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General Summary

This is in many respects a highly technical report which has had to be -
designed to suit a very variable readership: the specialist researcher, the
educationalist, policy-makers, parents and the interested public, and those
directly concerned with making the main policy decisions at an individual
school level. For those who want to find out what our main findings and
conclusions are, these are summarised in Chapters 10 and 11. In addition,
cach chapter ends with a short summary of the main results and conclusions.
For those seeking to assess the cvidence and the quality of the analysis
underlying our conclusions we indicate in Chapter 10 where in the text the
relevant evidence is provided. For those wishing to evaluate our assumptions,
the selection of the main variables in our analysis and the reliability of samples
and mcasurements, information provided in Chapters 1 and 2 would be
essential reading.

Objectives

This report provides the results and conclusions of a very detailed investi-
gation of the extent, naturc and causés of sex differcnces in. sccond-level
cducauonal provision and subject specialisation of girls and boys in Irish
post-primary schools. The investigation was carried out in response o a
request from the Employment Equality Agency and the Department of Labour
on the hasis of a proposal from the Women’s Representative Committee (Final
Report, 1978} to sponsor a research project on “the extent 1o which curricular
differences may be contributing to inequality of opportunity for girls™ (ibid. p.
37). ‘

The final terms of reference agreed with a steering committee appointed by
the EEA established four objectives for the study:

(1) To investigate the extent, nature and causes of differences amongst
post-primary schools in their provision of certain subjects to male and female
pupils; in particular the provision of Honours Maths, Science, Technical and
Home Economics subjects.

{(2) To investigate the extent and nature of sex differences in the manner in
which subjects are allocated to male and female pupils within schools. Even
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where subjects are provided by a school, differences can arise in the allocation
of subjects to one or other sex in coeducational schoals; or through systematic
differences in allocating subjects in girls’ and boys’ schools.

(3) To investigate and, as far as possible, account for the nature and extent
of differences in the choices made by girls and boys when given the option of
choosing the same set of subjects. '

{4) To indicate, in the light of the results of the study, what would be the
most eflective strategies for increasing the proportion of girls taking Maths,
Science and Technical subjects.

Data and Methods
Four main sources of data were used in this study:

(1) Detailed examination records for the Group, Intermediate and Leaving
Certificate examinations for the years 1965, 1968, 1972, 1975 and 1978, taken
from a national sample of 125 secondary and 58 vocational schools. In total
this gave us a sample of approximately 30,000 examination records. These
data allowed us to examine in detail how the subjects taken by boys and girls
in these examinations differed from each other as well as changed, over this
period. By aggregating these records to provide subject-provision profiles for
schools, we are able to examine how the curricula of these schools had changed
over that period, as well as which school characteristics accounted for variation
and change in the curricula of schools.

(2) In a 50 per cent subsample of these schools (95 post-primary schools)
we interviewed the Principal and Career Guidance Counsellors. These inter-
views provided the basic information on the curricular and subject allocation
rules, etc., used within schools.

(3) In the same sample of schools we administered questionnaires to
samples of Leaving Certificate and of Inter. Cert. pupils, and all those pupils
in what the Principal identified as terminal Group Cert. classes. This gave us
completed questionnaires for a national sample of approximately 10,000
second-level pupils. This provides us with the basic information on pupils’
subject choices and on the main factors influencing pupil choices.

(4} Finally, for this same sample of schools we obtained extensive data on
the characteristics of the teaching body in each school. For each teacher we
obtained detailed information, from ofhcial records, on his or her degree or
diploma qualifications, the identity of classes and subjects taught and other
related information.
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Our analysis of the nature and sources of sex differences in the rates of
subject take-up in the different second-level public examinations is based on
a research model which allows us to assess the relative importance of each of
the three major factors mentioned above:

(i) provision-differences, in the provision of subjects in schools containing
boys and girls (i.e., whether or not a specific subject is on the school’s
curriculumy);

(ii) allocation-differences in the allocation of subjects taught in the school to
boys and girls;

(1) choice-differences bctween} boys and girls in their choices of those subjects
made available to them. '

This model allows us to assess the relative influence of these three factors on
the relative take-up of different Science, Commerce, Technical and other
subjects by boys and girls in the main public examinations. It also allows us
to indicate where one might most effectively intervene to change that situation.

The Context of Sex Differences in Education

We need to place the extent and nature of sex differences in subject take-up
in second-level schools in the context of the overall educational and labour
market inequalitics of men and women; otherwise we may misinterpret their
meaning and significance.

Girls are more likely than boys to complete second-level education. Their
participation rate in the senior cycle of post-primary schools is substanually
higher than that of boys and is also greater than most other EEC countries.
Early school leaving is much mare characteristic of boys. A high proportion
of boys, however, drop out early from second-level schooling to enter appren-
ticeships, while almost no girls enter apprenticeship training or take up skilled
manual or craft occupations. Of male school leavers who left before or at Inter.
Cert. level, for instance, 30 per cent entered such apprenticeship or related
training compared to less than 8 per cent of females.

Moreover, although more girls complete second-level education, substan-
tially fewer go on to third level. Of those who do, fewer enter applied Science
professional, technical or scientific courses in the Universities or Regional
Technical Colleges (RTCs). Girls, on the other hand, are more likely to enter
Arts, Commerce, Nursing and Teacher training and other related semi-
professional training courses. In addition, girls’ employment opportunities are
concentrated in a relatively narrow range of female dominated white-collar
occupations, their labour market opportunities being extremely constrained
(see Chapter 3). Roughly two out of three working women are in occupations
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which are dominantly female in composition (Appendix Tables 10.5 and 10.6).
This high degree of sex segregation of the labour market exists as part of a
more widespread social and cultural system which clearly differentiates men’s
from women’s roles in adult life. This sex role differentiation extends back to
the early learning or socialisation experiences of male and female infants and
it is also clearly represented in the cultural assumptions underlying the
provision and allocation of subjects and general teaching programmes by the
main educational institutions,

The results of such life long socialisation differences are clearly reflected in
the self evaluations and attitudes of girls in second-level schools. Compared to
boys, girls: (i} have more negative attitudes to Science and Maths; (ii) have
significantly lower educational sell images — even at the same level of
academic performance; (iii) are significantly less competitive than boys; (iv)
are far more involved in actual houschold and home-making roles than boys.
But girls appear, however, to have been far more successfully integrated into
school life — including its more academic aspects — than boys, having more
positive feedback from teachers and experiencing a more supportive teacher-
pupil environment than boys. Despite this more successful incorporation,
however, they have, paradoxically, lower levels of educational or academic
self-confidence than boys. Girls also have very different educational and
occupational aspirations than equivalently educated boys — reproducing
almost exactly the very segregated labour market position held by ‘working
women. Those differential attitudes and expectations have very important
effects on subject choices.

Up to very recent times, around 90 per cent of young married women
retired from paid employment on marriage or on the birth of the first child,
the traditional husband-provider and housewife-mother division of labour
characterising the great majority of Irish marriages. So that considered over
the lifetime of a woman, her labour market role was of significantly less
importance than that of a man. And the associated schooling of girls has been
correspondingly less concerned with the relationship between the labour
market and schooling qualifications, so that the provision and allocation of
subjects to girls tends to be quite distinct as we shall see. But over the past
decade a number of interlinked economic, technological, social and. cultural
changes have effectively destabilised that pattern; and prospective future
changcs in both the labour market and the work-home relanonsh:p posc a
serious challenge to the conventional girls’ education model.

Subject Take-up Differences between the Sexes
The following figure shows clearly the extent of sex differences in subject
take-up at Leaving Cert. Boys tend to be disproportionately represented in

'
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most Science and Maths subjects (Physics, Chemistry, Applied Maths, Higher
Maths}, as well as in the Technical subjects; while girls are over-represented
in modern languages, Art, Music and Home Economics. A similar pattern is
evident at Inter. Cert., with Science, Higher Maths and the Technical subjects
being ‘‘boys’” subjects; Languages and “Accomplishment” subjects being

n

“girls

subjects. In our analysis we attempted to account for such sex

Figure 1: Percentage Participalion in Leaving Certificate Examination Subjects, by sex in 1980.
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differences in take-up in terms of differences in the areas of provision, allocation
and choice.

Provision

Our interest in the provision of subjects concentrated on two issues — to
what extent do schools containing boys teach a different curriculum from
schools containing girls, and what accounts for such differences.

There is substantially less curricular variation amongst schools at theJumor
cycle than at the senior cycle. At the junior cycle all schools teach Irish,
English and Maths and most teach French, Commerce and Science. However,
while the Technical subjects are almost universally represented in the voca-
tional and community/comprehensive schools and, to a limited extent, in
boys’ and coed secondary schools, they are absent from girls’ secondary
schools.

At the senior cycle there is much more curricular variation. We were able
to isolate, among our sample of 95 schools, six basic curricular types or
“clusters’’ which adequately represented that variation. One of these clusters
was made up almost wholly of vocational schools and another of commu-
nity/comprehensive schools. The remaining four comprised secondary schools,
two being made up mainly of boys’ schools, the other two of girls’ schools.
The differences between these types of secondary school curricula could only
partly be explained by variations in factors such as school size, age, location,
composition of intake, and so on. We suggested that, as well as reflecting such
variations, the clusters also reflected differences in the policies pursued by
school decision-makers. In both the vocational and the commu-
nity/comprehensive schools — with their distinctive curricula — decisions
about the curriculum appear to be based on a common charter or general
consensus on the goals of vocational and community/comprehensive schools.
On the other hand, secondary schools show a much less clear-cut curricular
logic, with basically four curricula types which reflect the outcomes of different
strategies of curricula growth or of specialisation pursued by school decision-
makers, or indeed of the absence of any clear curricular planning.

Taking the two most distinct school types for our purposesi — boys’
secondary and girls’ secondary schools - they have distinct curricula, distinct
organisational characteristics and each has a distinct ethos. Boys’ schools tend
to be smaller but are more highly specialised in Science, Honours Maths and .
Commerce subjects. They generally have a high achievement ethos which is
shared by parents and teachers, but where teachers are, in general, relatively
less important than parents. Girls’ schools, on the other hand, have much less
specialised curricula, with less Science and Commerce but more Languages
and Accomplishment subjects. They have generally lower levels of achieve-

XXV




SCHOOLING AND SEX ROLES

ment ethos but have teachers who are relatively more important than in boys’
schools in affecting pupils’ choices and aspirations.

Provision differences between secondary schools — both in the size of the
curriculum and in the provision of Science subjects — are closely related to
size of school, as one would expect. In neither case does school size explain
more than half the variance in overall provision levels and less than one-third
in the case of Science subjects. Increase in size over the decade 1968-1978 is

"not highly predictive of curricular growth. Besides size, the main social class
characteristic of the school’s pupil intake, whether the school was a boys’,
girls’ or coed school, as well as the religious order running the school had
independent influences on both curricular size and on curricular specialisation.
But even taking all these environmental and formal organisational character-
istics into consideration it became quite clear that a lot of freedom still existed
for individual Principals, or decision-making coalitions within schools o
determine their curricular prioriies — particularly in schools where pupii
(and teacher) numbers were increasing rapidly. It is clear from our results
that some schools used these expanding opportunities innovatvely and con-
sciously, while others failed to capitalise on such resource additions.

Allocation

At the senior cycle, the most important school allocation policy concerns
the academic prerequisites for pupils wishing to choose particular subjects..
Such prerequisite rules for subjects such as Physics, Higher Maths, Chemistry
and so on, show little difference between boys’ and girls’ schools. But because
of the higher proportion of girls who have not sat for the required Inter. Cert.
subject, a much higher proportion are excluded from senior cycle subjects.
This is most marked in the case of the Technical subjects but is also very
important in all Science subjects — 80 per cent of boys, but only 20 per cent
of girls arc obliged to take Science in the junior cycle; nonc of the boys but 13
per cent of the girls are not allowed 1o take the subject, and the remainder of
each sex (20 per cent of boys, 66 per cent of girls) are given the option.

In general, therefore, allocation practices arc of greater consequence at the
junior cycle in determining rates of subject take-up; even for subject choices
at the senior cycle level. Our analysis of allocation differences in five Inter.
Cert. subjects showed major allocation differences in four of them: Science,
Mechanical Drawing, Home Economics and Commerce. Science we have
already dealt with. Mechanical Drawing is simply not allocated to the majority
of girls in coed vocational, community and secondary schools. Home Econom-
ics 15 almost universally open to girls in coeducational schools but not usually
to boys. On the one hand, in vocational and community /comprehensive
schools, Commerce is often either not allocated to boys or placed as an
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alternative 1n a set of options to the Technical subjects; while, on the other
hand, in boys’ schools, Commerce may be allocated according to ability
(which less commonly occurs in girls’ schools) such that low and moderate
ability boys are offered or allocated the subject, while high ability boys are
not.

In general, therefore, allocation policies at junior and senior cycle level both
discriminate directly between boys and girls in coed schools and, in addition,
different rules of allocation hold in boys’ and girls’ secondary schools.

.
Choice

Sex difference in choice, at least for the seven Leaving Cert. subjects we
analysed are generally greater than sex differences in provision or allocation.
In the junior cycle, choice is generally less important, especially for boys, and
thus allocation differences and provision factors among the subjects we ana-
lysed are correspondingly of greater weight. However, even here the rates of
choice are clearly sex biased, particularly in Home Economics and Mechanical
Drawing.

In Chapter 9 we deal with true rates of choice at some length, in éxamining
factors influencing the choice of Higher Maths, Physics, Chemistry and
Biology. Analysing what factors influenced those who chose or did not choose
each of these subjects, when offered the opportunity, we found three factors to
be common to both boys and giris. These were their level of examination
performance in the Inter. Cert, their aspirations (particularly whether or not
they aspired to a third-level Science course), and their attitudes towards the
particular subject and to Maths and Science in general. These variables had
somewhat different effects on each sex, and certain additional, variables
influenced one sex but not another. An example of the latter was the clear
effect that the level of teacher expectations and support had on the girls’
probability of choosing Higher Maths. This vanable had no effect among
boys.

The crucial question from a policy point of view is whether or not schools
could influence these true rates of choice, since our rescarch clearly indicates
that increases in the rate of take-up of such non-traditional subjects among
girls would depend very heavily on an increase in girls’ true rate of subject
choice. In the concluding part of Chapter 9 we demonstrate that schools
(specifically, aspects of schools’ ethos) could influence those variables which,
in turn, influence the probability of a girl choosing a particular Leaving Cert.
Science subject. It was particularly clear that teachers’ expectations/support
was an important independent influence on girls’ choice of non-traditional
subjects -— and that such “‘teacher effects’”” were mediated by schools. It was
also quite clear from our study of curricular and subject take-up changes in
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secondary schools between 1968 and 1978 that some schools — both coed and
single sex — did succeed in substantially increasing botk the provision and
“take-up of science subjects over that perod.

Since the level-of performance of pupils is also influenced by such organi-
sational factors (Madaus, Kelleghan et alia, 1979; Rutter et alia, 1979), and
individual performance levels are closely related to pupil choice (Chapter 9),
it is clear that schools as corporate units can have independent influences on
subject choice and performance levels.

It ts clear also from many intervention programmes carried out in the USA
and Britain that the subject attitudes and expectations of pupils and teachers
arc open to intervention. Some of these studies are reviewed in the final
chapter where we examine some strategies of intervention which might be put
into practice were one to attempt to change subject choice patterns.

Provision, Allecation and Choice

Perhaps the major finding 1o emerge from our analysis of the eflects of
provision, allocation and choice in determining sex differences in the rates of
subject take-up was that, for most of the subjects analysed, although there
were often pronounced sex differences in provision and allocation they were
generally less than the sex differences in the pupils’ own rates of choice. For
example, in the case of Leaving Cert. Physics in our sample, 80 per cent of
boys but only 33 per cent of girls were in schools tcaching Physics to the
1980-81 Leaving Cert. class. Of these pupils in schools teaching Physics, 70
per cent of boys and only 58 per cent of girls were actually offered the subject.
However, great as these sex differences are, we find that of those offered
Physics, 53 per cent of boys but only 16 per cent of girls took it up. It is here
that the greatest sex difference lies.

For individual subjects the relative importance of provision, allocation and
choice varies widely. In some subjects, such as Biology, provision factors play
only a minor role; whereas in others like Technical Drawing, provision is of
major significance. Figure 10.), page 293, illustrates the relative importance
of each of these factors for each sex in determining the overall rate of take-up
of six Leaving Certificate subjects among our sample. It also permits a ready
comparison between the sexes of the effects of these factors.

Policy Implications

To achieve significant gains in the proportion of girls taking up non-
traditional subjects would, therefore, require an integrated strategy of improv-
ing subject provision and changing allocation practices within schools; but
mainly increasing the organisational and teaching support for such changes
within the school, and positively changing pupils’ and teachers’ attitudes
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towards non-traditional subjects. Changes in the provision and allocation of
non-traditional subjects per se would have little impact on take-up rates unless
these changes were accompanied by such school ethos and pupili attitude
changes. A detailed set of policy proposals are put forward in Chapter 11 and
summarised at the end of that chapter.
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CHAPTER 1
Introduction: The Objectives, Design and Rationale for the Study

We have three objectives in this introductory chapter: to outline the main
objectives of the study and to briefly indicate the research procedures employed
to answer these terms of reference; to provide the main rationale for the study
by indicating the nature and extent of sex differences involved in second-level
cducation and the consequences resulting; and finally to provide a short review
of the main research findings on the underlying reasons for such sex differences
in the type and level of education received.

Terms of Reference and Design of the Study

Up to very recently working women occupied a very particular and relatively
unchanging position in the Irish labour force. They were disproportionately
concentrated in certain “‘female” occupations, their average wages or salartes
were significantly below those of men in comparative employment, and they
almost universally retired from the labour force on marriage or on the birth of
the frst child. After school a short period of five to ten years was spent at
work, but after marriage and childbirth up to 90 per cent of married women
concentrated on a famitial-parental carcer. The typical mother/homemaker
— father/provider division of labour characterised the great majority of Irish
marriages.

But over the past 20 years a series of economic, social and cultural changes
has occurred which has led to a significant shift in that pattern: the marriage
rate has increased markedly and fertility has declined, and consequently the
period of intensive child rearing has been cut by up to seven or eight years; the
proportion of younger married women staying on in the labour force has
shown a sharp increase; the level of education of women particularly has risen
rapidly; a growing proporuon of older married women has become dissausfied
with the purely domestic role and wishes to return to paid employment — and
the higher the level of education the greater the dissatisfaction, (Walsh and
O’Toole, 1973). In addition, the nature and level of jobs available has changed
even more radically for women than for men over the past two decades. And
finally if we were to project recent labour force changes and work participation
trends for married women over the coming ten years it appears to have even
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more serious implications for the education and training of women than of
men.

Although it was not specifically those considerations that led the Women’s
Representative Committee to request a study of sexual inequalities ih educa-
tion in 1976 this concern formed part of a general European anxicty. This
concern was articulated in the resolution of the EEC Council of Ministers of
Education in February 1976: to identify the extent, type and character of
inequalities in the education and training of girls in the second level of
education. '

Later in 1978 the Women’s Representative Committee (Final Report, 1978)
requested the Department of Labour to institute a study of sex differences in
subject provision and choice in Irish post-primary schools, particularly at
Leaving Certificate level. The main reason for this request was the belief that,
despite educational developments, a great deal of educational inequality sull
existed, particularly in the curicula followed by girls and boys in post-primary
schools, and that this educational inequality contributed significantly to
subsequent inequalities in employment (ibid., p.37). Agreement on the final
terms of reference for the study was reached between the Employment Equality
Agency (Dcpartment of Labour) and the ESRI in May, 1979. In this, the
EEA acted in co-sponsorship with the Departments of Labour and Education,
and with financial assistance from the EEC.' The study is, therefore, a response
to national and EEC concern about sexual inequalities in educational provision
and subject choice in Irish post-primary schools.

The study was given three major objectives:

. To investigate the extent, nature and “causes” of sex differences in the
school provision of subjects in Irish post-primary schools at the Group
Certificate, Intermediate Certificate and Leaving Certificate levels. In sum-
mary, the main objective here could be restated as follows: given wide variation
from school to school in the range, level, nature and “packaging’ of subjects
offered to boys and girls, what is the extent and nature of such sex differentia-
tion in curricular provision by schools, and what are the major factors
accounting for that variation?

In 1980, for example only 54 per cent of girls took Science in the Intermc-
diate Certificate examination compared to over 90 per cent of boys. Girls are
barely represented in the number of pupils provided with, or taking'up, any
of the technical subjects in any second level examination. About four times
the proportion of boys than girls take up Higher Maths in the Leaving Cert.

Dicectorate General V, Employment, Social Affairs and Educadon.
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and about eight times as many boys take up Physics. On the other hand,
Home Economics, Art and Music are equally biased as girls’ subjects.
Obviously a very high degree of sex difference in subject take-up exists in these
examinations. But what really accounts for these differences? Are they simply
due to school provision differences, or — an equally plausible alternative
hypothesis — are they due to spontaneously arising differences between boys
and girls in subject choices amongst an equally available set of options put
before them? If the former is true, policy is easily, though perhaps expensively,
determined by additional subject provision. If the latter is the case then a very
different set of policy options becomes relevant.

In order to examine provision differences amongst post-primary schools,
and the extent to which an historically grounded provision differentiation by
sex actually occurs in the system, a very detailed programme of work was
agreed with the steering committee. This involved an examination of the
pattern of change in subject provision in the different types of Irish post-
primary schools over the preceding decade and a half — a period of very rapid
change in Irish post-primary education.The extent of this change can be
appreciated from the fact that between 1965 and 1980, the number of pupils
in second-level schools more than doubled, while the number of candidates
taking the Leaving Certificate examination — at the end of second-level
education — more than trebled. IT significant differences in subject provision
policy exist amongst schools catering for girls and boys — even in 1981 only
about 20 per cent of secondary-level pupils attended coeducational schools
— such a study of changes in curricular provision by schools over such a
crucial period of time should allow us to determine whether certain social,
cultural and resource differences amongst schools are systematically related
to these changes.

To answer this question, a stratified random sample’ of one-fourth of all
secondary schools was selected (125 schools in all). Intermediate Cert. (IC)
exam results were extracted from the Department of Education files for half
of all students doing the IC in these schools in 1976, 1973, 1970, 1965 and
1962. All of the Leaving Certificate (LC) records for this sample of students
were also extracted and coded. A total of around 20,000 records were extrac-
ted. This gives us a time series of linked Intermediate Certificate and Leaving
Cert. records in a national sample of hoys’, girls’, and co-ed secondary schools
over a crucial 15-year period. In addition to this 10,000 Group Certificate

*The gopulation of Secondary schools — taken from the 1978 official List of Post-Primary Schools, was
stradified by whether the school was fec-paying or free; Catholic or Protestant; Girls’; Boys'; Coed; and by
three size groups; <300; 300-499; 500+; and %}' size of place. There were 81 cells in ail of which 35 were
empty. One in four sarnglcs were sclecied randomly — using random numbers. This gave us a fully
proportional sample of 123 schools.
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records were also extracted for the period 1965 to 1978 from a one in four
sample (N=>58) of vocational schools.

Basic information on the characteristics of these schools was subscqucntly
added to the file: the size of school at each stage; the rcl:glous order that
operated the school; whether a coed or single sex school; region; whéther fee-
paying or not, etc. The relationship between curricular variation and change
and this set of school characteristics was then explored in detail. ;

!

2. The second objective is closely related to the first. Although provided
in the school, not all subjects are offered on an equal basis to all pupils in the
same year or class within a school. School managements make distinctions
amongst pupils on the basis of ability, sex, or previous performance, and
frequently allocate different sets of subjects to different categories of pupils:
e.g., girls are not allowed to take technical subjects, boys are not allowed to
take Home Economics; most boys are allocated Science, girls are given a
choice; upper streams are allocated higher level Maths in some schools but
given a choice in others; lower ability streams are not allocated French, and
so on. Such schools determined constraints on choice — within the total set of
subjects taught by the school — may be an extremely lmportam source of
subjcct/pupil differentiation that has very little to do with “choice” by pupils.

To examine the extent and nature of such school determined subject
differentiation detailed interviews were carried out with principals and career
guidance teachers in a national sample of post-primary schools. The feliability
and comprehensiveness of the information on such school allocation rules —
of pupils and subjects, etc. — was cross-checked. The information obtained
from both respondents was amalgamated with that from a detailed 'adminis-
tered questionnaire study carried out with Intermediate and Leaving Certific-
ate students in the same schools. ‘

As a result the extent, nature and significance of such “‘school allocation”
procedures were extensively studied; as well as the way these rules vaned by
such basic school characteristics as single sex or coed schools, vocational or
secondary schools, large or small schools, and so on.

