  No. of 
responses 

            % 

All of the time 4 50.0 

Most of the time 3 37.5 

Some of the time 1 12.5 

Never 0 0.0 

Total  8 100 

Possible responses  No. of 
responses 

            % 

All of the time 4 44.4 

Most of the time 2 22.2 

Some of the time 2 22.2 

Never 1 11.1 

Total  9 100 

Possible responses  No. of 
responses 

            % 

All of the time 2 25.0 

Most of the time 1 12.5 

Some of the time 2 25.0 

Never 3 37.5 

Total  8 100 
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Section D, ~ ...... I. INCh . .. 
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Section D·AlI teachers 
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Section O- ...... 1Ie u-hIlR 
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Section 0- rc:malc teac"'~ 
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Section O· AM tuth~ 
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Appendix F: Staff Interview Schedule 
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