3. Pupils can only choose within the set of subjects offered by the school.
Whether the school offers the subject or not is outside the control of individual
pupils. But within such school determined constraints the main’ question
becomes: to what extent do boys and girls choose differently within'the same
or similar set of subject options offered? And if such student choice factors are
important — what accounts for such sex differentiated choices?

Essentially the first two objectives deal with differences between schools.
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The third focuses on differences amongst pupils within schools on their subject
choices and on the factors explaining such differences. Boys and girls bring to
post-priznary schools a somewhat different set of educational skills, self con-
cepticns, attitudes toward different subjects and their sex role appropriateness,
as well as different life goals and expectations — marriage, childrearing, work
and career. What is the nature and extent of these differences? And to what
cxtent does such a sex differentiated culture explain sex differences in subject
choice?

QOur initial hypotheses, formulated on the basis of a review of the research
literature, was that sex differences in subject choice could largely be explained
in terms of the following factors:

(i) Differences amongst pupils in educational performance in crucial
subjects.

(i1} Diflerences in sex role expectations: in occupational, carcer and mar-
riage expectations, and in some current sex differentiating roles.

(t11) Sex differences in educationally relevant values, beliefs and attitudes:

(a) senses of personal competency — particularly in Maths and
Science;

{b) attitudes toward different subjects on the curriculum;

(c} sex differences in relation to classroom interaction and learning
experiences — particularly the distribution of rewards and sanc-
tions in the classroom;

{(d) “significant other” influences on choice and aspirations — partic-
ularly parents, teachers, peer group, etc.

{(iv) The reinforcing effects of teacher and school influences on their sex
differentiated attitudes and aspirations.

To investigate these and other hypotheses a detailed national survey of the
subject choices made by pupils in the Group, Intermediate and Leaving Cert.
examination classes, and of the school determined and individual factors
related to thesc choices, was carried out in a random sample of post-primary
schools in 1981. A total of around 4,000 Leaving Cert., 5,200 Inter. Cert. and
510 Group Cert. pupils werc administered detailed questionnaires in their
classes in the sampled schools, and an extensive analysis of the responses to
these student questionnaires was carried out to test the validity of a number
ol aliernative hypotheses purporting to explain pupil choice patterns.

This way of setting up the problem would appear to assume that the way
in which schools provide and allocate subjects is attitudinally neutral and can
be adequately represented by the formal school rules of subject allocation. In
fact there has been extensive research documenting the significance of informal
teacher expectations and influences on subject or level choices and perform-




6 THE ECONOMIC AND SOCIAL RESEARCH INSTITUTE

ance (Maccoby and Jacklin, 1974; Safilios-Rothschild, 1979; Kelly, 1975,
1981). However, it was our view that in so far as such informal curricular
influences operated within schools they would be adequately reflected in the
differential attitudes and expectations of male and female pupils as well as in
pupil perceptions of such teacher/school influcnces. By and large, these
expectations were confirmed by our results, but we would be the first to admit
that our approach does not fully clucidate the nature and extent of these
“hidden curricular” influcnces operating within schools. Given our terms of
reference, however, and the time and resource constraints under which we
worked, we remain confident that 1o a large extent these indirect measurements
of the “‘hidden curriculum” do adequately represent the effects, though not
the nature, of the phenomenon.

In the following section we show that substantial sex differences exist in the
subjects taken by boys and girls in the Intermediate and Leaving Cert.:
whether these differences are due to differences in provision, allocation or
choice will be explored in detail in Chapters 510 9.

Sex Differences and Inequalities in the Curriculum

From a position in the mid-1960s when significantly fewer girls than boys
completed the senior cycle of post-primary education, participation rates in
almost all European countries in the senior cycle of second level have become
roughly evenly balanced over the past decade (Eurostat, Education and Training,
1980). Significant differences continue to exist, however, in all countries in the
type of institution attended — with boys being disproportionately concentrated
in technical or vocational education, girls in domestic science and commercial
subjects. Even in countries where there has been a progressive comprehensi-
visation of education, as in Great Britain, for instance, coed comprehensive
schools still exhibit significant sex differences in the type of courses being
followed. In such respects the fact of comprehensivisation and coeducation
has had very little impact on the degree of sex differentiation (Byrne, 1978 (a),
(b), (c); Kelly, 1981; Department of Education and Science (DES), 1975;
Council of Europe, 1982).

Girls then are no longer at a serious disadvantage in regard to selective
secondary education — indeed, if anything they are over-represented in
academic type upper second-level courses. And even at third level, very
significant progress has been made in participation rates, with small differences
now remaining between the sexes in the overall participation rates in most
European countries in the early stages of third-level education.

The differential participation of the sexes in third-level educaiion will be
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covered in detail later but the trends in Figure | indicate clearly the substantial
increase that has occurred in second-level participation rates and certification
levels over the past 20 years in Ireland.

Figure 1: Percentage of boys’ and girls’ cohorts who did the Intermediate and Leaving Certificate
Examinations in 1961 to 1979

——t

/ \...- Laseing Cortifics Boys
/'/ 4 ’
T ‘r’./ / //
- ! /

i 1 1 i 1 1 I
a1 P 1 M PR vl B em i e iml Med
YEAR

Source: Annual Statistical Reports of the Department of Education. Maximum
cohort size estimated’ from nos. of male and female pupils of 12 years old 3 years
previous to year of Inter. Cert. and 5 ycars previous (0 year of Leaving Cert.

In 1963 of 55,000 primary school leavers 43 per cent went to secondary
schools (including “Secondary Tops™); 29 per cent to vocational schools, and
28 per cent left full time education at that age. Significantly fewer girls than
boys dropped out at that stage, but of those who proceeded substantially more
girls went into academic secondary schools (/nvestment in Education Report, 1966,
p.169). By 1980, of roughly 67,000 primary school leavers less than 1 per cent
dropped out of school, 65 per cent went to secondary schools, 25 per cent to
vocational schools and 10 per cent to the newer comprehensive/community
schools. Substantially more boys than girls went to vocational schools and
more girls went to secondary schools.
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Such increasing rates of participation are very obvious in Figure'l: a very
rapid growth in the participation of girls, particularly in the Intermediate and
Leaving Certificate examination. Now more than 80 per cent of girls do the
Intermediate Certificate and roughly two-thirds go on to do the Leaving
Certificate. The participation rate for boys at second level is significantly
lower and this sex difference has widened over the period, particularly at the
senior cycle level. This trend toward increasing participation levels for girls in
the senior cycle of post-primary schools has been true for most EEC countries
in the 1970s (Eurostat, Education and Training, 1980, p.157).

But if increasing participation rates involve only increasing proportions of
girls taking the traditionally “feminine” subjects in second- or third-level
education, changing sex differences in participation rates would have less
meaning. Indeed, in many respects, this appears to have occurred with
increasing female domination of third-level teaching, paramedical and social
science courses, with only slight improvement in the apprenticeship, manage-
ment, technical or applied science areas. (See Eurostat, Education and Training,
1980; Council of Europe, 1982}. So, at second and third level the main
distinctions between the mainly feminine and masculine disciplines remain,
though showing slight reductions in the male domination of Technical and
Applied Science areas.

As we have seen, overt sex differentiation in curricular objectives and
provision exist in most European countries (Byrne, 1978 (a) (b) (¢); Council
of Europe, 1982). These curricular arrangements significantly decrease the
probability of girls taking up technical and scientific subjects particularly.
They are based almost universally on historical distinctions in the careér paths
and family roles of men and women, although they may only very roughly
reflect current differentials in the work and family roles of younger married
women, and in most cases do not take into consideration the considerable
shifts that are occurring in the labour market and in adult gender rculcsj1

Nor has the marked trend toward comprehensive and coeducation made
much of an impact. In the United Kingdom, for instance, despite a far
reaching movement toward coeducation, sex differentiation in subject take up
is very pronounced, in both the GCE and CSE examinations. By 19753, almost
80 per cent of secondary schools were coeducational, but within these schools,
although there was supposed to be formal equal access 1o all subjects, less
than 2 per cent of examinees in Technical Drawing in the GCE/CSE examin-
ations in 1975 were female, and less than | per cent in Woodwork/Metalwork.
The position in Physics, Chemistry, and Maths, although less male dominated,
was also dominantly male (Department of Education and Science,’ 1975;
Byrne, 1978 (a), pp 114-129). ‘

The most recent reviews of curricular specialisation in European countries
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(Byrne, 1978 (a) (b) (c); Council of Europe, 1982) show a very biased
specialisation ‘of males in the.Technical, Physical and Applied Sciences, and
- Mathematics; and’of -girls. in Biological  Sciences, Languages and Social
Sciences. Even in the Scandinavian countries (which-have the most developed
programmes to help equalise opportunities) despite a clear movement toward
reducing inequality over the past decade, subject choice at second and at third
level are still highly differentiated by sex: with Manual, Technical, Mathe-
matics, Physical Science subjects dominated by boys; and Languages, Arts,
Domestic Science by females. Specialisation in Commerce subjects show an
interesting trend — its sex specific nature varies widely from country to
country (Council of Europe, 1982).

The following two fhgures illustrate the position in Ireland, more detailed
analysis being provided later. At the junior cycle, boys quite clearly dominate
the technical subjects — Mechanical Drawing, Woodwork and Mctalwork. A
mere handful of girls take Mechanical Drawing, for instance, the most popular
technical subject (see Figure 2). But even in Science and Higher Maths a quite

Figure 2: Relative proportions of boys and girls taking different subjects in the Intermediate
Certificate Lxamination in 1980
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Source: 1979/80 Deparument of Education Statistical Report, this basce being the total
number of pupils taking the Leaving in 1980.
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pronounced male bias occurs, with over 90 per cent of boys but less than 60
per cent of girls taking Science as a subject in the Intermediate Certificate.
The reverse kind of bias occurs in Home Economics,"Music and' Art; .and to
a less pronounced extent in Modern Languages. !

Subject bias in the Leaving Certificate is even more pronounced (see Figure
3). Almost no girls take any of the technical subjects while Higher Mathe-
matics, Physics and Chemistry show a substantially larger sex differentiation
than do Higher Mathematics or Science in the Intermediate Cértificate. As
pupils move from junior to senior cycle, greater sex differences ‘occur. Even
Science subjects themselves become sex differentiated — Biology showing a
very clear female bias and Physics an even more pronounced male bias.
Interestingly, the introduction of the Home Economics course (Social and
Scientific) has resulted in a slightly less pronounced female bias at the Leaving
Certificate level.

Figure 3: Relative proportions of boys and girls taking different subjects in the Leaving Certificate
Examination in 1980
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Quite distinct patierns of subject specialisation, therefore, occur in Irish
post-primary schools. The aim of this research report is to describe the extent
and nature of these sex differences as well as to jocate the source or “causes”
of these sex biases. In the following section we briefly review the main rescarch
findings which bear on this question, and which form the basis of our
conceptual approach to the research carried out.

Accounting for Sex Differences

What then are the main influences bringing about such sex differences in
the educational experience and performance of the sexes? Since excellent
reviews of the research literature exist elsewhere (Maccoby and Jacklin, 1974;
Safilios-Rothschild, 1979; Kelly, 1980) our aim is simply to provide a sufficient
foundation for our assumptions and conceptual approach to the detailed
research described in the remainder of the monograph. In the following we
focus initially on that research which attempts to explain sex differences in
terms of cognitive and value differences as well as differences in social orien-
tation. In later chapters we examine the effects of schooling on reinforcing
such traditional sex role differentiation.

(a) Innate vs. Learned Differences Between the Sexes

The literature is in gencral agreement that whatever innate diflerences in
personality and ability may exist between the sexes they are virtually impos-
sible to abstract from socially learned and reinforced differences. Tresemer
(1975, pp.- 312-313) summarises some broad-ranging research on this topic,
and concludes that in so far as there may be such innate differences, what is
important is the significance attached to them. A large range of cultural
interpretations has arisen from the same small biological difference. For many
of the pairs of polarised attributes associated with men and women in our
society, the opposite association has been upheld in another country. (See
Davies and Meighan, 1975, p. 168.) This suggests that “masculine” and
“feminine’’ characteristics are best seen as metaphors, culturally-evolved
interpretations of physiological differences, which vary over historical and
social circumstance (Lee and Gropper, 1974, p. 347).

There may be some genetic or biological basis for differences in mathemat-
ical and verbal abilities between boys and girls which is not as yet clearly
identified or understood. Astin (1975, p. 80) summarises the main findings as
follows:

1. Boys and girls do not differ systematically on measures of total or
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composite cognitive abilities — that is, 1Q measures. But girls tend to be
superior on verbal abilities; boys, on spatial and mathematical abilities.

2. In general, of all three aptitudes, (Math., verbal, spatial), spatial relat-
ions emerge as one of the most consistent and strongly differentiating
aptitudes between the sexes.

3. Studies that have examined genetc, hormonal, or differential brain
development differences as possible determinants of differential cognitive
functioning between the sexes are, as yet, inconclusive.

These cognitive differences obviously confer some advantage on boys in
mathematics and physical science. Most of the comparative international
work on this has shown a consistent advantage for boys in mathématical and
scientific ability (see Kelly, Girls and Science, 1978). These differences, however,
are rather minor compared to much larger cross-cultural differences in math-
ematics and science achievements, with girls in some countries considerably
outstripping boys in others (see Kelly, 1978, p. 106).

Therefore, although cross-culturally consistent sex differences exist in cer-
tain aspects of cognition, these differences are very small when compared to
the very wide differences in actual achievement obhserved within countries, as
well as the even wider cross-cultural differences. Although it would, therefore,
be very unreasonable to reject the hypothesis of genetically or biologically
determined differences in spatio-visual and related cognitive abilities, these
are relatively minor when compared to the extremely wide seéx differences
observed in mathematical and science performance, particularly when one
takes into account the cross-cultural diflerences observed.

(b) The Influence of Parents and Early Learning of Gender Roles

A highly differentiated task, authority and social-emotional pattern of roles,
based on age and sex, has characterised family and kinship structures in
almost all societies over a very long period of time (Parsons and Bales,
1955; Goode, 1963). Culwral diflerentiation based on sex .— with the
instrumental-leadership roles being taken by males and the social-emotional
by females — might not be as functional or as determinative as proposed by
Parsons and Bales (1955), but deep seated cultural differences by sex exist in
almost all cultures and result in the socialisation of even infant boys and girls
into sex role models which are so deeply and so implicitly accepted that they
appear to be outside the reflective consciousness of even “liberated” parents.

Socialisation into gender roles begins with the identification of physiological
sex at birth, (e.g., colour-coding girls and boys). From the child’s earliest
experiences, learned gender attributes have a central place in its discovery of
what or who it is. By the age of five, most children have strong sex-typed
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views on appropriate behaviours and expectations, and monitor their own
behaviour in the light of these (sce Hoffman, 1972; Kohle and Piliavin, 1976;
and Parsons, Ruble, Hodges and Small, 1976). Parents’ own attitudes are
influential in this process, and traditional roles are difficult to escape. Even
wherc parents are acting in a totally equalitarian fashion as Parson et alia
(1976) remark, “still thc children may extrapolate stereotypes from their
culture. And in turn these stereotypic beliefs can influence children’s percep-
tions of expectancies of others, perceptions of their own ability and perform-
ance, attributional patterns, and, ultimately, gencralised expectancies for
success” (op. cit., p. 34). Despite avowals of egalitarian intent in the education
of the sexes two studies have shown that even “liberated’ parents were often
sending their children to different kinds of schools, and did not agree with
broadening curricula to teach boys needlework or girls woodwork. Household
tasks were similarly sex-typed (Sampson, 1976).

Parents in most cases play a very direct role in shaping their children’s
acceptable gender identification (see Lee and Gropper 1974, p. 387). Very
young children showed least gender exclusiveness, playing readily, for
instance, with “boys” or “girls” toys (Sampson, 1976, p. 15). But parental
discipline and correction is administered differently to boys and girls. Mothers
treat male and female infants differently: girls arc expected to be more fragile,
and are treated more protectively. Fathers especially discourage any “femi-
nine’’ behaviour in sons while indulging this behaviour in girls (Moss, 1967,
Davies and Meighan, 1975). Girls are less likely than boys to be given
independence or support training at an early age, and, therefore, tend not to
develop confidence in their coping ability as quickly as boys (Hoffman, 1972;
Fitzgerald and Crites, 1980).

Children recognise from an early age that their sex is central to the way
they think about themselves. The task performance by 6-8 year olds (playing
with an asexual toy clown) is markedly affected by gender attribution of the
task (see review in Davies and Mcighan 1975, p. 169). By kindergarten age
(4-5 years), Kohle and Piliavin (1976) found that boys and girls knew that
their future career choice was governed by their sex. Like Looft (1971), the
authors found that the girls’ desired carcers were mostly nurse or mother or
other ‘“‘caring” services. Both girls and boys perceived boys’ career options to
be wider and more adventurous, and shared the estimation of men as strong
and competent and women as weak and less competent.

There is disagreement about the role of parents in shaping girls’ and boys’
ambition and independence. Manley (1977) summarises the relevant research
(pp. 230-235), on the nature of boys’ and girls’ achievement motivation, and
parents’ role in its promotion. She suggests that parents’ influence has different
consequences for achievement motivation depending on whether they show
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warmth or hostility to boys and girls, and whether warmth is shown in a
controlling or a permissive environment. Parental warmth was more often
correlated with males’ achievement orientation than with females’; parental
permissiveness or absence of maternal intrusiveness seemed to be a more
important {actor for girls’ than for boys’ development orientation or ambition,
though the father-daughter relationship may prove to be important. ngh
levels of maternal nurturance typically generates “femininity” in girls, i.c.,

dependency, passivity, conformity (Mischel, 1970). The more creative of a
group of doctorate-holding women mathematicians were alienated from their
mothers and identified primarily with their fathers. i

Parsons, Ruble, Hodges and Small (1976) summarised the evidence to
explain the subjective and relatively covert psychological sources of differential
expectancies of success: !

(1} Culturally determined expectancies: by age five, sex-labelling affects
children’s performance of tasks and the stercotyping of man-strong, woman-
weak, is incorporated into their behaviour. The expectations of “significant
others” (parents, teachers, best friends) appear to be more consistent for boys;
their self-perceptions are more consistent with their perception of the expec-
tations of others. (2} Girls perceived their abilities as lower than boys in spltc
of the fact that girls on average performed better. This appcars to occur in
children as young as kindergarten age. (3) Frieze (1975) suggested that
females’ attribution of success to luck reinforces low expectations; with failures
seen as “‘normal”. Girls tend to accept and perpetuate low expectations in this
way, attributing their failures internally, to lack of ability; and their successes
unstably, to effort or luck. Boys’ failure is attributed to lack of effort or poor
luck; success to ability.

The main conclusions flowing from this rescarch postulate that even accept-
ing certain innate sex differences, these originating distinctions are consider-
ably magnified by early socialisation into “‘taken for granted” sex differentiated
roles. These differential expectations are often so deeply internalised, so taken
for granted, that even “liberated” mothers clearly distinguish between infant
boys and girls in their expectations, sanctioning and succouring behaviour.
These differences in expectations not only result in young boys and girls
thinking of themselves as being different but in girls tending to think of
themselves as less able in certain crucial aspects. As a result, children carry to
school with them clear sex differentiated expectations, as well as likely differ-
ences in rcactions to teachers’ expectations and the way thcy distribute
rewards or sanctions.

(c) School Effects ‘
The rescarch on sex differentiated teaching has been so extensively reviewed
I
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elsewhere (Safilios-Rothschild, 1979, pp. 65-90; Kelly, 1975, 1981; Maccoby
and Jacklin, 1974) that there is no need to repeat it here. Three aspects deserve
attention, however: (i} sex differences in school provision have been shown to
be very important — as between boys’ and girls’ schools, as well as sex
difference in subject and resource allocation within coeducational schools
(Byrne, 1978, (a) (b) (c); Kelly, 1978, 1981). Such clear sex differences in the
provision of subjects — particularly in mathematics, science and technical
subjects — are based on decisions made by school authorities. They allocate
different curricula to boys and girls and by so doing endorse and reinforce
traditional gender role differences. As Byrne (1978 (c)} has pointed out, Irish
post-primary schooling is highly sex differentiated in this sense. (ii) Clear sex
differences in allocation rules within coed schools have also been clearly
demonstrated, with girls being allocated to ““traditional female” subjects —
Domestic Science, Art and Music, extra Languages, etc., and boys to Technical
and Science subjects (see Byrne, 1978 (c})). As we shall sec, marked school
differences exist in these regards in both coed and single sex schools — c.g.,
in single sex schools an insistence that almost a/f boys do junior ¢ycle Science
while girls are given a choice, while in coed schools there are clear sex
differences in the packaging of options for boys and girls.

The exclusive provision of Home Economics to girls and Woodwork or
Metalwork to boys is widespread. The filtering of girls into arts rather than
science subjects because they are more congruent with their gender-role is
also prevalent (see Davies and Meighan, 1975; van der Bakker, 1974; Brock-
Utne, 1981; for relevant information on British, Dutch and Norwegian
schools). In many cases, the allocation of resources and subjects 15 decided on
grounds of sex. The British Ministry of Education had prescribed lower
standards for Science and Technical rooms in girls’ schools than were pre-
scribed for boys’ schools (Davies and Meighan, 1973, p. 170). In Ireland a
less serious Maths course was taught exclusively to girls up to the mid-1960s;
the Group Cert. curriculum is still highly sex differentiated; the design of the
Mechanical and Technical drawing syllabi is indirectly linked to other “male”
subjects.

{d} Schoo! Texthooks/Examinations

Extensive research has been carried out in Britain {see Kelly, 1981, review),
the United States (see review in Safilios-Rothschild, 1979, pp. 72-73), France
(review by Michel, 1981; Beraud, 1975) and many other European countries
on sex rote stercotyping in school textbooks. They show it to be pervasive and
in many cases quite retrograde — with parental roles so traditionally presented
as to be out of keeping with current trends, This reinforcement of traditional
stercotypes, of what are often currently inoperable adult sex role madels,
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represents a form of inbuilt structural differentiation in the learning process
which legitimises and solidifies traditional sex role allocations.

Such sex-typing in textbooks, which conveys ‘‘normal’ views on behaviour
to children in a non-explicit fashion — the majority of dominant characters in
the illustrations, for instance, being male — appears to be the norm; women,
when they appcar at all, being portrayed as secondary characters. They are
most often engaged in domestic activities, or in “caring’ or service activities;
rarely portrayed as at work outside the home, and virtually neveriin an equal
capacity (in personality traits or occupational activity) to men. These role
models serve o substantally reinforce traditional stercotypes (see review in
Davies and Meighan, 1975, pp. 169—171; Council of Europe, 1982).

Examination and achievement tests have also been shown o be significantly
sex-biased — particularly in Maths and Scicnce. (sce review by Saflios-
Rothschild, op. cit., p. 73; and Kelly, 1980, pp. 25-26}. Milton (1958) and
Gral and Riddell (1972) find that girls did better in maths examination
questions that referred to specifically feminine activities than an questions
which were mathematically identical but framed in masculine of apparently
ncutral form. Questions using such feminine examples are extremely rare in
examination uestions. ‘
(¢) The Hidden Curriculum '

Most of the above refers 1o explicit bias in school programmeés. But what
appears to be equally important are the implicit, taken for granted, distinctions
made by teachers between boys and girls within and outside the classroom.
The “‘two-thirds” rule as enunciated by Flouden but adapted by Spender
{(1981) dramatically, though probably exaggeratedly, indexes this: teachers
spend two-thirds of their interaction ume with boys in coed classes, and two-
thirds of student initiated interaction is from boys (Spender, 1981; Wernerson,
1981; Claricoates, 1978; Kelly, 1978, 1981). Both the behaviour of pupils and
the expectations of teachers appear to reinforce traditional sex roledistinctions.
Boys in coed classes appear to be more assertive, competitive and less accepting
of authority. Girls appear to be more compliant and accepting of authority.

Parents, whatever their implicit role-expectations for boys and girls, treat
their children as unique individuals (Parsons, Ruble, Hodges and Small, 1976,
p. 33). Teachers, with a large number of children to control, are more prone
to rely on stereotypes — more willing to generalise about the abilities of
“boys™ and “girls”, as social categories (Davies and Meighan 1975, p. 174).
Studies of teachers’ expectations of the ideal pupil in junior classes show that
they conform closely to the traditional female sex-role: interested, compliant
and industrious. (See, Lee and Gropper, 1974, pp. 388—390; Safilios-Roths-
child, 1979, pp. 65 fI.}: and because of this congruence of “good-pupil”” and
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female roles traditional patterns of sex-typed behaviour are reinforced. While
teachers regarded girls as confirming more closely than boys to the model of
the ideal pupil most teachers would nonetheless prefer to teach boys. They
saw girls as more conscientious, neater, better at written work but they felt
boys had better career prospects and were easier to get on with. (See Davies
and Meighan 1975, pp. 174—5). As a consequence of these sex role difleren-
tiating processes the general tenor of research findings in this area indicates
that girls — with their high conformity to “ideal pupil”” expectation held by
teachers — tend to be rewarded more frequently for this conformity. Even low
achieving girls, by conforming more closely to ideal classroom and sex role
behaviour norms, are much less sanctioned by teachers than equally low
achieving boys who, most rescarch reports show, are far more disruptive and
difficult to control (Safilios-Rothschild, 1979, pp. 67-74).

However, although the level of rewards may be higher for girls the meaning
of these “rewards’ may be quite different. Teachers tend to respond differently
to boys’ and girls’ performance. The achievement literature already referred
10, suggests that teachers are more prone to attribute boys’ failure to unstable
causes such as lack of effort, and girls’ to lack of ability. They also tend to
criticise girls’ work more pointedly, allowing girls to imbibe doubts about the
intellectual quality of their work and abilities, whereas criticism of boys’ work
is directed in such a way as to allow them to dismiss even substantial criticism
as not relevant to their innate abilities (Parsons, Ruble, Hodges and Small,
1976, p. 57).

() Effects of coeducation

The relative merits of coeducational and single sex schooling deserve careful
assessment, especially with the increasing importance of our newer, mostly
coeducational, community schools. This trend towards coeducation holds in
most western countries despite a lack of consensus regarding its educational
merits over single sex schooling.

One of the most influential British advocates of coeducation had been Dale
(1969; 1971), whose 1971 study found that in Britain both teachers and
students generally preferred coed schools. The atmosphere in coed schools
was seen as more congenial and the students perceived the teachers as
friendlier and more helpful. Single-sex schools, on the other hand, were seen
as stricter and as placing more emphasis on discipline. In a later study, Dale
and Miller (1972) found only a shight association between the type of school
atiended and first year university performance but that what effects there were
tended to favour coeducated students. But most recent work (Dale, 1974,
Department of Education and Science, 1975; Ormerod, 1975; Finn, 1980)
has shown, however, that when the obvious social class differences between
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the single sex grammar or secondary schools, and coeducational comprehen-
sive schools, are controlled for, sex biases in subject attitudes, preferences and
choices still remain in coeducational schools and in many respects girls in
coeducational schools are at a distinct disadvantage. Dale’s {1974} revised
review of research on the issue, for instance, indicated that girls in single sex
schools were more likely to choose Science and Maths subjects. Ormerod’s
(1975) and Finn’s (1980) studies showed that strong sex linked choices and
levels of achievement, particularly in Science, were greater in coed schools.

A number of reasons were proposed to explain this. Boys and girls have
different learning styles (Ormerod and Duckwork, 1975) — particularly in
Science — and respond differently to various teaching strategies and types of
teacher and evaluation-sanctioning practices which discriminate between boys
and girls. Teachers appear to unwittingly adopt practices which encourage
and advance boys and simultaneously reinforce girls’ beliefs that they cannot
do as well as boys in Maths and the Physical Sciences (Ormerod and
Duckworth, 1975). This “polarisation thesis” in coed schools has been sup-
ported by observation studies of classroom interaction in coed schools which
indicate a significant male btas in attention seeking, information giving, and
in teacher evaluation and sanctioning behaviour (Spender, 1978; Spender and
Sarah, 1980; reviews by Kelly, 1980; Safilios-Rothschild, 1979). As a result a
greater polarisation of subject choices occurs amongst coed pupils.

Also in coed schools the saliency of sex role identity formation processes
appears to be greater — bringing about greater sex role polarisation in these
circumstances {Ormerod, 1975). A study by Coleman in the United States
(1961) and a later one by jones, Shallcrass and Dennis (1972) in New Zealand
found that in coed schools there is a greater emphasis on popularity and on
dating than in single-sex schools. Coleman argued that status in the adolescent
society of coed schools is more dependent on popularity than on scholastic
achievement. Allen {1978) also finds that pupils in a mixed school tend 1o
reaffirm the traditional sex role stereotypes in their choice of subjects.

Overall, however, there is no universal agreement amongst researchers in
this area, many studies — particularly American — finding no - effective
differences between the school types on a range of variables. Many of the
individual studies, however, fail to contral for very relevant variables in their
comparison of single sex and coed schools — like the social class characteristics
of the pupils — so that results have to be interpreted very carefully. Given the
almost unanimous recent British results, however, the most reasonable hypoth-
csis appears to be that in terms of subject choice, educational achi¢vement,
self attitudes and attitudes to Maths/Science, etc., that girls in coeducational
schools are at somewhat of a disadvantage relative to giris in single sex schools
— once other relevant variables have been controlled for (Dale, 1974; Depart-
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ment of Education and Science, 1975; Ormerod, 1975}. Coeducation schools,
therefore, although significantly advantaged in terms of curricular provision
and efficiency, do not appear to have that significant advantage in terms of
student take-up of subjects — particularly subjects that are clearly sex ster-
cotyped — or in levels of education achievement. Nor does it necessarily have
the advantage, for girls, of more spontaneous and successful socialisation into
satisfactory adult sex roles or satisfactory educational self image that was
originally claimed for it.

Although differentiated sex role socialisation has been proceeding since
childhood it may be a mistake to assume that — even where such differentiated
primary socialisation has crystallised into rather clearcut sex role identities by
age 12/13 — the constituents of sex role identity (particularly the extent to
which essentially sexist heliefs underlic it) have become so crystallised by
secondary school age it is not open to change. Puberty/adolescence is a
particular developmental period in which reflection upon childhood
experiences and one’s family socialisation experiences take place, that the
identity crises force at {east re-conceptualisation, il not a break, with former
relationship concepts and associated patterns of thought and behaviour. It is
in this period of potential contradictory expectations/messages that girls face
far greater problems than boys — whose traditional roles are not threatened
and are not open to such contradictory expectations about roles. For girls it
is a time in which very diffuse and unsure expectations have to be crystallised
into very concrete choices.

Significant sex differences in Mathematics and Science preference widen
markedly in adolescence (sce review by Kutner and Brogan, 1976; Kelly,
1978; Safilios-Rothschild, 1979) — precisely at a time of heightened awareness
of gender identity. However, although beliefs in the “natural” ability and
aptitude difference between the sexes is highly institutionalised in western
society, identity formation in puberty and adolescene in modern industrial
societies takes place in a much more isofated ““breathing space” than was true
in previous generations (Coleman, 1961). In this respect many schools facili-
tate change and others reinforce tradition — whether coed or single sex.

Teachers, the school organisation and peer influence connected to the
school, vary in the extent to which they create “a space” for exploration of
alternative role models. The school itself may be able 1o create an arena of
achievement which allows girls to construct models of themselves along
alternative lines to the traditional onc but which sull stay within the ideal
framework of values. However, it may well be, as Bernstein (1975) has pointed
out in another context, that schools cannot “‘compensate for society” in this
way. Part of the objective of this study is to try to assess the significance of this
school variation.
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(g) Conclusion ‘

The preceding briefly reviews the research available on factors explaining
sex differences in type and level of educational and occupational achieve-
ment:— inherited and early socialisation differences, early schooling effects,
the various influences on adolescent sex role identity formation, and institu-
tional and social psychological factors likely to influence adolescent boys and
girls in their educational and occupational choices.

The main variables used in the study and the hypothesised set of relation-
ships amongst these have been briefly indicated in preceding paragraphs.
Both “structural” (family background and school factors) and social psycho-
logical factors are posited as significant in curricular provision and subject
choice. The underlying reasons for subject provision and allocation differences
amongst schools will be explored in detail in Chapter 4 and the evidence
assessed in Chapters 5 to 7. In regard to “subject choice’ we have concentrated
on sex differences in such “internalised variables’” as: educational sejlf—imagc;
sense of mastery over subjects; extent of “initiative-taking” in classroom;
attitudes toward own competence in maths and science; the nature of perceived
sanctioning in the classroom, etc. In our own review of the literature these
appeared to be the most important differentiating variables. And in our
extensive pretesting all of these variables showed substantial sex differences
and explanatory potential. The following, thercfore, are the main hypotheses
being proposed to explain why girls differ [rom boys in their choice of subjects

— given equal chances to select a subject. Girls are hypothesised:
|

(i) to have lower educational self-images, and less confidence in them-
selves to achieve educational goals;

(i1) to have developed more negative attitudes to Mathematics and Sci-
ence subjects and to have a lower sense of mastery over such difficult
subjects;

(i) 10 have more positive attitudes toward school, but at the same time
to base this to a greater extent than boys on social rather than
intellectual grounds;

(iv) to be less assertive in class and to be less sancuoned/re\\fardcd for
intellectual effort/achievement than boys; ‘

(v) to have substanually different, and primarily tradmonalf occupa-
tional/career and mamagc/work expectations;

{(vi} tohaveinternalised relatively traditional familial/domestic role expec-
tations and to have significantly higher levels of domcsnc responsi-
bilities than their brothers.

It is further hypothesised that such sex differences in pupils’ preceptions,
attitudes and expectations are the main factors explaining the differential
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subject choices of boys and girls within the set of subject options offered within
schools.

Summary

Having briefly stated our main rescarch objectives we went on to describe
the type of research undertaken to answer the terms of reference set for the
study. We then gave a bricf description of the type of sex differences present
in subject specialisation in the Intermediate and Leaving Certificate examin-
ations. And finally we provided a succinct summary of the main research
findings on the underlying structural and social psychological factors explain-
ing why boys and girls vary so much in their educational patterns.

In all of this, however, we have appeared to ignore the role of primary
education in the formation of sex role identities and in educationally differ-
entiating between the sexes. Our terms of reference, and time and resource
constraints meant that we could not cover this area even in a cursory form.
This we have left to future research. However, our review of the literature on
sex role socialisation in schools refers to both primary and second-level
education in both reinforcing traditional sex role socialisation within the
family of origin and in acting itself as an independent socialisation agent. It
would be very surprising if primary education in Ireland was less likely to
reinforce such sex role stereotypes than has been found to be the case in other
countries. The curriculum of primary schools, however, is much less variable
and potentially less sex differenuated than is true of the second level, and,
from the research evidence available, sex differences in Maths/Science com-
petencies and attitudes are much less pronounced in primary education, or at
the pre-puberty stage, than later. As a result one would expect the schooling
process to be much more explicitly sex role differentiating at second level.

This study then, deals only in the second level. It has three main objectives:
to describe and attempt to explain differences amongst post-primary schools
in the type and level of subjects provided to boys and girls; to isolate the main
differences between schools — whether single sex or coed - in the way they
allocate subjects to boys and girls; and finally to describe and attempt to
explain differences between boys and girls in their choices of subjects amongst
the set offered by the school.

There are then two main levels of analysis employed: that of the school as
an organisation, making decisions about what subjects to teach to boys and
girls — fArst to provide them within the school, and secondly to allocate them
differentially to boys and girls; and that of the pupil, choosing among the
subjects offered by the school. In the first case, the school management makes
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the decision, and any school differences observed indicate the presence of
generally widely shared values about the appropriateness of different subjects
and subject packages for boys’ and girls’ education; values which may or may
not be shared by their pupils. At the second, or pupil, level of analysis we are
concerned primarily with those differential attitudes and expectations of girls
and boys, which are the outcomes of highly differentiated socialisation proc-
esses in the family of origin, in primary school as well as in the reinforcing or
counteracting influences encountered in second-level schooling. The main
objectives of this research is to try and separate out and measure the nature
and effects of these various influencing factors. In Chapter 5 we propose a
model by which we attempt to do this. And in Chapters 5-8 we eéxamine in
detail the curricular provision and allocation problems of schools and how
they affect the take-up of subjects by boys and girls. In Chapter 9 we attempt
to explain why girls and boys differ in their choices of subjects amongst the set
offered by the school. And in Chapter 11 we attempt to draw out the main
policy implications that follow from our findings.

However, before we proceed to this analysis we need first to describe in
more detail our research procedures. This is attempted in Chapter 2, where
we also give some preliminary results of the differential attitudes and expec-
tations of boys and girls. And secondly, we need to place the whole study in
the overall context of the nature and extent of change in gender roles in
Ireland, as well as in the context of the quite differentiated second-level
educational system. This is attempted in Chapters 3 and 4 respectively.

‘




CHAPTER 2

Research Procedures and Measurement of Pupil Aititudes

The evidence on which the conclusions of this study are based comes from
three basic data sources which were assembled, coded and analysed in the
course of the investigation: (i) Examination Records — a sample of some
30,000 examination records from a national sample of 125 secondary and 58
vocational schools for the crucial period of change in Irish post-primary
education between 1965 and 1978; (i1) records coded from Timetable and
Teacher Registration files in the Department of Education in a subsample of
95 schools taken from the above national sample; (iii) interviews with Prin-
cipals, Career Guidance Counsellors, and samples of pupils from Group,
Intermediate and Leaving Certificate classes in the same national sample of
95 post-primary schools. Details of the samples, interviews and coding pro-
cedures are given in the following sections.

In the course of the research it was necessary to construct a number of
indices or “scales’ or various kinds, particularly of pupils’ attitudes and
aspirations. Some details of these are given in the last section of this chapter.
In addition some results from our survey of the different attitudes, beliefs and
aspirations of the girls and boys surveyed are given.

Examination Records Study

There are 4 main objectives of the examination records study:

(i) To describe the differences amongst schools in the degree to which their
subject provision distinguishes between girls and boys in single sex and
coed secondary schools in the period from 1965 to 1978. For this purpose
it was necessary to aggregate the individual pupil records to construct
school level records of the number and type of subjects provided for
pupils, as well as the proportionate take-up of these subjects by boys
and girls within each school.

(i1) Examine the influence of certain school factors — like size of school,
whether single sex or coed, whether the school remained as a private fee

23
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paying one after 1967 or not, etc. — on the range and content of the
curriculum provided by schools, including the degree of sex differentia-
tion involved.

{iti) To describe the extent and nature of change between 1968 and! 1978 in
curricular provision and subject take-up rates within schools, and to try
to account for differences amongst schools in these respects; given that
their pupil number and associated resources roughly doubled.over the
decade.

(iv) To describe the change in sex differences in subject provision and take-
up in the vocational school Group Certificate course between 1965 and
1978; as well as the extent to which pupils stayed on in schools after
Group Certificate to do the Intermediate and Leaving Certificate
Examinations.

A proportionately stratified® random sample of 125 secondary schools was
selected from the 331 recognised schools in the Department of Education’s
1978 list. An equivalent sample of comprensive/community (11) and voca-
tional schools (58) was also selected. Within these schools the Intermediate
and Leaving Certificate and, in vocational schools, Group Certificaté records
of one-half of all candidates were extracted in each of the five sample years:
1978, 1975, 1972, 1968, 1965 for Leaving Certificate records'. For those
candidates who completed both their Intermediate Certificate (IC) and Leav-
ing Certificate (LC) in the same school within a two-year span, their linked
IC/LG records were extracted. Ninety-six per cent of those completing their
Leaving Certificate in the sampled schools had, in fact, completed their
Intermediate Certificate in the same school two years previously. In total,
roughly 14,000 tinked LC/IC records, and an additional ¢., 6,000 IC records
were extracted for the period covered. These records give us a time series of
linked IC and LC records in a national sample of boys’, girls’ and coed,
secondary schools over a crucial 13 year period. '

In addition to this a 50 per cent sample of Group Certificate records was
extracted and coded in a one in four random sample (N=58) of vocational
schools for the years 1965, 1968; 1972, 1975 and 1978. Roughly 10,000 Group
Certificate records in all were extracted in the sample of vocational schools.
Each student’s grade on each subject examined was recorded, the accuracy of
extraction being double checked. The eventual rate of error recorded being
estimated to be less than | in 100,000 individual codes.

To answer our terms of reference, two levels of analysis are neccsary

(i) At a school level: to examine schools as systems of subject/teaching

3. Stratified by religion, fee paying or no, size of school, and whether girls', boys’ or coed school
4. All records of candidates with odd numbered birthdates were extracted.
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provision. For this purpose a school record was constructed by adding

or averaging all the pupils’ LC and IC results within each school. This

record included:

(a) The number and proportion of students within each school who took
each subject at Honours and Pass level. This tells us what subjects were
taken, and at what level they were taught; as well as the distribution of
pupils across the subjecis offered. A minimum of 3 pupils taking a
particular subject at 1C or LC level was assumed necessary before it
was assumed that the school actually provided the subject.

{b) The mean and standard deviation of the grades (scored by university
entry points) received in each subjecct as well as the overall mean grade
per school and its standard deviation.

(c) The extent to which “Scientific/Technical” as well as “Language”,
“Commercial” and other subject packages or specialities are offered by
the school; as well as the extent 1o which pupils specialise in these
subjects.

(d) Some characteristics of curricular provision peculiar 1o the school:

(i) the extent of concentration of students’ choice on particular sub-
jects across the wotal curriculum oflered; or the extent of “bunch-
ing” or scatier of pupils across the total range of subjects provided;

(i1} the level of distinction between Lower and Higher level students
in the school.

(e) Certain school level information — order; size of school; its location;
whether girls’, boys’, or coed; whether in the Free Scheme or not; and
the median social class origin of pupils (from pupil responses in the
1981 survey) was added on 10 the school record. The relationship
between such school characteristics and subject provision/take-up or
performance characteristics can be explored.

(i) The second level of analysis is at the individual student level. We have,
of course, very little information on the individual student other than
sex, date of birth, type of school attended. However, we do have linked
1C/LC records for almost all LC candidates. So, besides an interest in
generalising about the characteristics of, and nature of change in,
subject provision, subject take-up and subject performance at the IC
and LC by boys and girls in different kinds of schools from 1965 to
1978, we can also study the relationship between junior and senior
cvcle subject choice/performance in the same schools over a rather
crucial 13-year period. In 1968, for instance, only 2.6 per cent of girls

5. Since a 50 per cent sample of pupils was taken a 3 pupil minimum means on average, that 6 pupils in
the year sampled twook the subject — [ar too great a number 10 be provided with the subject in another
school or on a casual basis.
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did Higher Maths at the Leaving Certificate examination, although 13
per cent of girls had got Honours in the IC two years previously. By
1978 the proportion of girls doing Higher Maths in the LC had
increased to 5 per cent, while the proportion doing higher level Maths
at the IC in 1976 was 21 per cent. The retention rates had improved
slightly. There is very wide variation amongst school types, however,
in the extent of consistency in Maths/Science choices from junior to
senior cycle. It will be possible to isolate some of these relationships in
the analysis.

The sampling frame used includes only those schools that survived to 1978.
However, where secondary schools had amalgamated between 1965 and 1978
the pre-existing set of co-operating schools was also included in the sample.
Comprehensive and community schools have only come into existence since
1965. Of vocational schools, however, 6 per cent closed between 1968 and
1980 (from 262 to 246 schools). We did not, unfortunately, sample these closed
schools so that the earlier 1960s sample of vocational schools 1s somewhat
biased, particularly of the small rural schools which had been closed. This
error, however, is likely to be very small.®

A comparison of sample estimates with the published population percent-
ages taking different SubJCCtS in the Leaving Certificate and Group Certificate
examinations in 1978 is given in Appendix Table 2.1. In general, the sample
estimates are very close to the actual population figures. In the LC, the
percentages doing Higher courses in our sample are generally between 2 to 5
percentage points higher than in the population. This is to be expected because
we have only a sample of Leaving Certificate examinees in schools, compared
to published population figures for all candidates in the examination including
those not in full-time education who took one or two subjects in the examin-
ation.” The sample Group Certificate results refer only to candidates in
vocational schools, compared to the population figures for all Group Certificate
candidates. In this case the sample percentages are 12 to 16 percentage points
below the population figures taking Irish, English and Maths. This sample
obviously underrepresents the large number of Group Certificate examinces
in secondary schools, now a rather large number. The proportions, however,

6. The following table summarises the net changes in the number of schools between 1967 and 1980.

No. of Secondary Schools No. of Permanent Vocational No, of Compichensive/

Schools Community, Schools
1967/78 596 262 3,

1979/80 559 246 45,

7. ‘The numbers doing cach subject are all L C candidates. The denominator used, however, is the
number of Leaving Cert. candidates in full-time education (i.c., 36,539 in 1980).
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taking the practical-manual and commercial subjects are almost identical. In
both cases, therefore, the sample statistics are very close to the population
parameters., We can then be quite confident of the gencralisability of the
results.

School and Pupil Surveys

The schools surveyed were subsampled from the original examination
records study — every second school being systematically selected. Because
of their small number, but increasing importance, all comprehen-
sive/community schools in the original sample were selected for interviewing
purposes.

Table 2.1: School sample characteristics

Secondary  Vocational ~ Comprehensive and  Total
Schools Schools  Community Schoots

Exam Record Sampte: 125 (1) 538 (hH* 0 183
School Surveys Sample: 64 (1) 27(H* 114 102
Total in which Interviews were

carried out: 57 27 i1 95

*Sampling fractions used, comprehensive and community schools being over-sam-
pled as indicated,

Of the total sample of 102 schools sampled, two had closed down in the
previous year. We were refused access to five secondary schools — three girls’
and two coeducational. In addition to this, one boys’ school gave us access to
the Intermediate Certificate but not o Leaving Certificate pupils. However,
the overall refusal rate of 5 per cent appears reasonable.

The procedure used in approaching the selected schools was to write an
introductory letter, enclosing details of the project. A phone call was then
made 1o the Principal of each school, to discuss the project and the possibility
of the school’s participation. Where feasible, a date was then arranged. We
tried to minimise disruption in the schools by interviewing the Principals and
Career Guidance Counsellors white questionnaires were being administered
in the classes, and by completing the survey work as quickly as possible.
Generally, the reception given to us in the schools was very positive.

Of the total of 95 schools surveyed seven did not have a Leaving Certificate
class in 1980/81, and one school refused access to the senior cycte pupils. This
gives us a total of 87 schools with LC survey results. The breakdown of these
schools by school type is given in Table 2.2 below.
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Table 2.2: Breakdown of schools by sex-category and type

Talal
Bays’ Girls’ Coed Nu:}_ber
Schools
Seccondary 19 21 16 . 56
Vocational 2 0 ] 23
Community and Comprehensive 1 0 7 -8
Total 22 21 44 87

In all, we interviewed 95 principals and 68 career guidance counsellors,
and administered questionnaires to 9,643 pupils. Of the pupils 3,967 were in
their final Leaving Certificate year, 5,166 were about to sit for their Interme-
diate Certificate and 510 were terminal Group Certificate pupils (i.¢., were
likely to leave school after the Group Certificate). Our procedure was to
interview all of the final Leaving Certificate classes and the terminal Group
Certificate classes in selected schools. When there were more than three
Intermediate Ceruficate classes a disproportionate sampling method was
employed to get a representative sample.®

!

8. The interviewers ascertained and recorded (a) the toal number of Inter, Cert. classes and (b) the
number of sets of classes which are completely equivalent in terms of the subject options open to them.
Each such set of classes within the school was to be sampled. The classes within cach set were ordered
by ability or other relevant variables and the class for interview selected from the following table. This
scheme means that at most five classes had 10 be interviewed, School and pupil level national estimates
can be obiained by weighting each category of pupil by the relevant ratio by:

No. of classes in school

No. of classes sampled "

Sampling of Classes in Inter. Cert.

Number of Classes No. to be Identity of Classes

in Set (n) Selected (5) to be Selected
1,2,3 all 1,2,3
4 3 1,2,3
5 3 1,3, 5
6 3 1,3,5 ¢
7 4 1,3,5,7
8 4 1,4,6,7
9 4 1,4,7,9
10 5 1,3,57,9
11 5 1,358, 11
12 5 1,3,6,9,11
13 5 1,4,7,10, 13
14 5 1,4,6,10, 14
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Most of the interview schedules® had been extensively pretested in the pilot
studies, but all had to go through a number of revisions before they were ready
for fieldwork. This started in January 1981, working as four teams. On
average, one school was completed per day by each team. Five different
schedules in all were used within schools.

(i) Principal’s Interview: this ranged from 14 to 3 hours in length.
(1) Career Guidance Teacher’s Interview: roughly 14 hours.
() Questionnaire administered to Leaving Certificate classes (1 hour).
(iv) Questionnaire administered to Intermediate Certificate classes (I
hour}.
(v) Questionnaire administered to terminal Group Certificate classes (I
hour).

Teacher Qualification Data

By courtesy of the Department of Education access was given to the school
timetable files. From these precise details of the characteristics of teachers and
of the subjects they taught were extracted for each of the 95 schools in our
sample. For each teacher mentioned in the timetable the following were the
main details extracted: registration number, position in school, whether full-
time or part-time; number and identity of each examination and non-examin-
ation subject taught; number of hours taught per week; identity of subjects
and number of hours spent teaching junior cycle subjects; identity of subjects
and number of hours spent teaching senior cycle subjects, etc. This information
allows us to identify teachers of all examination subjects in the junior and
senior cycle classes, as well as their extent of concentration on particular
subjects.

Once this information was extracted from the “timetable” file for each
school the degree qualifications of identified teachers (given their registraton
numbers) were extracted from the Teacher Registration files. Full qualifica-
tions data were available and recorded for around 85 per cent of full-time
teachers in secondary and community schools from the Department’s records.
Except in a small minority of cases it was not possible to get equivalent
qualifications data on part-time teachers. However, for the main examination
subjects in which we were interested this was not a serious problem; the
qualifications of around 90 per cent of teachers of Maths and Science, for
instance, were identified in this way,

The qualifications records for teachers in vocational schools are kept by the

*The Leaving Certificate schedule is given in Appendix 1. Copies of the other interview schedutles, etc.,
will be made available to interested researchers.
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Vocational Education Committees. Again through the co-operation of the
Department of Education all the relevant committees were approached and a
roughly equivalent level of completeness and reliability of qualification records
was achicved.

For secondary schools, both the comprehensiveness and reliability of the
data appear to be high for most schools. By checking the number of teachers
on the Department’s files, for which full information is available, against the
number returned by the Principal in our school interviews, the following table
provides estimates of the completeness of the qualification records.

For all schools, qualification data are not available on 15 per cent,of all
full-time teachers — varying from 8 per cent of full-time teachers in vocational
schools to 23 per cent in community schools. In the latter schools thé main
rcason for incompleteness was the difficulty in tracing the original registration
records for those tecachers who had transferred from vocational schools.
However, for the main subjects which interest us ~— Maths, Science and
Commerce — full registration data were available for over 87 per cent of
subject teachers. Part-time teachers were of variable importance across school
typcs, as we can see from the following results (Table 2.3).

Twelve per cent of all teachers in the sampled schools are pari-time.
Vocational and convent secondary schools (both girls’ and coed schools)
appear to have an above average dependence on part-time teachers, Most
part-time teachers, however, arc in non-cxamination (Religion; Civics;
Elocution; Physical Educaton (PE, etc.) or “cultural” subjects (Art, Music)
in most schools. In many convent schools retired members of the order are
involved. However, Higher Diploma of Education student teachers were also
included here and in a small number of schools there appeared to have been
an over-dependence on their services for teaching central examination subjects.
Nevertheless, the great majority of part-time teachers are teaching the non-
examination subjects. So, the percentage of Science or Maths teachers who
are part-time is less than 4 per cent. ‘

Overall, therefore, the data appear comprehensive and accurate and should
provide a reasonably valid and reliable picture of the qualifications of teachers
in the sampled schools as well as the subjects they teach in the junior and
senior cycles.

Data Coding and Transformation

All of the data collected were coded in the conventional manner and data
analysis was carried out through use of the computer. Besides the straightfor-
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Table 2.3 The Number of Full-time Teachers and Estimaies of the Completeness of the Qualification Data on all Full-time Teachers as well
as of all Maths and Science Teachers in the 94 Sample Schools*.
Total No. of Full-  No.of Full-time % of all Full-time  Total No. of Maths  Percentage of all
time Teachers in Teachers for whom  Teachers for whom and Science Teachers  Full-time Maths
Type of School School all Registration  Registration (qual.) in School and Science Teachers
Data are Available Data are not with Qualification
Available Data Missing
Girls’ Sccondary* 395 521 12.4 177 9.0 @
Boys’ Sccondary* 512 422 17.6 188 14.9 2
Coed Secondary* 251 208 17.1 76 14.5 s
Vocational Schools 490 453 7.6 133 15.0 £
Community Schools 428 328 23.4 108 10.2 g
Total 2276 1932 15.1 682 12.6 %
=
*One secondary school was excluded because it was not possible to get the relevant data on more than half the teachers. ﬁ
Table 2.4: Percentage of all Teachers in Schools who are Part-time 3
=
m
Secondary Scheols Vocational ~ Community s
Girls’ Bays’ Coed Schools Schools
per cent
Percentage of all ieachers®*
who are part-time 14.0 7.4 13.1 19.0 4.5
Percentage of all Maths/
Science tcachers who are
part-time 6.3 2.6 38 8.3 1.8
*Of all teachers mentioned in timetable returns. “*Part-time” = all teachers not receiving an incremental wa
salary in secondary schools. —
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ward direct coding of interview or record data the resultant individual codes
were frequently combined to construct measures or indices of relevant con-
cepts: e.g., the social class of origin of pupils, the extent of restrictiveness of a
school’s pupil intake policy, the number of subjects of various kinds taught by
schools or taken by pupils. Most of these indices are described in detail when
first introduced in this report. The most complex of these, however —
attitudinal scales — require more detailed treatment.

Altitude Scales: Girls’ and Boys® Attitudes

The attitude scales employed are Likert scales (see, Oppenheim, 1966, pp.
120-159). Simply stated these are summed (added) scores for an individual’s
scored responses to a series of linked or similar statements (questions) about
particular issues, to which an individual may respond that she or he “*Strongly
Agrees” (Score 4); “Agrees” (Score 3); “Disagrees” (Score 2), or “Strongly
Disagrees” (Score 1). If the scored responses to a set of such questions are
highly or moderately intercorrelated (of a similar nature) they are assiimed to
be tapping an underlying consistent attitude toward the object mcasured If
there were five items involved, for instance, the final score would range from
5 (Strongly Disagree, 1 x 5 items) to 20 (Strongly Agree, 4 x 5 items). The
main use of the scales was to measure pupils’ attitudes on a number of
dimensions which we have hypothesised to differentiate boys from' glrls in
their educational role experiences (see Chapter 1):

(i)  Attitudes toward {or ““‘Preferences for””) Mathematics or Science sub-
jects as against Language or Literature subjects ((“MATHLIT”).

(1) Auitudes towards one’s own ability to achieve high standards
(achievements) in one’s own educational work relative to that.of one’s
peers (“EDIMAGE”). .

(in) The relevance or salience of utilitarian values (their “usefulhess” to
oneself) in choosing subjects (“UTILVAL”).

(tv) Level of satisfaction with subjects chosen in the Leaving Ccruﬁcatc
{(“SUBJEVAL”),

(v)  Level of satisfaction with teachers’ helpfulness in subject choice and
with the associated approachableness and helpfulness of teachers

(“TEACHVAL”)}.

(vi) Level of assertiveness or competitiveness of pupils in pupil-teacher
interaction in the classroom situation (“COMPETE"”). :

(vin) Level of experienced reward/sanctioning for mainly intellectual work
in classroom situations (“POSCLASS” and “SCHOLAR™}.!

(viii) Level of experienced reward/sanctioning for mainly sof:ial and
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behavioural lapses in classroom situation (“NEGCLASS” and
“SOCIAL™).

(ix) Extent to which pupil helps with household/housework tasks at home
(“HHTASK”).

The items which make up these scales were extensively pretested in the pilot
phase of this project. The scalability of the items was checked using Factor
Analysis and Likert Scaling techniques. Factor Analysis (Principal Factor
with Varimax Rotation) was used for “hypothesis testing” purposes — to see
whether the items “loaded” in the ways hypothesised. The reliability of the
scales was tested using Cronbach’s Alpha.'" This measures the extent of
covariation amongst items in the scale. The higher the extent of covariation
amongst items in the scale, the greater the extent 1o which the items are
tapping the same underlying dimension. Alpha varies in value from 0.0 10 1.0,
For research purposes reliabilitics over .80 are very high, those between .60
and .80 are highly acceptable, while Alpha values below .50 must be treated
with caution since the items comprising the scale may be imperfect measures
of the underlying dimension (Nunnally, 1967).

Descriptions of the most important scales resulting from our analysis of the
3,967 Leaving Cert. interviews are given below with details of the main sex
differences found. The items included in the scales, their scoring and reliabil-
ities are given in Appendix 2.2

(i) Attitudes to Maths and Science Subjects (“MATHLIT”)

This scale measures the respondent’s attitude towards or preference for
Maths and Science subjects as opposed to Language and Literature subjects.
Eight items {described in Appendix 2.2) were used in constructing the scale
which has an Alpha of .77. Individual scores range in value from 1.00
{preference for Maths or Science subjects) to 2.00 (preference for Language or
Literature subjects as opposed to Maths or Science). The higher the score the
less favourable the attitude towards Maths/Science.

Boys have significantly more positive autitudes towards Maths and Science
subjects than girls as can be seen in the following results. The only exception
is Biology where girls think it more interesting and more useful and less
difficult than boys.

Girls’ attitudes towards Languages, on the other hand, are far more favour-
able than boys’; they are far more likely to consider them interesting, useful
and less difficult. They also have more confidence dealing with them and get
greater satisfaction out of them. As to Maths, direct questions do not reveal

“Alpha = N#/| I —F#(N =1)}, where F = the mean imer-item correlation and, N = No. of items (Carmines
and Zeller, 1979, p.14).
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Table 2.5: Percentage of gtrLf and boys who think various subjects are “inleresting”’;
“difficult”; “useful”, in LC classes 1981 (sample of LC pupils, N=3 967)

Physics Bislogy frish Frerwh
Boys  Girls  Boys  Girls  Boys  Girls  Boys  Girls

per cent
Interesting? % Yes: ‘
65 56 83 89 34 61 45" 63
Difficult? % Yes: 47 53 55*  58* 64 33 62 51
Useful? % Yes: 84 74 86 94 41 62 86 92

All sex differences {except*) are statistically significant at p<-0l.

any significant sex difference. But when questions are phrased more indirectly
marked sex differences appear, with girls, on average, feeling less confident
and less able to cope with more difficult mathematical problems (sce Appendix
2). Average sex differences on the “MATHLIT” scale are gwen below for
boys and girls in 4 different school types.

Table 2.6: Averages scores of boys and girls in different school types on “MATHLIT” scale
{overall average score=1.50). Score of 1.0 indicates high preference for Maths/Science, 2.0 of
preferences for Language/Literature subjects. 1

?:;'g f:df;r Coed Secondary Vocational School Corr;n:krziyn/gom-
Boys  Girls  Boys  Girls  Boys  Girls Boys  Girls
Averagescore on 1.43 1.53 1.49 1.56 149 1.52 1.5¢ 1.50
“MATHLIT” scale _ {p<:01})

Except for the community and comprehensive schools, boys in, all school
types have more positive attitudes towards Maths and Science sub_lects than
girls, with boys in smgle sex secondary schools the most positive of all. The
girls with the most positive attitudes are those in the community and compre-
hensive schools, and the least positivc in secondary schools; the greatest sex
difference, thcrcforc occurring in single sex secondary schools.

These results, therefore, lend strong support to research findings from other
countries which have almost consistently found much less favourable attitudes
to Maths and Science amongst tecnage girls, and an almost reverse sex bias
in attitudes towards Language/Literature subjects. However, our results do
not support British findings (Ormerod, 1981; Department of Education and
Science, 1975) on the polarisation of attltudes preferences and: choices in
coeducational schools when compared to those of boys and girls educatcd in
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single sex schools. In our casc almost the exact reverse occurs with the greatest
sex diffcrences occurring in single sex schools, a general finding which tends
to hold up even when the more obvious class differences between pupils
attending these schools are controlled for.

(ii) Educational Self-fmage ("EDIMAGE”)

This measure attempts to index an individual’s sell asscssed ability or
confidence in one’s ability to meet high performance expectations. Using the
same procedures, and based again on the extensive pilot testing, a 5 iem
Likert scale was successlully constructed to index this dimension. The overall
rehiability of the scale was very high: Alpha=.73. The full details of the scale
and its construction are given in Appendix 2.2. The scale ranges from a score
of 1.0 (very high sclf-cvaluation) 1o a score of 4.0 (very low self-cvaluation},
with an average score of 2.40.

Girls on average have significantly lower self images than boys (p<.01),
although the variance within cach sex is far more socially significant than the
differences between them. The differences between the sexes can be illustrated
by the responses of boys and girls 1o 2 questions dealing with the ranking of
themselves relative to their class peers.

Table 2.7: Percentage distribution of pupils in responses to their relative class placement (leaving
cert. sample}.

Question:
“In vour Inter. Cert./Leaving Cert., In Inter, Cert. In Leaving Cert.
class, how would you (have} place(d) Class Class
voursel?”’ Boys Girls Boys Girls
per cent per cent per cent per cent
1. Atthe top of the class 19 15 14 9
2. Well above average 28 20 24 17
3. Justalittle above average 28 22 30 22
4. Just atthe average 19 38 26 46
5. Aliule below average 5 4 5 6
6. Well below average 2 ] 2 1
Yo: 100 100 100 100
Total No.: 1811 2078 1837 2096
Significance of differences between p<.001 p<.00!
sexes:

Boys are far more likely to rank themselves at the top of their classes — 38
per cent of boys rating themselves at least as "“well above the average” for
their Leaving Certificate Class as compared to 26 per cent of girls so optimis-
tically opinionated. The girls’ distribution, however, although significantly
different, is more modest than boys but is also objectively more defensible —
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if the pupils’ own current class is taken as the relevant comparison group:
with 68 and 75 per cent of boys ranking themselves above the average of their
Leaving and preceding Intermediate Certificate class compared to 48 and 57
per cent respectively of girls.

Boys in all school types have higher educational self images than girls do
but the difference, as in “MATHLIT” is greatest in the single sex secondary
scclor.

Table 2.8 Average Scores of Boys and Girls in 4 School Types on the “EDIMAGE” Scale

{Ouverall Average = 2.40). Scores of 1.0 Indicate a Very High Self evaluation, of 3.0.or Higher
a Very Low Self-image.

Single sex Coed Vocational Comminity/
secondary Secondary School Comprehensive

Boys  Girls  Boys Girls  Bops  Girls  Boys  Girls

Avcrage scores on :
“EDIMAGE” scale 2.24 251 234 250 235 240 230 250
{p<.01)

Interestingly, girls in vocational schools have higher sell images relative to
their peers than girls in any of the other school types, while girls in secondary
schools have the lowest. Again here there is no support for the coed polarisation
hypothesis, with single sex education showing the greatest sex dilference; boys
here being the most self-confident and girls the least.

There is no sex difference, however, in the correlation between overall
examination performance in the Intermediate Ceruficate Inter. Cert. Grade*
Point Average (IGPA) and one’s score on the Educational Self Image scale:
r=.50 for boys, and r=.51 for girls. In other words, the extent of under or
overestimation of one’s educational ability relative to one’s examination per-
formance is roughly the same for both sexes, although self-evaluation is
consistently higher for boys at all points of the performance scale. Here again
the results strongly support the research results reviewed in Chapter 1. Girls
on average have significantly lower tevels of educational self-confiderce —
even at the same level of demonstrated performance.

(iii)  Sex Differences in Classroom, or Pupil-Teacher Interaction

Most recent observation studies of classroom interaction in coeducational
schools have shown a consistent tendency for boys to get more attention {from
tcachers — both positive and negative (Council of Europe 1982; Kelly, 1981;
Safilios-Rothschild, 1979). This is parily because boys are perceived to be
more demanding and more competitive while girls are more attentive, respon-
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sible and industrious; therefore needing less teacher time. Consequently, the
level of teacher sanctioning behaviour is reported as betng higher for boys:
boys receiving both more positive and negative feedback than girls (Maccoby
and Jacklin, 1974, p. 335).

In our pilot studies we attempted to measure those three dimensions of
pupil-teacher interaction: (a) frequency and nature of intcraction and sanc-
tioning/reward for scholastic performance; (b} sanctioning/reward for social-
behavioural misdemeanours, and {c} the level of pupil asscrtiveness. The pilot
studies yielded three discernible scales along these dimensions. The most
discriminable of these items were included in the final pupil questonnaire
(Questions 26, items 1-12; and Q. 34, items 1-8). However, the Factor Analysis
and subsequent scaling of responses to those 20 items yielded 2 moderately
reliable scales: level of perceived educationally rewarding classroom interac-
tion with teachers (“POSCLASS”, Alpha=.63) and level of perceived negative
sanctioning reccived from teachers ("NEGCLASS”, Alpha=.54). A third, but
poorly reliable scale (“COMPETE”, Alpha=.41} was constructed which
measured the extent of pupils assertiveness and tolerance of others’ assertive-
ness in classroom interaction.

Besides the “POSCLASS” and “NEGCLASS” scales, two other pupil-
teacher interaction scales were constructed using the same items — but
organised differently — to tap slightly different aspects of classroom interac-
tion. The conceptual distinction is between such evaluation, sanctioning for
intellectual-performance behaviour, and for social-behavioural misdemean-
ours, etc. Research evidence indicates significant sex differences in pupil
teacher interaction in these respects. In order to examine this aspect of
classroom interaction in the context of sex differences the “SCHOLAR™ and
“SOCIAL” scales were constructed. On the content of items — “‘face validity”
— these two scales (Appendix 2, Sections {vi) to (x)) are clearly more valid
indices of our concepts than ‘POSCLASS’ or ‘'NEGCLASS’. They are, how-
ever, significantly less reliable than those latter scales, SCHOLAR having an
Alpha of .51 and SOCIAL an Alpha of .49. They are, however, very highly
correlated with their ahiernates (r>.80), and in the following we use the
alternate scales since they are more reliable.

(a) Perceptions of Frequency of Interaction with tcachers and the Level of
Rewards for Achievement in Class ("POSCLASS”).

On all of the five items included in this scale, girls’ responses indicated that
they were significantly more likely to be asked and to answer questions in
class and to be more positively rewarded for and stimulated by such classroom
participation.

c




Table 2.9: Percentage Distribution of Female and Male Pupils by Responses to Six Items Dealing with Pupil-Teacher Interaction and Rewards
Jfor Achievement in Class

Ca41)*
C437).* (C139)* (C442) (C444) (

€365 ot : « ; “Have you b
«q gwa_ys {r)' o How often have  “How often have  “How often have  “How often have praij::y Z:caﬁ

answer questions in you been told that  you been asked  you felt stimulated  you been unable to

1 our work is uestions in & interested in express fully what 777 written work

class g goed? " ** qclaxs.’”‘ * class? ™ ** _ypau nian?"”“ H hdyﬁd]::j’l’i?'lt or
Boys  Girls Boys  Girls Boys  Girls Bays  Girls Boys  Girls Boys  Girls
1. Very often 16 18 3 4 16 20 8 10 9 8 2 4
2. Often 51 57 16 21 46 47 29 35 23 24 10 14
3. Few times 28 23 61 64 35 32 48 45 49 52 38 40
4. Never 5 2 20 12 3 1 15 9 19 15 50 42

Total % 100 100 100 100 100 100 100 100 100 100 100 100
No. 1839 2084 1837 2090 1840 2083 1836 2080 1844 2083 1842 2084
p<.00} p<.001 p<.00] p<.001 p<.0] p<.001
r=-(9 r=-11 r=-.07 =-.10 r=-.03 r=.-09

*[tems included in scale.

**A second Likert scale “‘scholar” was constructed using these items and an additional one 443 “How often . . ““have you
been told that your work is poor?”. This scale in our view more validly (on the basis of content) measures the underlying
concept although it has lower reliability (Alpha=.51).

1The numbers above each item refer to card and columns used [6r coding purposes and are found on the right hand margin
of the Questionnaire Appendix 1. ) S
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In the following table the mean final scores on ‘POSCLASS’ for girls and

boys in different school types are given. (See Appendix 2.2 vii for details.)

Table 2.10: Auverage Scores of Boys and Girls on Scale Measuring Perceived Classroom
Participation/Rewards in 5 School Types. Range from 1.0 to 4.0, the Lower the Score the Greater

the Level of Reward.
Coed
Boysin  Girlsin  Secondary Vocational Community
Bays’ Girls’ School Coed School
Auverage Score Schools  Schools  Bays Girls  Beys Girls  Boys  Girls
Level of Academic Par-
ticipation/Rewards,
{(“POSCIL.ASS”): 2.72 2.58 2,73 256 252 237 268 259

(p<.01)

Contrary to the hypothesis girls have on average — and consistently across
all school types — higher levels of perceived scholastic rewards than boys. On
average, they find that classroom interaction is a much more rewarding
experience than do boys. And consistently, for both sexes, vocational school
pupils have the highest levels of perceived rewards and secondary schools the
lowest. No significant difference in mean scores occurs between single sex and
coed secondary schools — both have the lowest perceived level of reward. And
interestingly here also, pupils in vocational schools show the highest levels of
classroom interaction/rewards.

The rescarch work underlying the hypothesis was based mainly on obser-
vation studies of classroom interaction in coed schools. In terms of pupils’
perceptions, however, the hypothesis does not fit Irish classrooms. We do not
know, however, what the expected standard is against which pupils are
evaluating their interaction with teachers: i.e., “often”, for instance, has only
a meaning in terms of some expected or “normal’ frequency. Boys, in general,
but particularly secondary school boys — who tend to come from more middle
class homes than others — may expect more rewarding interaction with
teachers. As a result, their assessment of what is a “‘normal” level of reward
will be higher than that of others; i.e., their lower perception of reward could
be due to higher expectations. However, in relation to their expectations, girls
feel significantly more rewarded in their educational work than bovs do in all
school types.
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(b) Perceptions of correction in classroom — mainly for poor work pres-
entation or misdemeanours (“NEGCLASS") ;
The three items scaled under this heading do not unambiguously tap
sanctioning for social or behavioural matters (See Appendix 2.2, viii, for
details of items). The main difference between this and the previous scale is
that the former items index positive interaction while this scale indexes
negative interaction or correction by the teacher.

Table 2.11: Percentage Distribution of Responses by Girls and Boys in LC Classes, 3 ltems
Dealing with Perception of Teacher Sanctioning for Mainly Behavioural Matters

(438) {(440) (443)
“How often have ~ “‘How often have  “How often have
Response Categories: you been blamed  you been blamed for  you been told that
because your work is  misbehaving?”  your iork is poor?”’
untidy?”

Boys Girls  Boys Girls Bogs Girls

percent  percenl  percent  percent  percent  per cenl

1. Very ofien: 2 1 5 2 2
2. Often: 5 2 8 4 4 3
3. A fcw times: 29 5 39 29 42 37
4. Never: 64 a2 48 66 52 60
Total per cent 100 100 100 100 100 100
No. 1835 2083 1842 2081 1841 2084
p<.001 p<.001 p<.00l
r=.20 r=.20 r=.09

Sex differences here are more pronounced than in the former case. Again
boys are more “in the firing line”’ — they may come less in ¢ontact with
tcachers by meeting with their academic expectations but they certainly
appear to be far more in contact for not meeting expectations. The results here,
however, could be seen to lend support to rescarch findings in classroom
studics that girls tend to be more conforming, responsive, neater and more
responsible than boys. Several studies suggest that boys tend to! be criticised
much more ferquently than girls (Safilios-Rathschild 1979, p. 74). This
hypothesis at least receives support. It may well be, of course, that boys are
being more actively policed for not meeting expectations while girls, with the
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same corhplaint are being ignored. Thus, the underlying reason for the
__difference in scores may be that negative sanctions are being more actively
,___-cmploycd whcn boys fail to meef “academic cxpectatlons than in the case of
~:girls. These various interpretations: can only be chccked,,however through
"t rdttual observation studies.
As the following table shows, there is very little difference in the average
scores of pupils across school types with the amount of negative sanctioning
experienced by boys being consistently higher.

Table: 2.12: Average Scores of Girls and Boys on the Perceived Level of Correction by Teacher
Jor Classroom Behaviour. The Lower the Scores the Higher the Level of Teacher Correction or
Negative Sanctioning

Boysin  Girls in
Boys®  Girls’
Schools  Schools

Coed Secondary Vocational Coed ~ Community Schools
Schools

Boys Girls Boys Girls Boys Girls

Average
scale value 3.44 3.68 3.33 3.66 3.42 3.70 3.43 3.60

(p <.01)

(c) Assertiveness/Competitiveness in Classrooms

Rescarch work consistently reports high levels of competitiveness and
assertiveness amongst boys in class, particularly in studies of pupil-teacher
interaction in coed schools. Four items were included in the final questionnaire
which were designed to tap this dimension — at least in so far as pupils
perceptions about and attitudes towards their own level of assertiveness and
their tolerance of competitive assertiveness by others in class are reflected in
their response. However, the overall reliability of the scale is low: Alpha =
-41. The overall scale ranges from a score of 1.0, which occurs when respond-
ents are actively averse to competitiveness in classroom interaction; to a score
of 4.0 which occurs when respondents are highly competitive. The average
score i1s 2.33, standard deviation {sd) = .57. There are very significant
differneces between the sexes and school types as we can see from the following.
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Table 2.13: Average scores on competitiveness by sex and school type. The higher the scores the
gmztcr the campetitiumm "

Secondary Single Sex Secondapv Coea' - Vocauana[ Coed” Com@nig Coed

Boys Girls ™ Boys ~ Girls= - 'Boys~  Girls~  Boys, - Girls

Average 9.46 225 234 219 237 221 231" 236
Score

No. Pupils: 1122 1308 210 346 174 156 217 255
p < .001

Except for community schools where mean differences are not significant,
boys have consistently higher levels of reported competitiveness than girls —
with boys in single sex {Sec.) schools being the most competitive and in
community schools the least. Except for girls in community schools, which
have the highest level of assertiveness, other school differences amongst girls
are not significantly different from each other.

(d) Subject Choice and Pupil-Tcacher Interaction

We asked pupils two sets of questions to assess: (i) their degree of sdtisfaction
with subjects chosen (“SUBJEVAL”), and (ii) their satisfaction with or
evaluation of the help they received from teachers in choosing their subjects,
as well as the general approachability and supportiveness of teachers
(““TEACHVAL”). The items used were mostly adapted from Reid ¢ alia,
(1974, pp. 91-99) and are given in Appendix 2.2 (iii, iv). In both cases scale
values range from 1.0, low satisfaction, to 4.0, very high satlsfactlon levels.
(Alpha=.70 for SUB_]EVAL and .69 for TEACHVAL)

There are no significant differences by sex or school type in' levels of
satisfaction with subjects chosen. There is a generally high Jevel-ef satisfaction
with choice, the mean score being 2.86 (on average “dlsagrccmg” wnth all the
negative items, etc.) and a standard deviation of .33.

There are very significant differences, however, in terms of teacher
evaluation.

Table 2.14: Mean (Average) Score on “TEACHVAL” Scale for Each Sex and School Type.
The Higher the Score the Grealer the Level of Satisfaction

Single Sex Coed Secondary Coed Vocational ~ Coed Communily
Secondary Schools Schools Schools Schools
Boys Girls Boys Girls Boys Girls Boys - Girls

Average: 2.56 2.68 2.62 2.62 2.56 2.70 2.61  2.73
No. 1142 1328 214 354 i78 159 220 262

p <. 001
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Girls on average have significantly higher levels of satisfaction than boys
with teachers. This is so even within the coeducational vocational and com-
munity schools, though not in the coeducational secondary schools. As in
some previous scales, differences amongst boys in different schools are mini-

“mal. There are some differences amongst girls, with those in the community
schools being most satisfied and those in the coed secondary schools least
satisfied.

Although girls, therefore, have substantially more choice at both Inter. and
Leaving Certificate levels and are less rigidly ascribed to classes and subjects
than are boys they have roughly equivalent levels ol satisfaction with subjects
chosen; but they have far more positive attitudes towards their teachers than
boys — even in the same schools and the same classes. This latter finding
supports those earlier reported which showed that girls in these schools felt
more rewarded for academic effort, less sanctioned for misdemeanours and
felt that pupil-teacher interaction was more academically responsive.

So taking the 5 scales with classroom and pupil interaction we find:

(1) Girls are more positively rewarded for academic work and less
sanctioned for misdemeanours than boys.

(ii)  Boys appear to be more policed for both academic and behavioural
misdemeanours; and also appear to be sanctioned to a greater extent
for poor work, poor presentation and behavioural misdemeanours.

(i) In all schools, except the new community schools, girls arc signific-
antly less assertive and less supportive of assertivencss in classroom
pupil-pupil and pupil-teacher interaction.

(iv)  Girls, on average, have significantly higher levels ofsatlsfactlon with
teachcr supportiveness and with the general approachableness of
teachers.

(iv) Salience of Ulilitarian Values in Subject Choice

This scale measures the extent to which pupils report that utilitarian values
were important in subject choice. Four items were included, with a moderate
(Alpha = .50) reliability {sce Appendix 2.2, vi}. There is a sex difference in
the importance of utilitarian values in subject choice but its magnitude is very
small. What difference there is tends to favour girls in secondary schools —
girls, on average, being more utilitarian in their subject choice — and boys in
coed, vocational and community schools. The questions asked, however,
referred mainly to immediate post-school job achievement goals and the
immediacy of such goals is, in fact, as these attitudes indicate: boys in single
sex secondary schools are least likely to enter the labour market on leaving
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L]
school, while the opposite is the case in vocational schools and to some extent
community schools (see Chapter 3).

3

Table 2.15: Average Scores for Girls and Boys en “UTILVAL” Scale in 4 School Types.
Scores Range from 1.0 {High Ulilitarian) to 3.0 (Low Utilitarian).

. Coed Vocational ~ Coed Community
Single Sex Coed Sec. Schools Schools Sohools

Boys Girls Boys Girls Boys Girls Boys Girls

Average 1.79 1.71 1.71 1.71 1.45 1.50 1.67 1.73

Score

No. of .

pupils 1142 1328 214 354 178 159 221 262
p<.0l

Low utilitarian values are characteristic of children from middle, partic-
ularly upper middle, class backgrounds who take the more academic College
or University preparatory courses. Utilitarian viewpoints are more character-
1stic of children from working class backgrounds who enter the labour market
directly on leaving school. Sex as such does not appear to be that consistently
rclated.

(v) Socialisation into Sex Roles: Sex Differences in Pupils’ Beliefs about Appropriate
Sex Roles. and their Actual Household Roles within their Families

A number of scparate attitudinal questions were asked of pupils about their
beliefs about sex differences in educational policies and their expectations
regarding future marriage, childrearing and economic provider roles. The
details of their expectations about future familial/work roles are feported in
the next chapter. Here two separate aspects of current roles are examined:
pupils’ beliefs and values about sex differentiated education and the actual
household roles that, as daughters and sons, they play in their own families.

First, two very direct questions were asked (C 522, C 525 Appendix 1).

(i) “Do you think that girls should have a different education from boys?”
Yes( ) No{ )
Give reason

(i1) Do you think that girls should have different careers from boys?”
Yes{ ) No( )

Give reason
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Table 2.16: Percentage of Cirls and Boys who Respond “‘yes™ to Two Questions Dealing with
Beliefs about Girls’ Education and Career

Single Sex Coed Coed Coed
Secondary ~ Secondary  Vecational =~ Community
Boys Girls Boys Girls Boys Girls Boys Girls

per  per  per  per  per  per  per  per

cent cent cemt  cenl  cenl  cent  cenl  cent

1. Percentage who believe that
girls should have a different 169 92 64 49 117 105 65 6.7
education from boys: (34) (48) (38) (42) (30) (37) (40) (41)
2. Percentage who believe that
girls should have a different 26.7 163 29.4 18.4 252 11.9 203 123
career from boys: (26) (34) (24) (32) (27) (28) (30} (32)

Figures in parentheses refer to percentage of respondents who explained their
“reasons” by using normative statements, i.e., “should” or “should not” ctc.

Although there are clearly significant sex differences in responses to the
question on education, these are not very substantial except for those in single
sex secondary schools. Around 90 per cent of all other boys and girls reject
sexist beliefs about education. Boys in single sex secondary schools are the
most sexist in their beliefs, although even here over 80 per cent reject sexist
beliefs. Interestingly, sex differences in coeducational schools are minimal in
this respect.

The nature of the reasons given for holding these attitudes is substantially
more sex differentiated than the attitudes themselves. These responses were
coded as “normative” or ideologically supported if the words “should” or
“should not”, or an equivalent imperative or strong preference statements,
were used. In girls’ responses these were usually statements like “girls should
have the same rights and opportunities as boys”. Girls are more likely to give
strong normatively phrased reasons for rejecting sexist beliefs and, signific-
antly, girls in single sex schools appear to be the most normatively committed
in these respects. Girls in vocational schools, on the other hand, are not only
more sexist in their beliefs but are also less likely to give normative reasons for
their beliefs.

The general pattern of views on careers for girls provides much more
conservative replies — particularly for those in secondary schools — although
even here around 75 per cent of both sexes rejected stereotyped views. Sex
differences are also far more marked in this case and such differences occur in
all schools. Again both boys and girls in the newer community schools have
the least sexist beliefs while both sexes in secondary schools are the most
sexist. Secondary school boys are the most sexist of all groups.
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Again here girls respond in a more normatively structured manner than
boys. This is the case in all school types but particularly in single sex schools.
There is no support in either case for the polarisation hypothesis in coeduca-
tional schools: in fact there is a slight tendency for sex differences to be less in
coed schools. Despite such sex and school differences, however, the overall
impression is of a dominant ideology of sexual equality, with around 80 per
cent of boys and 90 per cent of girls holding equalitarian views.

In their current actual task roles within the houschold, however, boys and
girls are quite highly differentiated. A 10 item scale (HHTASK) was con-
structed to measure this dimension from the Leaving Cert pupils’ responses
(see Appendix 2.2, xi). The items referred to daily or weekly houschold tasks
and asked the frequency with which the respondent helped carry them out. A
responsc scale of 5 responses was allowed — from “daily” (=5) t0 “never”
(=1).

The responses to all ten items were highly to moderately intercorrelated
and they jointly formed a highly reliable (Alpha = .83) Likert Scale, with very
high “face validity” on the basis of the commensense meaning of the individual
items. The summed scores on all items responded to were divided by the
number of applicable items to yield final scores which ranged from 1.0 where
pupils have no participation in household tasks, to 5.0 where pupils have very
high participation in housekeeping tasks. The average score was 2.56 with a
standard deviation of .81. The following shows the mean scores for boys and
girls in each school type.

Table 2.17: Average Scores and Standard Deviation, of Male and Female Pupifs on Household
Tasks Scale in 4 School Types. The Higher the Score the Greater the Participation,

Single Sex Coed Coed Coed
Secondary  Secondary  Vocational ~ Community
Schools Schools Schools Schools

Boys Girls Boys Girls Boys Girls Boys Girls

1. Mcan {Average) scorc on
Household Tasks Scale 214 284 215 303 225 327 210 299

p < .001

Sex differences are highly significant, boys on average doing tasks once or
twice in the preceding two weeks, while girls on average have carried out tasks
3-5 umes over the same period. Very little difference exists amongst boys in
any kind of school. Significant differences, however, exist amongst schools for
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girls, with thosc in single sex secondary schools being least helpful at home
and girls in coeducational vocational schools being most helpful. Sex differ-
ences are greater in coeducational schools—heing greatest in the vocational
schools and least in the single sex schools. Social class of origin has more to do
with these school and sex differences, however, than school type. Secondary
schools, particularly single sex secondary schools, are predominantly middle
class schools, and vocational schools are predominantly working class or small
farmer. It appears that working class girls (in vocational schools) have many
more household tasks to do than others; while boys of all classes are equally
unhelpful in houschold tasks. In consequence, sex differences are least in
single sex middle class secondary schools and greatest in the coed vocational
{(working class) schools.

The relationship of academic performance — in this case measured by the
average examination grade received in the Inter. Certificate examination
(coded as in the University points system), sex role attitudes and helpfulness
in household tasks are as follows:

Sex Role Attitudes Household Task
Performance
Correlation with Grade Point Boys:  +.02 -.03
Average in Inter, Cert, Girls:  +.16 —-.15

There is no relationship for boys, but for girls, those with higher Inter. Cert.
grades have less sexist attitudes and are significantly less helpful at house-
keeping. It may be the case that low achieving girls have possible alternative,
or compensating, roles in housekeeping and courtship in which they can
achieve when they are doing rather badly at school; rather like the alternative
achievement arena in family farming that exists for low achieving boys from
farm origins (see Haller, 1959). Low achieving girls being more helpful at
home, accommodate themselves to a potentially more rewarding alternative
role.

Conclusions

Generally, the range, reliability and adequacy of the various surveys under-
taken — examination records, teacher qualifications, school interviews with
Principals, Career Guidance Counsellors and pupils — appears to be suffi-
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ciently comprehensive and accurate to meet our needs. The examination
records study has put together a large file of 30,000 examination records from
a large sample of schools and pupils from the early 1960s to the late 1970s.
The analysis of these records, at both the school and pupil level can provide
us with very detailed information on the extent and nature of curriculum
change and subject choices within schools over a crucial 15 year period in
Insh education. Analysis of the data on the qualifications and' teaching
responsibilities of teachers in a subsample of these schools, when used in
conjunction with data from the examination records and school interviews in
the same set of schools allows us to study the relationship between teacher
qualifications, school curriculum and student choice rates and characteristics.
These relationships will be explored in detail in Chapter 8. The interviews
with Principals, Guidance Counsellors and pupils allow us to relate school
and pupil background characteristics to subject choices and performance
levels. This will be done at both the individual pupit level and at the school
level in Chapters 5-9. !

The results of the attitude scales show that girls: (i} have more negative
attitudes to Science and Maths; (i1} have significantly lower educational self
images — even at the same level of academic performance; (iii) have, however,
more positive feedback from teachers on academic performance than boys,
and have higher levels of self reported initiative taking in class; (iv) have a
tower sensc of tecacher policing of low performance, and lesser levels of
perceived tecacher sanctions for classroom misdemeanours, and are more
satisfied with teacher helpfulness and approachableness; (v) are significantly
less competitive than boys — except in the newer community schools; {vi) are
substantially less stercotyped or sexist in their educational and occupational
belicfs and more ideologically motivated in their rejection of such stereotypes;
(vii) but are, nevertheless, far more involved in actual household or House-
keeping roles than boys. With the exception of the clear Maths/Science biases,
therefore, these Leaving Cert. girls appear to have been far more successfully
integrated into school life — including its more academic aspects — than
boys. Despite that more successful incorporation however, they have, para-
doxically, lower levels of educational or academic self-confidence than boys.
They also maintain significantly different attitudes towards the same subjects
than boys. The effects of these diflerential attitudes and aspirations on subject
choices will be explored in detail in Chapter 9.




CHAPTER 3

Gender Roles in Ireland: Family, Work and Education

Before we proceed to the main analysis we need to place it in the context of
the actual position women occupy in economic and social life in Ireland, and
make an estumate of the likely roles that the current generation of male and
female school leavers will play in adult life. We need to do this from the
perspective of what roles arc now being played by young women and men in
economic and social (primarity familial} life; and to what extent the expecta-
tions of schoot leavers correspond with that reality.

In this chapter we attempt this by deing four things: (i) Describe the pattern
of adult sex role differences in Ireland in work and familial life, the extent of
change that has occurred in this respect over the past two decades, and its
relationship to the general EEC pattern. (i) Summarise the main sex differ-
ences in educational patterns at second and third level, as well as changes that
have occurred in these respects over the past two decades. (iii} Describe the
nature of sex differences in the movement from school to work for those who
leave the educational system at different stages, and examine the job patiern
of social class and differences in these respects. The allocation of positions in
the labour market is highly sex differentiated but is also very closely linked to
social class of origin and to the type of second- and third-level education
received. The main outlines of the structure of education, work and family
roles are given in the second, third and fourth sections of this chapter. (iv) But
boys and girls currently in school do not necessarily reproduce the patterns of
their parents or even of their older siblings — change is always going on. To
what extent do the expectations of those boys and girls who are about to leave
post-primary schools correspond with the reality of the familial-occupational
roles actually played by their older peers? Some clear indications of this from
our Leaving Certificate sample are given in the last section of this chapter.

The main data sources employed are, respecuively, the official Irish and
EEC published statistics on employment by sex and marital status, the
responses of pupils surveyed in the course of this project — their intentions
and expectations about education, work and family life. The way differences
in their social background affect these expectations is also explored.

49
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(i) Marriage and Paid Employment

From a situation in the 1950s when the marriage rate was extremely low
— with the highest recorded rates of non-marriage in the world (Walsh, 1968)
— the rate of marriage increased rapidly over the 1960s and 1970s. By the late
1970s the Irish marriage rate had almost attained the average European level
— with around 90 per cent of all women marrying.

Table 3.1: Perceniage of females ever married in four age groups in 1961, 1966, 1971 and 1979

Age Groups 1961 1966 1971 1979
20-24 218 25.2 311 337
25-29 54.9 62.2 68.8 72.1
30-34 70.4 75.9 80.6 85.5
35-44 77.3 79.6 82.5 87.7

Sources: Census of Population of Ireland, Volume 11; 1961, 1966, 1971, 1979.
Table 7A in 1961, 1966 and 1971 and Table 6B in 1979.

In the early 1960s about half of younger women (25-29) were married,
rising to slightly over two-thirds of those in their early 30s; with abourt 20 per
cent never marrying. By the later 1970s three out of four of the younger women
(25-29) and almost nine out of ten of the older (35-44) were married. Only
about 10 per cent remained unmarried. A quite dramatic shift in the familial
status of younger women has occurred over the two decades. Marriage had
become increasingly popular and was occurring at a much younger age.

For most economic purposes housework and childrearing tasks in the home
are not regarded as “productive labour”, in that they are not counted in
estimating the national product (Walsh and O'Toole, 1973, p.11). Since up to
very recently, married women conventionally retired from the labour force at
marriage or on the birth of the first child, the “economically active” proportion
of all married women was extremely low in Ireland.

Table 3.2: Percentage of all married women, aged 15 and over, who were “gainfully occupied” in
Ireland: 1961, 1966, 1971, 1977, and 1979

1961 1966 1971 1977 1979

Married women in the Irish labour force
as percentage of all married women: 5.2 5.3 7.5 142 . 152

Source: Census of Population of Ireland, 1961, 1966, 1971; Labour Force Survey, 1977,
1979,

As Table 3.2 shows there was an unusually low and very stable participation
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rate of married women up to 1971, but there was substantial change afier that
date; the rate doubling between 1971 and 1979,

As Walsh and O’Toole (1973, pp. 11-12) have pointed out the traditionally
low married participation rate must have been retated to the traditionally high
female celibacy rates and to later average marriage ages. As the popularity of
marriage increased, and the age of marriage declined, educational participa-
tion rates also showed a very rapid increase. These combined changes led to
a sustained decline in the supply of single female labour. And this decline,
paradoxically, increased the opportunities and the attractiveness of jobs for
married women outside the home (ibid. p.11}. Whatever the reason it is quite
clear from the results in Table 3.2 that the Walsh (op. cit.) predictions are
borne out in many respects.

If we consider the younger age group this change is even more dramatic.
Between 1971 and 1979 married women in the early twenties (20-24) increased
their participation rate from 15 to 29 per cent; and the age group 25-29 from
[1 to 19 per cent (Source: Census of Population, 1971; and Labour Force Survey,
1979). If that rate of increase was sustained into the 1980s about a third of
young (20-24) married women would have been working by 1981, and some-
thing over 40 per cent by 1986. Even if the rate of increasc moderates in the
1980s it will still mean a very substantial increase in participation in a very
short period.

Although participation has increased markedly it is still the lowest of all
EEC countries. At around 40 per cent of the European average it is, however,
only slightly below the position in the Netherlands, Luxembourg and ltaly. In
all countries the rate has been consistently increasing from the 1960s onwards.
Denmark, Britain and France have the highest participation rates, but even
in these countrics the rate had been increasing up to the late 1970s.

Given the rapid increase in the marriage rate, the declinc in the marriage
age, the significant increase in the costs of establishing a new household (see
NESC Report No. 62, 1981, pp. 43-52), the rather large extent to which
married women working at home wanted to return to the labour force (Walsh
and O'Toole, 1973), and the fact that the Irish participation rates are so low,
one would expect a continuing increase in the married participation rate.
Associated with this one would hypothesisc a significant shift in the
occupational-familial aspirations or expectations of school girls about to enter
the labour force: the actual social changes in adult life being reflected in their
anticipated or cxpected roles.

Given also that the married participation rate is so highly related to
education, with the participation rate of those with university/professional
qualifications being over three times greater than those with a primary
education only (ibid., p. 38), increasing levels of education of younger women




Table 3.3: Labour Force Participation Rate of Married Women in Nine EEC Countries, 1975, 1977, 1979

By Main Type of Market and ' West Nether- Luxem-

. European
Household Activity: Germany France  ltaly londs  Belgium bourg UK  Ieland  Denmark Nine

(i} Fully Employed or 1975: 363 415 204 153 325 209 475 138 48.9 351
Unemployed (and 1977. 368 443 238 178 33.8 212 48.1 142 52.7 36.8
secking full-time 1979: 368 462 252 199 36.7 220 464 159 59.0 374

employment)

Source: Labour Force Sample Surveys, 1975, 1977 and 1979; EEC Eurostat, Economic and Secial Pasition of Women in the Community,
1981.
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would, one would hypothesise, lead to increasing propensitics to remain in the
workforce on marriage.

Although the participation of married women in the labour force has been
increasing they occupy a very particular and 10 a large extent, a subordinate
position within it. Substantial occupatonal differentiation by sex has been
documented for most western societies (Oppenheim, 1970; Williams, 1976).
Within Ireland the extent of labour market segmentation (Kreckel, 1980) by
sex is very marked (Blackwell, 1983). However, before we examine the
particular labour market position of women we need to examine their educa-
tional patiern in some detail.

(i1) Sex Differences in Educational Patterns

Teenage educational participation rates increased very gradually up to and
including the early 1960s. By that stage about half of 15 year olds were still in
school. Between 1965 and 1970 the rate of participation increased very rapidly,
from less than half to around 70 per cent. This plateau was held for about two
years, but the rate gradually increased again to over 83 per cent by 1979.
Although the official school leaving age had been raised to 15 in 1972, around
12 per cent still appear to be dropping out before 15 — the great majority of
these, however, in their 14th year.!" These participation rates as Tussing,
(1978, p.90), has pointed out, compare very favourably with those of other
EEC and OECD countries.

* | Figure 3.1: School participation rate of 15 year olds, 1963 to 1980
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Source: Tussing, 1978, p.93 up to 1974; Department of Education Statistical Reports
after 1974.

""The participation rate of 14 year olds in 1979 was 95 per cent, and of 13 year olds 99 per cent.
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As can be seen from Figure 1 (Chapter 1) and in Figure 3.2, participation
rates increased even more rapidly at the senior cycle level. By the mid-1960s
about one-fifth of the cohort went on to do the Leaving Certificate, with
slightly more boys going on to complete the senior cycle. But by the late 1960s
this position had reversed. A very rapid increase in participation rates occurred
for both sexes after the introduction of the “Free Scheme” in 1967, the rate of
increase being much faster for girls. This comparative advantage had become
even more marked, however, by 1981 when two-thirds of the female cohort
but only half of the male cohort went on to do the Leaving Certificate. After
1977 the upward trend is reversed for boys, the proportion doing the examin-
ation declining by about 4 percentage points after 1977, and increasing again
only after 1980. For girls the rate continued to increase up to 1981, (sec Figure
3.2).

Despite the very rapid increase in participation rates in the 1960s the
distribution of pupils amongst secondary and vocational schools remained
relatively stable throughout the decade (Table 3.4). Between 73 and 74 per
cent of all second-level students were attending secondary schools in both
1960 and 1970. In the meantime, comprehensive and community schools had
come on stream and were absorbing about 2 per cent of both boys and girls by
1972. By 1979/1980 the picture had changed: now only 62 per cent of boys but

over 78 per cent of girls were attending secondary schools, while the proportion
attending comprehensive/community schools had increased to 9 per cent for
boys and 8 per cent for girls. In both decades the proportion of boys attending
vocational schools had remained relatvely stable while that of girls had
substantially declined. The number of boys attending vocational schools had

Table 3.4: Number of Pupils Following Full-time Second-level courses in Different Schoots

Secondary Vocational Comprehensive/ Community
Boys Girls Boys Girls . Boys Girls

1960/1961 39,600 37,200 14,700 11,900 — —

1966/1967 51,000 52,500 22,900 15,600 400 400
1969/1970 66,300 78,300 31,800 19,100 700 700
1972/1973 71,600 90,000 36,800 21,000 2,800 2,300
1977/1978 84,300 108,500 40,800 19,100 10,400 9,100
1979/1980 86,200 112,500 39,300 19,400 13,076 11,536

Percentage Increascs:
1967/1980  69% 4% 2% 24% — —_
1972/1980  20% 25% 7% —8% 467% 302%

Sources: Annual Statistical Reports of the Department of Education, Government
Publication Office, Dublin 1.

Year
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Estimated percentage of Figure 3.2: Estimated Percentage of the Relevant Age, Sex Cohost who
cohort daing the Leaving did the Leaving Certificate, 1951-1981
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Source: Annual Leaving Certificate candidate numbers as published by the Depart-
ment of Education. Cohort size cstimated on the basis of 2 median age of LC candidate
at 17.5, and the ariginal cohort numbers estimated from figures calculated o represent
number of males and females of median age 12.5, five years previous to the LC year,
The 1971 and 1979 Census is used for appropriate years. The numerator, however, is
the more problematic number — as estimates of “'repeats”™ and more adult candidates
are not given. Mortality is not estimated. The figures overcstimate the rate by an
undetermined, but likely to be small, amount, and the overestimate appears to he
about equal for both sexes.
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increased from 1970 to 1977, declining slightly since then. The numbers of
girls attending vocational schools, however, declined slightly after 1972.

The introduction of the “Free Scheme” in 1967 appears to have mainly
benefited secondary schools — since it was geared to providing the full 5-6
year general education course free at the point of use to all comers. Vocational
schools had, of course, been free all along but, up to 1966, had been prevented
from providing such a general education, their role had been largely confined
to the provision of a “general and practical training in preparation for
employment in trades etc. . .”" {Vocational Education Act, 1930, quoted in
Coolahan, 1981, p.97) and usually terminating in the Group Certificate

“examination after a two year course. As a result, vocational schools had a
much more difficult adjustment to make in providing a fully integrated 5-6
year general education course than had the secondary school sector which
had been doing this — with fees — up to 1967. For these and other reasons
— perhaps the greater spread and the greater availability of the female
religious orders — the main expansion in girls second-level education, was
taken up by secondary schools. Up to 1972 their increase in female pupil
intake was more than double that of vocational schools. And after 1973 the
number of girls in vocational schools fell slightly while that in girls’ secondary
schools continued to increase. Vocational schools were much more successful,
however, in incorporating boys — the relative share of the increasing cohort
of boys attending second-level schools was roughly evenly shared between
secondary and vocational schools.

However, since the late 1960s the development of new second level schoals
has been virtually restricted to community and comprehensive schools. There
have been extensive amalgamations in the secondary school sector — with
almost no new secondary or vocational schoals being built — indeed, the
number of secondary and vocational schools has declined by about 10 per
cent since the late 1960s.

If we examine the mobility of primary school leavers in the mid-1960s and
the late 1970s, perhaps the trends become more obvious (Table 3.5). First, the
drop-out rate at primary level, which stood at about a third of the total cohort
in the early 1960s, has declined to less than | per cent by the mid-1970s.
Secondly, almost the same proportion of the male cohort has gone on to
vocational schools throughout the whole period. Indeed, roughly half the male
cohort now goes on to vocational or comprehensive/community schools —
compared to less than a third in the early 1960s. Girls’ education, however,
has become more academically directed over the whole period, the proportion
of girls being educated in vocational schools markedly declining. Sex differ-
ences in the type of sccond-level education received have, therefore, been
growing.
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Table 3.5: Estimated percentage of primary school leavers in 1963, 1975/1976 and 1979/1980, who wen! to
different kinds of post-primary schools or whg dropped out at primary level

Total number of . . . Estimated perceniage
. Estimated percentage who went to different kinds of

4 nn;my school schools in the subsequent year who dropped out of

Year eavers o - school
. ommunity.
Secondary Vocational Comprehensie
Boys Girls  Beys  Gisls  Bays  Girls  Boys  Girls  Boys Girls
per cent

1963+ 55,000 37 49 32 26 K] 25

1971/1972 29,600 29,300 58 76 34 14 3 2 4 4
1975/1976 33,900 32,600 53 73 37 18 8 7 Less than 1%
1979/1980 34,800 32,200 56 4 34 17 10 9 Less than 1%

*Investment in Education Report, 1966, p. 169. Later years from Department of Education,
Statistical Reports.

In the main, sex differences in participation rates are greatest in vocational
schools, to which over twice as many boys as girls have gone on completing
primary education and within which, as we shall see {(see Byrne, 1978, (a),
(b}, (c)), curricular differences by sex are maximised. The ouly schools which
show a relatively even share of boys and girls are the new comprehensive and
community schools.

If we follow up a cohort of mid-1970s national school leavers, the trends
become even clearer. This is attempted in Table 3.6. Starting with a 13 year
old cohort in 1974/1975, 11 10 14 per cent were still in primary school, and
less than 1 per cent had alrcady left school. Of the remainder, girls had
disproportionately gone (68 per cent) to secondary school. Only about half of
the boys did so, most of the remainder (30 per cent) going to vocational
schools. By the following year drop-out rates had increased to 4 per cent, but
the number in vocational schools was increased by latecomers from primary
school. However, these had declined considerably in the subsequent year, at
age 16, when about 38 per cent of boys and 26 per cent of girls had left school.
Most of the drop-out occurred rom vocational schools, with less than half of
the original boys’ classes left.

By agc 17, 59 per cent of the original cohort of boys and 43 per cent of the
girls’ cohort had alrcady left school — for most girls on completing the senior
cycle level. But by that stage 8 per cent of the original cohort of boys and 16
per cent of the girls had gone on for further training beyond sccond-level or on
to third-level. And at that stage also the proportionate decline was roughly
equal in all second-level schools.



Table 3.6: Estimates of the nature of educational mobility over six years: taking a cohort of 13-year-olds in 1974/1975, to their position as 18
year-olds in 1979/1960

8¢

. -, Secretarial
. . Not in Still in Secondary  Vecational Comp rekcn.fwc/ Pre-employ- Third Original
Age (Estimated Year) School National School School Community ment & other Level Cohort Size
School School Tech
ech. courses 4
13-year-olds (1974/1975):  Boys (1.2%) 4,400 15,800 9,500 1,800 —_ — 31,800 5
(14%)  (50%) (30%) (6%) =
Girls (0.7%) 3,400 20,800 4,500 1,400 — — 30,500 S
(11%)  (68%) (15%) {5%) o
l14-ycar-olds (1975/1976):  Boys (4%} 1,100 16,200 11,000 2,100 — — ;
(3%) (51%) (35%) (7%)
Girls (4%) 950 21,600 5,000 1,500 — — 2
(3%) (71%) (16%) (5%) o
15-year-olds (1976/1977):  Boys (17.5%) 400 15,100 9,000 1,700 — — g
(1%)  (47%) (28%) (5%) g
Girls (15.0%} 280 19,800 4,300 1,400 — — =
{1%) {65%) {[4%) (5%) =
16-year-olds (1977/1978):  Boys (38%) 280 12,800 5,300 1,300 100 4]
(1%) (40%) (17%) (4%) %
Girls {26%) 207 (7,200 3,800 {,400 200 o
(1%) (56%) (12%) (5%) _
17-year-olds (1978/1979):  Boys (39%) 161 7,812 2,110 682 866 1,492 z
(0.5%)  (25%) {7%) (2%) (3%) (5%} 3
Girls (43%) 145 10,154 1,479 782 3,248 1,523 c
(0.5%) (33%) (5%) (3%) (M%)  {5%) =
[8-ycar-olds (1979/1980):  Boys (79%) 22 1,309 353 161 629 4,121
- : {=) (4%) (2%) {0.5%) (2%}  (13%)
Girls (69%) 46 1,406 373 144 3,708 3,735
(—) (4%) (1%) (0.5%) (12%) (12%)
*Cannot go back before 1974: Department records do not provide relevant age distribution by type of school and course
attended.
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By age 18, around 80 per cent of boys and 70 per cent of girls had already
left second-level schools. But at the other extreme about 15 per cent of hoys
but 23 per cent of girls had gone on for further training or to third-level. A
majority of the girls in fact proceeded to secretarial-commercial courses —
primarily in vocational schools, or to nursing or teaching training; while a
majority of the boys go on to university or technical colleges.

The participation in, and the drop-out of pupils from, the successive levels
of education is, therefore, highly sex sclective, and the consequent paths of
entry to the tabour market are quite distinct for each sex. A much higher
proportion of girls stay on much longer at second-level, and their education
takes a much more academic form. But on completion they are slightly less
likely to go on to third-level, taking short pre-employment courses equipping
them for rather segregated clerical positions within the labour market. A much
higher proportion of boys enter the labour market at much earlier stages.
These are, on average, much more technically or vocationally educated and
are far morec likely to take manual jobs or enter apprenticeships. But for those
who complete second-level a much higher proportion of boys go on to third-
level courscs, which, again, are quite sex differentiated. These different pat-
terns of education and labour market entry are, however, highly class-related.
This is discussed in the following section.

(1ii) Social Class and Sex Selectivities in Education.

In the following tables we make an estimate of the sex and social class
composition of early and late school leavers. Two data sources are used here;
first, that made available to us from the NMS8" School Leavers Surveys; and
secondly, our own national samples of pupils in terminal Group Cert., Inter.
Cert., and Leaving Cert. classes. These school samples are described in the
previous chapter. '

In the following (Table 3.7) we give the percentage breakdown of educa-
tional intentions for each sex at the three stages covered. At all stages up 10
the Leaving Cert. girls are far more likely to intend staying on at school — in
keeptng with their actual participation rates. In the “terminal” Group Cert.
classes three out of four boys but only two out of five girls intend to leave
school at that stage. Of the boys who intend to leave at that stage two out of
three aspire to apprenticeships — a rather unrealistic level of aspiration,
however, for many of them, given the most recent data on the increasing
educational levels of apprentices.

At Inter. Cert. levels much the same pattern of sex differences occur, though
only a minority intend to leave school at this stage — about a third of the

"*N.M.S.=National Manpower Service, annual Schoo! Leavers Surneys.
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boys, but only one-sixth of the girls. Again, it is mainly apprenticeships which
attract the boys, while girls intend to pursue a clerical/commercial training
course before looking for work.

Table 3.7: Educational and work intentions of pupils in the three national pupil samples.
Percentage of boys and girls at each stage who intend to stay on in school or intend to work

Educational/occupational inten- Tecnmnal Group— poter. Cent. Sample Leaving Cert.
. ; ert. Sample Sample
tions of pupils Boys Girls Boys Girls Boys  Girls
1. Intending to go on to next per cent
stage in education 25 60 70 83 67* 9+
2. Enter apprenticeship 48 7 21 3
3. Todo pre-employment or
secrciarial courses 9 18 2 10
4, Enter family business or | 13 41
farm i — 1 —
5. Look for job straight
away 15 12 5 3
6. Other 2 3 2 2
Total Percentage: 100 100 100 100 100 100

Number: 354 128 2,658 2,343 ,844 2,083

*As similar questions were not appropriate to Leaving Cert. the nearest equivalent
was used.

At Leaving Cert. level, a slightly higher percentage of boys (67%) than of
girls (59%) aspire to higher education. Although girls are, therefore, much
more likely to continue on in school up to 17 or 18, they are in fact less likely
to go on to third-level education. The intentions people have about their future
roles are not directly translatable into actual behaviour, however (see Hannan,
1970). If they were, about 20 per cent of the relevant cohort of boys and 18 per
cent of girls would go on to university (i.e., the Leaving Cert. sample weighted
by the percentage of the original cohort going on to the Leaving Cert.). In the
session 1979/80 only about 12 per cent of the relevant male cohort and only
about 10 per cent of the relevant female cohort went on to university — the
actual rate being significantly below intentions. While these sex differences
are not very great they do reverse the preceding educational patterns. I one
adds other third-level institutions {excluding nursing training) the trends
become even more remarkably sex biased. The RTCs especially are highly
male biased in entry and student body."

“1n the academic year 1979/80, only 34 per cent of third-level siudents in Regional Technical Colleges,

and ?8 per cent of those in Colleges of Technology were women and within both sets of colleges Engineering
and Technology were almost completely male dominated, Dept. of Educ., Stats. Rept., 1979/80, p. 115.
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Overall then, girls are less likely to leave school before completing the
Leaving Cert. programme, but are also less likely to take up third-level
courses. However, as well as sex differences in this area there are also
differences associated with social class of origin — though its effects crucially
depend on one’s sex. The following results show this clearly.

Intending early drop-outs at Group Gert. leve! are very class selective: with
69 per cent of boys and 82 per cent of girls being from working class or small
farm backgrounds. At Intermediate Certificate level intending drop-outs arc
slightly less working class in origin — 58 per cent of the boys and 72 per cent
of the girls being from working or small farm class origins. At Leaving
Certificate level all pupils arc dominantly middle class, especially boys. But
even here those who intend to go on to university arc significantly less likely
to come from working class origins than those who are satisfied with a
second-level qualification only. Of those satisfied with a second-level qualifi-
cauon 44 per cent of boys and 60 per cent of girls are from working class or
small farm origins, whereas of those intending to go 10 university only 24 per
cent of the boys but 35 per cent of the girls are from these class backgrounds.

In other words as one goes up the educational ladder one encounters a
progressively more middle class environment. By the time of university entry
one is almost seven times more likely if a boy, and almost ninc times more
likely if a girl to be from an upper middle class or large farm background than
one’s earlier schoolgoing companions who droped out of school beforc doing
the Intermediate Certificate.

These class and sex selectivities are more comprehensively indexed in the
following table. It is based on a special tabulation from the 1981 NMS, School
Leavers Survey, and shows the social class origins of pupils who actually left
school at various stages of their post-primary cducation in the school year
1979/80. Again the same pattern emerges — early school leavers are dispro-
portionatley selected from working class or small farm origins, while later
school leavers became increasingly middle class in composition. For instance,
while over two-thirds of early school leavers came from working class origins
only a quarter of those who proceeded as far as the Leaving Certificate did so.
Girls are less than half as likely as boys to drop out of school before the
Intermediate Certificate — 11 per cent of girls, 24 per cent of boys. But the
girls who do drop-out at that stage are more likely to come from working class
origins than the boys who drop out. The same sex diferences in class selectiv-
ities occur at the Intermediate Certificate level. Girls are far less likely to lcave
at this stage but those who do drop out at this stage arc again more likely to
come from working class origins. (See also Appendix Table 3.2.)



Table 3.8: Percentage distribution by social class of boys and girls who intend to leave school at Group Cert. Inter. Cert. and Leaving Cert.
levels

Group Cert Puptls:  Inter Cert. Pupils: Leaving Cert. Pupils’ Sample

Of the 75 per cent Of the 24 per cent . . , .
Social Class Characteristics who intend to drop eut who intend to drop out cz;ﬁo;:[tn;:;d;}i!i / Those;::te;d;n{g “} Those intending to go
of Pupils* of school after Group of school after Inter. picte / vt P m[?e o J7é teve to universily
Cert. Stage Cerl. Stage oy Coilege or nursing
Boys Girls Boys Girls Boys Girls Boys Girls Boys Girls

% Yo % % %

Upper middle class 7.1 3.9 12.0 6.7 26.7 17.5 324 21.7 48.7 38.2
Lower middle class 24.3 17.6 29.7 21.0 29.3 228 33.6 289 27.0 26.5
Upper working class 36.0 373 29.6 39.0 314 41.5 25.3 34.7 19.9 25.3
Lower working class 326 43,1 28.7 33.3 12.7 18.2 88 14.7 4.4 10.0

Percentage: 100 100 100 100 100 100 100 100 100 100
Total:

Number: 267 51 764 372 574 779 411] 651 793 558

*This is a summarised and modified “Hall-Jones” social status classification: (i) Upper midle = Professionally Qualified,
Managerial/exccutives; Farmers over 100 acres; (ii) Lower middle = Inspectional/Supervisory — Higher and Lower
Grades, Routine Grades of non-manual, Farmers of 50-100 acres; (iii} Upper Working = Skilled manual, Farmers of
80-50 acres; {iv) Lower working = semi-skilled and routine manual workers, plus farmers of less than 30 acres.

¢9
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Table 3.9: Percentage distribution by social class of origin of male and female post primary
school leavers who lefl school at different levels

. c:m=  -Stageat which Respondents Completed their Second Level
: Education
Pre-Group Cert
Level or at Inter. Cert.  Leaving Cert.
Group Cert. Level Level
Level
Boys  Girls  Bays  Girls  Boys  Girls  Boys  Girls

Social Class Characleristic Total

per cent
. Upper Middie Lt 00 27 16 118 99 69 73

. Farmers* and Lr.
Middle Class 354 293 473 388 61.0 627 512 545

. Upr. Working Class 229 198 260 293 157 142 201 175
. Lr. Working Class 406 509 240 303 116 132 21.7 204

160 100 100 100 100 100 100 100

271 116 292 188 559 737 1122 1041

Source: Special tabulation from National Manpower Service, School Leavers Survey,
1981.

*The coding of “father’s occupation™ is as in the previous table, except that as
Farmers were not identified by size of farms they are all assigned to category 2.

Thus, at each social class level “drop-out™ rates for boys are higher than for
girls — but the lower the social class of origin the greater the sex difference.
For example, boys from middle class origins are between 4 and 12 percentage
points more likely to drop-out than are girls, while among those from lower
working class origins boys have a drop-out rate which is between 14 to 18
percentage points higher.

To a large extent, however, this advantage accruing to girls disappears at
third level, as can be seen from the following:
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Table 3.10: Percentage of Male and Female School Leavers (1980) from Each Class
Background Who had Completed the Leaving Certificate in 1980, who Went on_for Further (All
3rd Level) Educatioi in 1981 .

Social Background of Pupils Of those with the Leaving Certificate, Percentage
JSrom Each Class Background Who went on to
Third-Level Education or Training

M F
l. Upper middle class 68.1% 48.6%
(69)* (72)
2. Lower middle class and farmers 44.3% 43.0%
(341) {381)
3. Upper working class 37.5% 23.4%
(88) (77)
4. Lower working class 31.7% 18.9%
(63) (74)

*Figures in parentheses refer to sample sizes. X?= 94.4;df = 9, p < .001
Source: NMS, School Leavers Survey, 1981, special tabulation.

Although, for all social classes, girls are more likely to reach Leaving
Certificate than are boys, at third level the picture is reversed, as Table 3.10
shows. Girls are universally less likely to have proceeded from the Leaving
Certificate to further education or training than are boys. These sex differences
are greatest in the upper middle class, least in the lower middle class. However,
this latter class includes farmers, among whom girls are slightly more likely
than boys to continue to third level (Clancy, 1982).

In second-level education, therefore, girls are significantly advantaged in
terms of early school leaving — only half as many girls drop out of school at
an carly stage. Or in terms of completing the senior cycle, almost 50 per cent
more girls than boys do the Leaving Certificate. But of those who complete
second level, substantially fewer girls actually go on for third level education.
Of the original cohort, however, the relative proportions are roughly balanced.
In the following two sections these sex differences are seen 1o be cven more
marked in third-level studies, as well as in the subsequent type and level of
Jobs taken up.

(iv} Sex Differences in Third-Level Education

Although the relative proportions of the cohort of girls and boys who went
on to third-level education or training are roughly equal, the type of education
or training received varied widely, as the following figures clearly show:
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Table 3.11: Destination of sample of 1980 school leavers who had completed the Leaving
Certificate; and type of 3rd level courses taken in Universities or RTCs

Leaving Cent. Of those in Third Level:
Subsample Type of 3rd Level Course Taken
Those in Those in
Type of Universities RTCs
Type of 3rd Level 3rd Level
Institution Attended Male Female Course Male Female Male Female
per cent per cent
To University: 264 113 |Ans: 20.4 46.1 2.0 125
To RTCs: 19.1 89 |Commerce: 93 73 184 134
To Teaching Training: 0.7 6.0 |Professional: 14 140 06 1.5
To Nursing: 0.1 7.8 |Engincering/
To Secretarial: 00 440 Science: 46.2 314 546 205
To Other 3rd Level or Other: 128 1.1 243 521
Training (AnCO etc.) 104 140
No further Educ. or
Training 43.4 48.1
. % 100 100 % 100 100 100 100
Total No. 565 613 [ No. 170 69 132 62

Source: NMS, School Leauers Survey, 1981.

Boys who had completed their Leaving Certificate in the NMS sample were
more than twice as likely as girls to have entered University or RTCs.
However, since boys are almost 30 per cent less likely to complete second-
level this considerably exaggerates the overall differential. In fact, in the
1979-80 school vear about 12 per cent of the relevant cohort of boys and 10
per cent of the relevant cohort ol girls wenton to University (Higher Education
Authority, (HEA) Accounts and Students Statistics 1979-80).*

Whaut is, however, far more important than any differential in rates of
attendance at third-level is the sex difference in type of courses taken. Girls
are disproportionately concentrated in teacher training, nursing and sccretar-
ial courses. And, within University and Technical Colleges, they are far more
likely to enter Arts or professional tvpe courses, while boys are far more likely
o enter Engineering or Applied Science courses. The following results show
this sex bias even more clearly.

* As estimated from original cohart size.
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Table 3.12: Ratio of male to female first year entrants and primary and pa:t—gradua‘te degree
holders in 1979-80 (No. of males per female)

First Year Primary Post-graduate
Entrants Degrees Degrees
1980 1979 1979
Arts 588 (1618)  .663 (1137) 1.352 (88)
Social Science 432 (93) 114 (88) 1.000 (4)
Commerce (incl. Econ. and Soc.

Studies) 1.958 (269)  2.371 (210) 19500 (4)
Law 1.362 (112) 2.033 (90) 2.800 (5)
Science 1.058 (462) 1.357 (300) 2.655 (29)
Engincering 8.935 (62) 18.233 (30) 27.667 (3)
Medicine/Dentistry 1.095 {241) 2.163 (166) 2.750 (4)
Vet./Agr./Forestry 4.235 (46) 6.522 (23) 41.000 (1)

Source: HEA, Accounts and Student Statistics, 1979-80.

A highly sex differentiated course structure exists within the University
system. Male dominated faculties such as Engineering and Architecture show
a 9 to 1 male/female ratio at undergraduate level, and a 28 to | ratio at a
post-graduate level. Veterinary and Agricultural Science are slightly less male
dominated at undergraduate level, but at graduate level there are still 41
males to 1 female amongst the students. Economics Commerce and Law have
a significantly less male emphasis at 14 or 2 to 1. But while Law retains this
position at the graduate level, Commerce is still dominantly male, at 20 to 1,
at higher degree level. Science, Medicine, and Dentistry have the least male
emphasis at the undergraduate tevel and have become increasingly less so
over the past few years, but at graduate level the situation is still male selective
at the ratioof 2 or 3 to 1 in 1979.

Only the traditional Arts subjects and Social Science — predominantly
Social Work — show a consistent female bias at the undergraduate level with
about one male to every two female undergraduates. Even here, however, at
the graduate level the situation is reversed, with females being significantly
under-represented.

However, the extent of sex differentiation has substantially declined over
the past decade, partcularly in the past 5 years, as can be seen by comparing
the above figures with those for 1976/77 in Appendix 3, Table 3.1. While the
situation in Arts and Social Science has remained relatively static there has
been a substantial increase in female undergraduate participation’ in Engi-
neering, Agriculture/Veterinary, Medicine, Law, Science and Commerce. At
graduate level, however, sex differences are still as pronounced as in the
mid-1970s.
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This clear sex bias by faculty or training course or job is unlikely to be due
exclusively to second-level school channeling effects on subject choice, or on
examination performance and, therefore, to essenually educational or curric-
ular constraints imposed by the second-level school system. While it may well
be that a suitable balance of entry subjects and examination performances
was not achieved by girls for the applied Science and Commerce faculties, for
instance, we cannot assume that the relatively low take-up of those subjects
by girls is due mainly to their lack of provision. The lack of provision by
schools may reflect only biased historical patterns of choice by girls. Given
very high “points’ requirements for entry to Medicine — where the uptake is
roughly evenly balanced between the sexes — sex differences in second-level
performance certainly cannot be an important discriminator.

It appears likely, therefore, that such sex biases occur also at a much more
“individualisuic’” level; in the choices and proclivities of individual students. -
Occupational aspirations and marriage or career plans are highly sex differ-
entiated even amongst those who go on to third level. Girls are not only less
likely to go on for third-level education, but, even when they do, they choose
options that are traditionally associated with female achievement models —
teaching, medical and paramedical, social work, administrative options. The
process by which this high degree of sex differentiated educauonal and
occupational allocation occurs appears, therefore, to be highly institutionalised
— both in the behaviour of educational instituiions and in the atitudes,
aspirations and expectations of individuals.

In the following section we examine the degree of sex differentiation in the
tabour market, that is, the extent to which it is segemented by basically
“male” or basically “female” occupational boundarics: a non-competitive
market in which males mainly compete with mates and females with females,
but also one which is quite restrictive of career mobility for women.

However, the traditional patterning of male and female roles may not be as
solidly established as the current pattern of roles may suggest, particularly the
conventional patiern of movement from the labour market on marriage. As
we have seen this pattern has shown significant interruptions in recent years
— particularly amongst younger women. In the final secuon of this chapter
we, therefore, examine the extent to which girls and boys in their final year of
second level schooling share these traditional expectations.

(v) Sex Segregation in the Labour Market

As we have scen, then, the pattern of further educational and occupational
entry for girls is substantially different from that of boys. Girls are far more
likely to stay on in second-level education to completion — boys to drop out
carlier. As a result, boys (at 14%) on average have slightly higher levels of
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unemployment than girls (11%) in the year subsequent to leaving school
although there is no significant difference between the sexes when level of
cducation is controlled. The important variable is level of education achieved,
not sex. Almost 30 per cent of those school leavers with no educational
certificate are unemployed, compared to around 8 per cent of those with a
Leaving Certificate. So, because significantly fewer girls leave school carly,
fewer remain unemployed (NMS Survey, 1981).

Table 3.13: Employment status of school leavers one year subsequeni lo completing their second-
level education, by level of education

Pre Group Cert.  With Group

{Left without Cert. or With Leaving Total
any Educ. Intermediate Cert.
Quals.) Cert.
M F M r M F M F
per cent per cent per cent per cent
1} Employed 68.1 634 777 714 467 585 608 616
2} Unemployed or
seeking first job 297 290 175 134 8.6 80 143 11.0

3) Third-level student
or further training 0 0 24 125 438 314 233 248

4) Other 2.2 7.5 24 2.7 0.9 2.1 1.6 26
% 100 100 100 100 100 100 100 100
Total No. 138 93 417 224 380 752 1136 106

Source: NMS — School Leavers Survey, 1981,

Substantially more girls, thercfore, complete second-level educition. Of
those far more also enter employment on completing their education, or take
up short worker training courses — mainly for office work; and far fewer
remain unemployed. Whether their more prolonged and more academic
education results from greater demand for female clerical labour and conse-
quent adjustment of the school system to meet that demand, there is no doubt
that the increasing levels of education of girls in the late 1960s and early 1970s
coincided with an equivalent rapid growth in white collar employment in
Industry, Services and the Public Service (see Rottman and Hannan e al,,
1982). Up to the early 1980s, in fact, it appears that labour market demand
and educational system supply is more evenly matched for girls than for boys.
Supply, however, appears to be more generous for girls than for boys, i.e.,
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unfilled places in vocational schools and the very rapid expansion of girls
sccondary schools’ places. Although interesting, these questions will have to
awalit further research, however. What is important here is the extent and
nature of the educational difference, as well as the differential paths of labour
market entry. :

The extent of labour market segmentation amongst young workers is clearly
indicated in the following figure taken from the 1971 Census. The distribution
of young (20-24) females is substantially different from that of males. Almost
two-thirds of young female workers (20-24) enter or are employed in non-
manual or white collar occupations — the great majority in clerical capacities,
usually in ones that do not have extended career possibilities. A further 14 to
15 per cent are employed as service workers — shop or counter assistants,
ctc., of various kinds. Of all younger female workers, therefore, over three out
of four are¢ employed in non-manual or service employment. This is true,
however, of only one in three younger male workers. Younger men are much
more concentrated in manual or farm employment (63%}, particularly skilled
manual work (27%); and, if non-manual, are much more likely to be employed
in professional, technical and trainee managerial positions. A very high
proportion of young women, therefore, are employed in non-career line junior

Table 3.14: Some selected characteristics of the occupations held by gainfully occupied young (aged
20-24) and middle aged (40-44) female and male workers in 1971, Percentage in selected socio-

ECONOIIC groups
C ] Aged 20-24 Aged 40-44
By Socio-Economic Group Females Males Females Males
per cent per cent

Higher Professionals 2 2 8 4
Lower Professionals 14* 4 15% 3

Employers, Managers, Salaried
Employees 0.4 3 4 9
Intermediate non-manual 46 17 29 9
Other non-manual (Service workers etc.) 15 9 17 11
Skilled Manual ] 27 4 18
Other Manual 16 19 15 15
Agricultural 2 18 8 32
“Total % 100 100 100 100

No. 68,408 97,800 14,693 74,507

Source: Census of Population of Ireland, 1971, Volume V. Table 6 and Tabie 1 B.
*Mostly nurses, teachers etc.

D
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non-manual positions, or as profcssionals — such as teachers and nurses —
they have limited career opportunities.

In fact, 71 per cent of all young working women (20-24) are in: occupauons
where over two-thirds of their age peers are women — a very clear female
scgmentation of the labour force, (Kreckel, 1980). A high degree of occupa-
tional differentiation by sex, therefore, occurs in the Irish economy. This is
not an unexpected finding given the very high degree of sex differentiation
found in almost all western societies which have been industrialised for a
much longer time period than Ireland {Gross, 1967; Oppenheim, 1970;
Fogarty ef al, 1971: Williams, 1976) -

However, it should not be taken from this that women, on entering the
labour market, are seriously discriminated against in terms of unemployment
levels, initial income levels or the quality of first job entered. In fact, in all of
these respects young women, by and large, do better than young men: a
substantially higher proportion of young men enter the labour market with
poor educational or training qualifications, a higher proportion remain unem-
ployed and a much higher proportion find employment in routine manual
work — with signiﬁcantly poorer conditions of work, very poor promotion
prospects and poorer income levels. :

A special tabulation of the 1981 NMS School Leavers Survey wis carried out
relating the status of current occupation of school leavers to level of education
achieved. As we can see from the following table, taken from these results,

Table 3.15: Of those in employment, level of occupation achieved in one year aftér leaving school
(1981) by level ofeducation achieved in school

Stage at which pupil compleied education

Level of Occupation achieved Before or at Inter Cert Leaving Cert
Group Cert Level Level * Level

Male Female Male Female jMa!e Female

per cent per cent percent per cent  percent per cent
(1) Upper Non-Manual

(1-3): 0.5 1.2 2.1 3.5 160 178
{2} LowerNon-Manual I
{4-5): 12.8 40.2 235 707 428 730
(3) Skilled Manual (6): 48.3 49 51.7 6.4 20.6 1.7
(4) Semi-and Unskilled
Manual {7-8): 38.2 53.7 223 204 211 7.8
Total % 100 100 100 100 100 100
No. 196 82 238 142 276 460

Source: NMS School Leavers Survey 1981, )

i
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a very clear sex distinction occurs in occupational placement at all levels of
education achieved. At Group Cert. level or lower, around 90 per cent of boys
but less than 60 per cent of girls are in manual or service occupations. Even
with such low levels of education, over 40 per cent of girls are in junior
secretarial/clerical positions. At Inter Cert. level around three out of four girls
arc in such non-manual occupations, compared to around one in four boys.
While at Leaving Cert. level over 90 per cent of girls'compared to less than 60
per cent boys got non-manual jobs. At this stage of the educational and work
process with around 80 per cent of the cohort in employment, girls are clearly
advantaged: being concentrated n generally better paid non-manual occu-
pations, and they are also advantaged, as we have seen, in overall unemploy-
ment levels.

In conclusion, therefore, girls’ initial entry point to the lrish labour market
is generally better placed than that for boys — at least as judged from those
who enter directly from second-level education. Although their future earning
and carcer prospects are not nearly as good as that for men, in general, young
women who enter the labour market directly from second-level education start
their work life with more prestigious and generally better paid positions than
young men. These positions, however, have very short promotion ladders.

Most clerical positions have only two or at most three career grades and do
not generally providc access to managerial positions. And, taking all female
workers as a group, their average wage or salary levels are substanuially below
those of the closest comparable male occupations (Blackwell, 1983). The
initial female advantage on entry to the labour market is very quickly eroded
as males complete their apprenticeship and enter, or are promoted, to positions
that are much better rewarded. And of that proportion of the cohort who go
on for further training beyond second level, a clear and immediate advantage
of males is obvious, a higher proportion of boys go on to University or
Technical College and are prepared for entry to professional, technical and
managerial positions in the economy, while girls disproportionately enter, and
are trained for, professional positions like nurses or teachers, which have more
limited income and carcer opportunities. Given that their average level of
education is higher — with almost 70 per cent of girls completing second-level
education, compared to around 50 per cent for boys — this inital advantage
appears (o be relatively quickly eroded. This clearly raises the question of sex
differences, in expected and actual roles in the economy and in the family, and
the extent 1o which the traditional division of labour is incorporaied into the
attitudes and expectations of young women and men about to complete their
second-level education.

Given the substantial changes in the educational and occupational position
of women that has been described, as well as the significant increases in the
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percentage of young “‘dual-career” (work-family) married women, one would
expect that young women in second-level schools at the present time would
have significantly different aspirations about the future pattern of their spousal
and work roles than had their elders. This question is explored in detail in the
next section.

(vi)  Cultural Differences

Il sex differences in familial and occupational careers have been so marked
in Ireland, and for such a long time period, it is likely that a very sex
differentiated system of belicfs, values and expectations about appropriate
gender roles is widcly shared in the society; and that most young boys and
girls are being socialised by parents, peer groups and teachers, etc., into rather
traditional adult role expectations. It is apparent in studies of familial inter-
acuon in Ireland (Hannan and Katsiaouni, 1977; O’Connor, 1980) that
although there has been a significant shift from the traditional segregated and
patriarchical role system within the family, that change has been toward a
still highly differential system which maintains the traditional distinction
between the “male provider” role and female “homemaker” role. As we have
seen the extent of “dual career” families is very limited in Ireland: at most, 15
per cent of all married women have full or part-time employment outside the
home, although the proportion of younger married women is substantially
higher. There have been, however, significant indications of some dissatisfac-
tion with the traditional familial model. Almost a quarter of the non-working
married women in Walsh and O"Toole’s (1973) study had some intention 10
return to the labour force, and the higher the level of education the greater the
participation in the labour force, and the greater the intention to return to it
after childrearing was completed. Between 40 and 50 per cent of married
women with university or professional-technical qualifications were working
(full or part-time) — compared to an average rate of 15 per cent. And, of
those not working, about half of the most highly educated thought it probable
they would return to work. In the sample of Leaving Cert. pupils in this study
roughly 20 per cent of the mothers of pupils were working full or part-time.
We do not know the auitudes of those not working but, given the cxtent of
economic and social change over the 1970s, onc would at least expect the 1973
results to have remained constant.

One would, therefore, expect that the majority of female students in
second-level schools, although with significantly less traditional expectations
than the actual occupational positions of their mothers suggest, would still not
be aiming at a full-time carcer in the labour market; the majority seeing career
and parenthood as mutually exclusive options for women. In the following
two tables we give the resulis of interviews with a large national sample of




Table 3.16: Sex differences in marriage expeclations, and in aspirations lo combine work with marriage and childrearing (Leaving Cert.

Ty

Sample, 1981)

Expected  Expectations about combining work, marriage and childrearing roles, Perceptions of future

Percentage
expeciing to median age on marrige and birth of child Spouse’s expectalions
marry of marriage
(1)} Would giveup (i) Would combine (i} Would continue  ““You would give up
Job to mind part-time working {0 work full time work (full time or
childrenona full  with minding children  while spouse would parl-time) while
time basis while spouse worked  give up work to mind  spouse would work
Sfull time children full time Sull time or pari-
time?”’
per cent Years per cent per cent per cent per cenl
Girls 97.0 25.0 50.1 40.0 ¢.2 92.0
(N=2015)
Boys 96.0 259 29 59 63.6 12.0
(N=1713)

SATOW XIS ANV ODNI'TOOHOS
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girls and boys in their Leaving Cert. year in the sampled schools in 1981. The
first table indicates the sex differcnces in expectations about combining work
and marriage; the second indicating expectations about level and type of
occupational aspiration.

A marked sex differentiated pattern emerges. \4arr1agc expectations are
almost universal — although expected age of marriage for girls is significantly
higher than expected. About two-thirds of the boys but only half of the girls
have completely conventional views about the male provider” and “female
homemaker” roles. A further 40 per cent of girls, however, aspire to combine
pari-time work with full time home-making/parenting duties. Less than 10
per cent of girls aspire to “a dual career family” model, but almost 20 per cent
of boys said they would aspire to a non-traditional spousal-occupational role,
agreeing to work part-time, for instance, to look after children.

Table 3.17: Level and type of educational and occupational aspirations of Leaving Cert. pupils
in sample, 1981

Level of educational Level of occupational Type of occupational
aspirations aspirations aspirations

Percentage  Perceniage  Percentage  Percentage  Percentage  Percenlage

aspiring to  with no aspiring to  aspiring lo  aspiring o aspiring to
universily  aspirations  professional Intermediate  jobs that Jobs
beyond occupations Non-manual require that are
Leaping fi.e., mostly Higher  predominantly
Certificate clerical) jobs Maths  femalein
composition
Boys 43.5 334 353 6.6 130 + 172
(N=1844) '
Girls 27.1 40.9 9.4 23.8 1.4 74.6

(N=2083) '

The predominant pattern however is clearly traditional. Given these sex
differences it is not surprising to find that very pronounced gender differences
tn occupational aspirations occur. Marked sex differences exist in the level
and type of educational and occupational goals. Boys are 50 per: cent more
likely than girls to aspire to University and four times more likely fo aspire to
professional occcupations. Girls’ aspirations tend to be much more limited to
lower professional (teaching and nursing} occupations or to clerical occupa-
tions; as well as to jobs that are predominantly staffed by women, The clear
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labour market segmentation is being almost exactly reproduced in these girls’
expectations. Around three-quarters of girls in the Leaving Cert. sample aspire
to female dominated jobs,'* compared 10 around onc in six boys. Boys also are
far more likely to aspire to jobs that actually require Higher Maths as an entry
requirement {mostly Enginecring) and to jobs that are technical-scientific in
their characteristics.

In other words, despite the very obvious shift in the level of participation of
women in the labour force and some significant shifts in their educational
“preparation” for the labour market there is an extremely clear cut sex bias
in occupational goals and expectations. In terms of level and type of their
educational and occupational goals girls’ orientations are directed toward
traditional occupational outlets, the great majority aiming at the very tradi-
tional clerical and *“‘caring’ occupations (teaching and nursing}).

Given these marked sex differences in both the saliency and level of occu-
pational goals, and the significantly greater emphasis on familial/domestic
responsibilities amongst girls, one would expect substantial differences in the
perceived function of second-level education as well as in the perception of the
utility of different subjects and subject packages amongst boys and girls. This
question, however, will not be explored unul Chapter 9.

Marked differences, however, exist amongst girls themselves in these
respects: 10 per cent have very “liberated” views of the relationship of
marriage and work, 40 per cent have views which emphasise the continuing
saliency of, at lcast, part-tim¢ work. Nevertheless, the orthodox view of
married women’s responsibilities still prevails and it constitutes the expecta-
tions of the majority.

As has been found in most research (Bayer, 1969; Aneshensel and Rosen,
1980) variations in such carcer-marriage expectations are significantly related
to type and level of educational and eccupational aspiration and, therefore, to
subject choice. These relationships will be explored in detail in later chapters,
particularly Chapter 9. What is important here is to emphasise the tradition-
ality of the majority of girls’ aspirations, and the very clear distinction between
these and boys’ expectations. But also to point out the significant minority of
girls who have non-traditional expectations about work and family roles: over
a third of the Leaving Cert. girls expect to combine at least part-time work

“Female dominated occupations are those where over 65 per cent of workers, aged 20-24, in the
occupation were female in 1971: (1) Leather and Textile Workers: Boot and Shoe Makers {[actory); Spinners
c¢ic.; Knitting, Heisery machine Operators; Tailors and Dressmakers, Scwers and Machinists. (2) Foed,
Beverage and Tobacco Workers: Makers of Tobacco Products. (3) Storekeepers, Packers and Bottlers: Packers and
Bottlers. (4) Clerical Workers: Typists and Clerks. (5) Service Workers: Housekeepers and School Matrons,
Waiters and Waitresses, Maids and Related Workers, Barbers and Hairdressers, Hospital and Ward
Autendants. {6) Professional and Tecknical Workers: Religious, Teachers, Nurses, “Other Medical Workers”
{excluding Doctors, cic.). Calculated from Table 5 of the Cesus of Population, 1971, Volume V.
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with marriage and childrearing duties, one in four to non-female or non-
stereotyped jobs, and one in ten to professional-technical occupations, etc.

Conclusions

The naive assumption that girls’ education has directly deleterious effects
on job opportunities — in levels of unemployment, and in the status of, and
income from employment — immediately on leaving school is not supported
by this research. In fact, post-school unemployment rates are lower amongst
girls, primarily because a higher proportion of girls complete second-level
education. Unemployment rates are 3-4 times greater amongst those leaving
school before the completion of the junior cycle than those completing the
senior cycle, and girls are 50 per cent more likely to complete the senior cycle.
As a reflection of their generally higher levels of cducation, as well as because
of differences in labour market demand, a much higher proportion of girls
who enter the labour market immediately on leaving school get non-manual
Jobs which, in terms of their status and income, receive, on average, higher
rewards than equivatent boys.

However, this initial advantage is quickly eroded. Boys initial wage rates
are disproportionately reduced by their high proportion in apprenticeships
— where starting wage levels are very low — and their greater propensity to
start ofl in lower level employments which, however, allow for greater wage
and career mobility. So that although initial entry earnings are higher for girls
overall wage levels for female labour varies between two-thirds; and three-
quarters of that for male labour in comparable employment. (Sce Blackwell,
1983).

Both manufacturing and service employment for young women (15-24) has
shown a disproportionate decline over the past decade — in textiles, personal
and other service occupations. But there has been a compensating dispropor-
tionate expansion in lower non-manual employment for women; in clerical-
secretarial, semi-professional, and commercial occupations {see Tabte 3.18
and Appendix 10, Table 4). From our point of view, therefore, girls’ education
has adapted to labour market demand changes more successfully than has
boys’ education over the past decade. Given shifts in labour market demand
there is, in fact, a much higher degree of structural misfit between educational
output and work availability for boys than for girls. This, however, relates
only to those 70 to 75 per cent of pupils who enter the labour market directly
from second-level education.

Although this is so, however, the jobs taken up by girls are very highly sex
segregated, with almost 70 per cent of girls entering job categories that are
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dominantly female in workforce composition: secretarial-clerical, teaching,
paramedical, certain types of service employment, etc. In addition to this
labour market scgregation, up to 70 per cent of young women retire from the
labour force on marriage or on the birth of the first child. This patiern of
generally segregated schooling, segregated occupational induction, and early
withdrawal from paid employment on marriage has become highly institu-
tionalised in Irish educational and occupational placement practice, as well
as in the anticipatory socialisation of girls into this pattern.

The main character of this path of movement from schooling into the
workforce, and [rom work 1o lamily responsibilitics, has changed substantially
for young women over the past two decades, however. There has been a very
significant contraction in employment in the production and service sectors of
the economy: in agriculture, in some sectors of industry and in some services
— particularly personal services. But there has been a compensating growth
in commercial, professional and semi-professional employment as well as in
public administration. Those white collar jobs expanded demand for female
labour: clerical-secretarial or semi-professional jobs like teaching or nursing,
etc. (see Table 3.18 below). Relative to males the decline in employment for
females in production has been lower and the expansion in the opportunities
in lower white collar employment has been much greater.

Table 3.18: Some broad occupational characteristics of young (13-24) male and female workers

1961-1979
Year Percentage
Point Change
1961 1971 1975 1979 1961-1979
Bread Occupational Group Fooo M F M F M F M F M
% % % % % % % % %
(1} Agriculture + All
Producers + .
Labourers: 29 68 24 64 21 62 20 60 -9 -8
(2) Transporu 6 9 6 8 6 8 4 1 -2 =2
{3) Commerce: 4 9 13 9 12 9 13 1 -1 +2
{4) Serviee: 22 3 15 4 10 4 13 4 =7 +1
(3) Clerical: 20 5 31 737 7 35 7 415 +2
{6) Profcssional/
Technical: 9 3o 5 14 6 14 6 +5 +3
(7) Other: 1 4 05 3 — 5 1 4 — —
Total percent 100 100 100 100 100 100 100 100 100 100

No. (000) 118.0156.7129.9169.7129.7162.6142.6 185.1

Sonrces: Tables 1A and 1B, Census of Population, Vol. .V, 1961, 1971, Labour Force
Survey 1979,
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In addition to this increasing demand for female labour and the general
upgrading of the status of female jobs — from semi-skilled manual jobs in
industry and personal service employment, etc., to lower non-manual employ-
ment — the participation rate of young married women in employment has
also incrcased markedly, doubling in the 1971/79 period. This no doubt
reflects underlying cultural and cconomic changes. The combined effects of
rapid industralisation, urbanisation, substantial increases in the level of
education of younger women, increasing marriage rates and declining mar-
riage ages, dechning fertility and age of completion of childbearing and so on,
has substantially altered the economic, social and cultural environment in
which young women construct their work, courtship and family and commu-
nity roles.

Despite these rapid changes, however, it appears that girls’ second-level
schooling has more successfully adapted to this rapid labour market changes
than has boys’ education — at lcast, as indexed by initial job placement
figures. Fewer girls remain unemployed after the first year of working life, and
they are relatively better positioned — in terms of status and income level —
in their first job.

From a policy point of view, therefore, the issue is not one of under-
achievement in terms of gencral educational level or initial job placément but
the very high degree of sex differentiation in education and in job placement
with very limited promotion or career prospects in the jobs entered by young
women; as well as the very low proportion of high achieving girls who aspire
to, or enter, training for professional, technical, and managerial positions in
the society at large. The issue of the technological vulnerability of office —
clerical or service employment, where young female employment is over-
concentrated, is also crucial. ;

Males, therefore, are both more likely to enter unskilled and semi-skilled
manual jobs, and more likely to become unemployed. But they are also far
more likely to become qualified as skilled manual workers and to take up jobs
leading to careers in management, professional, technical and senior admin-
istrative positions. Although women, thercfore, arc less likely to become
unemployed or to enter low-paid manual employment they are almost com-
pletely absent from craft or skilled manual jobs as well as from senior positions
in the labour market. This pattern is not apparently due to their restricted or
interrupted careers but to their different entry points to the labour force, to
their preceding educational history, and to a very high degree of sex segregation
in the market itsell. Class differences in educational and job opportunities are
wider among boys than among girls, since fewer young women are found at
the extremes: pre-Group Cert. school leaving, and unskilled manual employ-
ment or uncmployment, on the one hand, and in appropriate third-level
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education and higher professional or managertal employment, on the other,

The details of the differential educational history of boys and girls in
sccond-level schools 1s analysed in detail in the following 5 chapters. In
Chapter 9 we return to pupils own attitudes and aspirations and their
relationships to choice of subjects.




CHAPTER 4
The Organisation and Differentiation of Post-Primary Education in Ireland

This chapter provides a brief introduction to the system of post-primary
education in Ireland, as well as an historical overview of sex differences in the
type of cducation received in secondary, community and vocational schools.
We first provide a brief description of the ownership, managerial structure
and main social characteristics of pupils in the different post-primary schools
(see Coolahan, 1981; Tussing, 1978). For those unfamiliar with the system,
this provides a general overview of the organisational context within which
differential curricular provision and subject choice occurs. Secondly, we
describe the nature and extent of recent changes in curricular provision in
secondary and vocational schools.

Post-primary schools are mainly single sex, although most of the newer
schools are coeducational. Even in coed schools, however, substantial sex
differences in curricular provision and subject take-up occur, particularly in
vocational schools. The extent 1o which such sex differences in subject provi-
sion and take-up occur in Irish secondary and vocational schools 1s explored
in this chapter, as well as the extent of change that has occurred in these
respects over the past few decades.

The Organisation of Posi-Primary Schools

Second-level education in Ircland is of threc main types: secondary, voca-
tional and community/comprehensive. Each has its own distinctive character,
and the Department of Education, which holds averall responsibility for the
planning, financing and regulation of education in Ireland, has a different
relationship with each type of school. In 1980-81 there were 818 second-level
schools, 524 secondary schools, 3 secondary tops, 246 vocational schools and
49 comprehensive or community schools. Seventy per cent of all second level
pupils were in secondary schools, 21 per cent in vocational schools and 9 per
cent in community-comprehensive schools.

Virtually all pupils experience some form of second-level education, as
school attendance is compulsory until the age of 15. Most pupils transfer from

80
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primary level at 12 or 13 years of age. The full second-level course is normally
of five years’ duration and terminates with the Leaving Certificate cxamin-
ation, which tests two years of senior cycle study. The junior cyclc is a three-
vear course of study leading to the Intermediate Certificate examination. Both
these examinations may be taken in a wide range of subjects — academic,
technical and artistic. The Group Certificate examination may be taken after
two, or sometimes three, years of second-level studics: 1ts syllabi constitute a
subset of Intermediate Certificate subjects, but its emphasis is mainly
practical.

The existence of two junior cycle examinations with differing emphases is
a heritage of differentiation over many decades between mainly academic and
mainly practical education, cach of which was catered for in a separate scctor;
private secondary schools developed rather like grammar schools or gymnasia;
the public vocational schools specialised in trades, agriculiural, domestic and
secretarial training. The Intermediate and Leaving Ceruficate examinations
were developed for the secondary sector, and the Group Certificate for the
vocational sector. Until the mid-1960s the two year Group Certificate course
was the terminal examination for almost all full time vocational school pupils.
The course of study was not integrated with that of the Intermediate or
Leaving Certificate curricula.

Vocational schools were the only “free’ schools up to 1967 recruiting pupiis
mainly from small farm or working class origins, or those of lower academic
ability who were seen by their parents as unsuited for the academic curricula
of the secondary schools. This bipartite system of education — the academic
and mainly middle class sccondary schools and the technical and generally
working class nature of the vocational school — was more obvious up to the
mid-1960s when a relatively low proportion of the cohort went on to post-
primary schools and thus curricula and student body were quite distinctive.

In the last fifteen years, however, a number of policies were directed towards
overcoming this duality: the extension of free second-level education to ail, the
development of a more comprehensive curriculum, the integration of the
Group, Intermediate and Leaving Certificate curricula and, finally, the devel-
opment of the new comprehensive schools. These policies have been promoted
in three ways: first, vocational schools were permitted to offer the Intermediate
and Leaving Certificate examinations, whose curricula were substantially
revised to accommodate technical and practical subjects. Sccondly, in 1967
free second-level education was introduced. Thirdly, a new type of school was
introduced, which would offer the full range of subjects and examinations in
a single centre: this is the “comprehensive” or later, the “community” school;
originally intended, from 1ts inception in 1963, to be the model for most new
sccond-level schools. Most of these new schools, however, were set up in newly
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expanding urban areas. In the older communities with established schools a
sustained attempt was made in the late 1960s and carly 1970s to persuade
smaller schools to amalgamate to form a new community school or to co-
operate in providing a fully comprehensive curriculum to every community,
This lacter policy, however, had limited success and has not beeén pursued
actively in the last decade.

(i) Size and Managerial Charactristics of the Three Sectors

Much of the difficulty in effecting structural changes in the post-primary
education system hes in the diversity of the system, or systems. Secondary,
vocational and comprehensive or community schools are organised quite
independently of one another, except in so far as they are jointly regulated by
the Department of Education. '

The Secondary School Sector

Secondary schools have their origins in the late 18th and early 19th century:
they developed as “voluntary” schools, privately or corporatelv owned. Until
the early 1960s they were minimally financed by the state. They may now be
almost totally state-financed, but they remain “private’ in that buildings and
land remain the property of those who operate the schools. A striking feature
of the secondary sector is its denominational character. About 88 per cent are
owned and controlled by Catholic religious institutes {(nuns, brothers and
priests); 6 per cent belong to other religious denominations, mostly the Church
of Ireland; the remaining 6 per cent are owned either privaiely or corporately
by lay Catholics. Of the schools run by Catholic religious institutes, 280 are
owned and controlled by teaching sisters, 122 by teaching brothers and 63 by
priests.

These figures, however, give little indication of the range in size of these
religious orders and congregations. Among the schools run by nuns (over half
the total number}, the largest congregation {Mercy} alone — although com-
posed of several independent units — controls about one-fifth of all secondary
schools. The largest congregation of brothers (Christian Brothers) controls
about 15 per cent of the total. The three largest teaching congregations
{including Presentation) combined own about 45 per cent of all secondary
schools. Yet there are 35 congregations of nuns and seven of brothers. Among
priests, a distinction should be drawn between religious order priests — of
whom there are 18 orders owning 34 schools — and diocesan priests, who
operate the 31 boys’ diocesan schocls. Of a total of 60 men’s and women’s
congregations, owning or managing : ccond-level schools, 37 control only one
or two schools each.

While religious-run schools constitute the great majority of secondary
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schools, the number of religious teaching staff has been declining steadily,
nuns constituting a much higher proportion of female teachers than do priests
and brothers of male teachers.

The proportion of rehigious teachers has declined from 60 per cent of the
total in 1942, to 34 per cent in 1971. In 1971 the overall teaching force was
three times as large as that of 1942 (O Buachalla, 1980). Tussing (1978)
estimated that by 1986 only about 20 per cent of teachers in secondary schools
would be religious (p. 61). But even by 1978-79 the ratio of religious to lay
(incremental) teachers in secondary schools was down to 20 per cent.**

In our own sample of secondary schools the religious as a percentage of all
incremental teachers in 1981 was only 16 per cent — 20 in girls’ schools and
13 in boys’. Even if we include non-incremental teachers the overall percentage
only reaches 18.

Table 4.1: Percentage of permanent and non-permanent teachers who are religious in secondary,
vocational and community schools

Secondary Schools Vocational Schools Comp./Community Schools
Permanent Non- Permanent Non- P y Non-

{Incremenial)  Incremental ;. r;:mr Permanent .;.H"Tm Permanent

Teachers Teachers caciers Teachers eachers Teachers
Male Teachers 12.6 15.5 1.2 63.2 32 + 4
Female Teachers 19.6 26.1 2.0 15.8 94 1.1
All Teachers 16.1 32.4 1.5 4.2 6.2 222

Total No. of

Teachers 1431 204 548 95 421 27

In vocational schools religious are down to less than 2 per cent of all
permanent full-time teachers and in community schools to 6 per cent.
Obviously the very rapid increase in pupil/teacher numbers has led to a faster
erosion of the prominence of religious in the teaching body than had been
anticipated, though not of their dominance in principalships.

Congregations are involved in education to serve a wide range of religious,
social and educational objectives. These orientations became a significant
factor when in 1967 secondary schools were called upon to decide whether
they would continue to charge fees, or whether they would take part in the
state Free Education Scheme. This provided schools with an equivalent
amount in direct state grants to what had been raised by schools in the lower
fees range. Roughly 10 per cent of Catholic religious and lay schools are not

2}ue primarily to a much greater increase in the population of pupils and teachers in secondary schools
than had been estimated by Tussing (1978). Source: Statistical Report, 1978-79. By the school year 1980-81
the percentage was reduced to |8, (Sratistical Report, 1980-81, p. 66).
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in the Scheme. These are usually distinguished by the particular educational
philosophy and social group orientation of the religious order — they are
mainly highly academic and cater primarily for upper middle class pupils.
But a number of religious orders like the Christian Brothers or the Présentation
order, which were primarily established for the education of the poor, maintain
a small number of private fee-paying schools. A separate grant scheme is
available for the 23 schools of Protestant denominations, all of which remain
fec-paying. Here fees are charged (sometimes quite substantial fees), but state
funding is used to provide scholarships for those from lower income
backgrounds. y

Principals and managers of secondary schools (often the same person) have
the power of appointment of teaching stafl. Some schools — among them the
Protestant schools — have a Board of Governors or Board of Management, in
whom overall responsibility for the school is vested. The religious order or
Board normally appoints the Principal, who runs the school in trust for the
religious order or the Board, members of which do not intervene in day-to-day
administration. With a few exceptions almost all Principals of religious owned
schools are themselves religious.

The Vocational Sector

The Vocational Education Act of 1930 consolidated the various pre-existing
schemes for technical instruction into one systemn and cstablished a new
scheme for practical “continuation education” for young people between the
ages of 14 and 16. The administration of the system was to lie in local
Vocational Educational Committees of 14 members, up to eight of whom were
to be elected members of the local authority — the others being appointed
from local employers, trade unions, religious and other persons interested in
education (McElligot, 1966, pp. 104-106; Coolahan, 1981, pp. 96-97). Each
committee is then elected or appointed by the local authority and holds office
for the same period as the elected authority, Once established, however, the
VEC is independent of the local authority.

One of the main functions of the new scheme was to provide “continuation
education” — “to continue and supplement education provided in elementary
schools, and includes general and practical training in preparation for employ-
ment in trades, manufacturing, agriculture, commerce and other industrial
pursuits” (Vocational Education Act, 1930). Vocational education was, there-
fore cxplicitly geared to providing post-primary education for those not going
to secondary schools. As the important Departmental Memorandum (V .40,
1942) put it — “The immediate purpose of day continuation education, as
organised under the Vocational Education Act, is to prepare boysand girls
who have to start carly in life for the occupations which are open to them”.
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These occupations require primarily manual skills, and “continuation courses
have, therefore, a correspondingly practical bias”: training for skilled and
semi-skilled manual occupations for boys and in commercial courses and
domestic cconomy for girls. In both cases the design of the courses was based
on a considered evaluation of the educational and training needs of young
boys and girls entering the local labour market or the domestic economy. And,
this, in terms of the quite marked sex role division of labour that was current
at the time, posited a quite separate education for boys and girls. Both social
class and sex role distinctions were, therefore, built into the provision of
vocational education from the beginning. And up to 1966 a quite separate
curriculum and examination structure existed for vocational schools — voca-
tional schools not providing the non-academic Intermediate and Leaving
Certificate courses. After 1966, however, with the integration of the Group
Certificate and Intermediate Certificate curricula and the provision of these
more extended and more academic courscs, the relative isolation of vocational
schools markedly declined; so that by 1980/81 approximately 85 per cent of

all vocational schools provided a fully integrated junior and senior cycle
" curriculum. The curriculum provided, however, as we shall see, is still mark-
edly different from that of the conventional secondary schools’.

There are 38 VECs responsible for a total of 242 vocational schools providing
second-level general education courses, one for cach county council area and
one in each of five county boroughs and six towns. The number of schools for
which cach VEC is responsible varies greatly. Dublin city and Cork county
VECs have by far the largest number, with 21 and 19 schools, respectively.
County Galway with 16 and Mayo with 13 are the next largest. But over half
the VECs have responsibility for seven schools or fewer, in some tocal authority
areas vocational education having a very minor presence — six providing less
than 15 per cent of second-level education places, for instance. (Statistical
Report, 1980/81, p. 41).

The administration of vocational schools is attended to by the Chief Exec-
utive Ofhicer (CEQ) of the VEC. The CEOQ is responsible to the VEC for the
organisation and administration of the scheme and all the schools within the
Jurisdiction. The CEO is appointed by the Local (Authority) Appointments
Commission and must, in addition to administering the schools, ensure that
the VEC abides by statutory rules in its procedures, appointments and
expenditure. The minutes of all VEC mectings are submitted to the Depart-
ment of Education for information and any necessary action.

The teaching stafl of vocational schools is accredited to the relevant VEG,
not to the individual school, and the VEC has the power 10 transfer teachers,
or to spread their services over more than one school within its jurisdiction.
Principals and vice-principals, however, are appointed to a specific school.
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These appointments are made by a Selection Board of the VEC, on'which
Department officials sit for senior appointments.

There is one other form of vocational school for which the VEC is respon-
sible: the Community College. VECs are empowered to appoint a Board of
Management — a sub-commitiee of the VEC — to administer individual
vocational schools; ali the Dublin vocational schools, for example, have Boards
of Management. A Community College is a vocational school with a Board of
Management somewhat analogous to that of a community school, andi which
has also a similar orientation with respect to its curriculum and‘to the
utilisation of school facilitics by local residents, etc. The Board of Management,
however, unlike that of a community school, is a subcommittee of the VEC
and may be delegated as much power over appointments and expenditure as
the VEC chooses. Its relationship to the Department of Education is, however,
quite different to that of a community school.

The Comprehensive and Community School Sector

The educational objectives and curricula of these two types of school are
very similar. Their differences lie in managerial structure and in their provision
of facilities for community residents, and not in pedagogical orientation. These
schools were conceived of as a means of integrating the provisions of secondary
and vocational schools: but other ideals, such as making more efficient use of
resources, and opening access to the schools to local residents — by making
them into community and adult education centres —were also implicit in their
educational orientation.

Comprehensive schools were introduced in 1963, and the first four schools
opened in 1966. Eleven more comprehensive schools were sanctioned by 1972
— some in areas in which there had never previously been a post-primary
school, such as new suburbs, but others resulted from the amalgamations of
existing schools. After this date no new comprehensives were approved. One
distinguishing feature of a comprehensive school is the composition of its
Board of Management: there are usually three members: (at least) one
nominee of the Bishop of the predominant denomination in the locality, one
nominee of the Department of Education, and one nominee of the VEC.

From 1972 similar schools which were built ab initio, or which amalgamated,
became “community schools”. The Boards of Management of these schools,
it was eventually agreed, would have eleven members:

— three nominees of the relevant religious congregation (assurance of these
places was given even where there had not previously been a secondary
school in the locality).

— Three nominees of the local VEC.




SCHOOLING AND SEX ROLES 87

— Two clected parents of children attending the school.

— Two teachers elected from among the school staff.

— The Principal who shall be a non-voting member (see Coolahan, 1981, pp.
219-220).

In exchange for a contribution to construction costs, the religious congregation

and the local authority are vested with trusteeship of the school, ownership of

which remains with the Minister for Education. The Board of Management

of a comprehensive or community school makes teacher appointments and

administers the school’s budget. 1t has much the same formal functions as a

manager in a secondary school, but tends to be far more active and powerful.

It differs from the Board of Management of a VEC’s Community College in

that it is not responsible in turn to any higher authority, other than the

Department, in the execution of its functions.

Comprehensive and community schools have no formal intermediate bodics
mediating between the individual school and the Department, as have sce-
ondary and vocational schools. Almost all secondary schools are incorporated
within larger, formally organised bodies — the central authoritics of a religious
order; the Conference of Convent Secondary Schools, the Catholic and the
[rish Headmasters Associations, the Teaching Brothers Association, etc. And
these bodies form into a larger Federation of managerial bodies — the Joint
Managerial Body. The Irish Vocational Educational Association has a some-
what equivalent function for the vocational system. Both are important as
lobbying and policy development bodies.

Some Comparative Characteristics of the Three School Types:

(i) Curricular Authority: The different school systems vary widely, therefore, in
the extent to which they are incorporated within larger hierarchically organ-
ised bodies; and, therefore, the extent to which individual school managements
are free to set or change objectives, and free to reallocate or mobilise resources
to such changing objectives, eic. In the 95 schools sampled, interviews were
carried out with the Principals, part of which was concerned with her/his
decision-making autonomy. A large number of questions were asked to tap
this dimension: autonomy in deciding on pupil categorisation and class
allocation, adding or dropping subjecis from the curriculum, looking for
donations from parents, etc. (See footnote 9, Chapter 6.) For our purposes the
responses to seven of those items formed an almost perfect Guttman Scale
(CR = .92)."* This scalc ranges from 1.0 to 7.0, the larger the score the greater
the degree of autonomy.

" Coeflicient of reproducibility: this is a measure of the extent to which the respondent’s scale score is a
predictor of the response pattern. A cocficient of reproducibility higher than .9 is generally considered to
indicate a highly reliable scale.
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Table 4.2: Mean (Average) level of decision-making autonomy of principals in 5 different school

types.
Secondary Schools Vocational ~ Community
Boys’  Girls’  Coed Schools Schools Total
Average Score 466 512 393 295 2.49 3.8
Standard Deviation .47 1.02 1.97 094 1.20 1.63
No. of Schools 20 20 17 26 12 95

{p<.05)

The extent of independence or autonomy that secondary school Principals
enjoy is significantly greater than that of vocational or community school
Principals — only in matters of major expenditure which would require
substantial borrowings or major change or alterations in the order’s priority
or policy, does the Principal have to refer matters to higher authority. The
Principal does not have a Board of Management to which decisions have to be
referred. Only in the case of the Protestant coed schools (mean value for
autonomy of 2.73) does this occur, and in this case the Heads are as constrained
by Boards of Management as are the community schools. Both vocational and
community school Principals are very clearly constrained by the need to refer
many matters, that secondary school Principals regard as minor budgetary or
internal management matters, to the CEQ, VEC, or Board of Management
etc. As a result while curricular decision making in Catholic secondary schools
is largely a function of individual school Principals it is much more constrained
by higher authority in community, vocational and Protestant schools.

(i1) Social Composition of Schools: The rationalisation of the second-level educa-
tion system which was undertaken in the mid-to-latc 1960s attempted to
overcome the educational and social differentiation between secondary and
vocational schools. The success of the Department in promoting comprehen-
sive provisions may be seen from Appendix Table 4.1. Given that the larger
urban areas are well provided with comprehensive facilities — albeit usually
in different schools — the result of rationalisation has been: (1) a réduction
from 17 to 5 per cent of catchment areas with boys’ or girls’ only secondary
school provision; (ii) a slight incrcase — from 13 to 18 per cent — of areas
with both boys’ and girls’ single sex secondary school provision; (iii) an
approximate stability, at 23 per cent, of areas with a coed vocational school
and (iv) a significant increase to 10 per cent in comprehensive/community
school provision. :
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Although there is now much greater mobility between sectors, and much
the samc curriculum 1s taught to both secondary and vocational schools,
vocational schools continue to cater mainly for pupils from working class or
small farm origins and their new entrants have a disproportionate share of
those with educational disabilities. And secondary schools, particularly boys’
secondary schools, are much more middle class and selective in composition.
Comprehensive and community schools were cstabhshed to cater for both
sexes and to span all variations in social origin and ability levels. But, while
in some arcas the comprehensive or community school is the only second-level
institution available, in the cities and towns, choice of schools exists.

In the absence of zoning of schools’ catchment areas by the Department,
the composition of a vocational or community school’s intake depends on its
ability to compete with other schools in the catchment area. If the more able
pupils are being “creamed ofl’ by other schools, the newer community schools
may find that their position is no diflerent from that of many vocational
schools which have traditionally experienced this kind of competition. Parental
choice is the ultimate arbiter of the success of comprehensive and community
schools to achieve their objecuives when there is such competition: while they
must adhere to universality of intake, they must also be able 1o satisfy parents
that the discipline of the school is satisfactory, that its “‘ethos” is good, and
that the examination results of the most academically able pupils can rival
those attained in secondary schools. Given that these schools have to fight
against the traditional stereotypes of the vocational scheol it is often an
unequal competition.

The composition of the intake of sccondary schools also varies greatly.
Where a secondary school is the only post-primary school in the locality
(provided that it takes part in the Free Education Scheme and thus does not
charge fces), it must cater for all the local demand, and the school’s attributes
will be determined by the class composition of the area it serves. Where more
than one school exists, a differentiation in function can develop, the distinctive
orientations of different religious congregations usually leading to some degree
of specialisation, however involuntary, on the part of the schools’ management.
Outside the larger urban areas, however, the usual secondary school distine-
tion is by sex not class.

To get an accurate idea of the extent of social class differences among school
types we would need detailed information on the social class backgrounds of
new entrants to these schools, as well as information on early leaving rates
and their class distinguishing characteristics. Since we do not possess that
detail in our survey the following two tables give us an approximation. First,
those doing the Intermediate Certificate. As we have seen, they comprise
roughly 75 per cent of the cohort of boys and 85 per cent of the cohort of girls
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in 1981 — some educational and social class selection has, thercfore; already
occurred. The figures given below, however, give some indication of the level
of social class distinction involved.

Table 4.3: The class composition of the 3 different school iypes. Percentage of Inter. Cert.
pupils from different class backgrounds

Secondary Vacational Community Total

Social Class of Pupils*
M F M F M F M
per cent 7

I Upper Middle 18 32 8 9 13 15 16 2
2 Lower Middle 38 40 22 28 31 33 35 36
3 Upper Working 26 18 31 32 3! 27 27 22
4 Lower Working 19 11 39 31 26 26 21 17
Total % 100 100 100 100 100 100 100 10O

No. 2,223 2,015 250 587 282 431 2,755 3,033

*(1) Professionally qualified, managerial or executive positions and farmers with
over 100 acres; (2) Senior supervisory, intermediate non-manual workers, and farmers
50-100 acres; {3} Skilled manual workers, and farmers 30-50 acres; {4} Semi- and
unskilled manual workers, and farmeérs under 30 acres.

(Source: Responses of Inter. Cert. pupils in 1981 schools survey.)

Two major distinctions are obvious: (a) vocational schools cater mainly for
working class and small (<30 acres) farm pupils. Even given the dispropor-
tionate drop out of pupils from these backgrounds before the Intermediate
Certificate, two out of three of their pupils come from these backgrounds.
Secondary schools are dominantly middle class, particularly for boys; while
the class distribution in the newer community and comprehensive schools is
more balanced. (b} Social class distinctions among schools catering for boys
are more marked than among those catering for girls; boys’ secondary schools
being the most middle class of all school types.

And corresponding to these social class differences amongst schools are
equivalent differences in the concentration of educational and social problems
amongst their puptls. Although based only on the cstimates of Principals and
Career Guidance Counsellors in these schools the following estimates indicate
school differences that are similar to those which were made previously by
Swan (1978).

Obviously a much higher proportion of vocational schools have pupils with
educational problems than do secondary schools. Around half of the com-
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Table 4.4: Distribution of Schools by proportion of studenis who (i) are estimated to have
serious literacy (Lit.) and (ii) numeracy (Num.) problems

Estimated per cent of pupil intake who Secondary Vocational Community
have serious literacy and numeracy Schools Schools Schools
problems Lit. Num: Lit. Num. Lit. Num.
per cent

i. < 10% 68 66 29 29 17 8

2. 10— 15% 9 11 0 4 42 432

3 15—25% 16 16 42 46 17 25

4, > 25% 7 7 29 2] 25 25

Total % 100 100 100 100 100 100

No. 37 57 26 26 12 12

Source: Responses of Principals in 1981 School Surveys. The responses of the
Guidance Counsellors were very similar,

munity school but over two-thirds of the vocational school Principals reported
that over 15 per cent of school entrants had serious numeracy and literacy
- problems, compared to less than a quarter of secondary school Principals.
Part of the explanation for this is, of course, the varying social class charac-
teristics of the pupil intake in the three school types; but also a strongly held
belief amongst vocational school Principals, and Guidance Counsellors partic-
ularly, that stiff competition exists amongst schools for the more academically
able pupils and that, by and large, they sufler pretty badly from such
“creaming off” practices by others. (See Table 4.5.)

Almost all vocational school Principals felt there was serious competition
for pupils, and over 6 out of 10 felt that their school suffered badly from other

Table 4.5: Extent of perceived competition and extent to which principals report that other
neighbourhood schools “cream off’ the more able pupils

Secondary Schools Vecational Schools Community Schools

1. Percentage who say there is

competition for pupils 28 96 50
2. Percentage who say that other

schools “cream off”” the better

pupls:

(1) A good deal 5 65 17
{ii) Somewhat 11 23 25
{1ii) Do not 35 4 25

3. Percentage who say they get
the betier pupils: 28 8 0
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schools “‘creaming ofP’ the more able pupils. At the other extreme, only 1/4
secondary school principals felt there was competition and only 1/6 felt they
lost out through it. Community schools occupied a middle position in these
respects. Thus the process of educational selection occurring amongst the
different school systems appears to leave the vocational sector with a high
proportion of pupils from working class origins and of pupils with scrious
educational disabilities.

The Curricula of Post-primary Schools

The curricula of the three school systems are, within broad limits, set down
by the Department of Education, as indeed is the syllabus for cach individual
subject. To be grant-aided by the Department, schools must teach within the
range of subjects recognised. The Department of Education for instance,
provides detailed sytlabi for a list of subjects which must be offered as part of
a secondary school curriculum. In 1981-82 these were: (i) Irish; (ii) English;
(31} History and Geography; (iv) Mathematics; (v) Science, a language other
than lrish and English, Commerce or a subject in the Business Studies group
(senior cycle); (vi) Civics, and (vii) Physical Education (as non-examination
subjects) (Rules and Programmes, 1981-82, p. 13). These obligatory subjects
have remained unaltered for some considerable time although syllabi have
changed.

In addition, “recognised” junior cycle pupils must follow a recognised
course in the first four of the above particular subjects, and take not less than
two others from a further approved list of 16 recognised subjects.” If pupils do
not meet these requirements they may not be recognised for purposes of
grant-aiding the school. Since the average pupil takes 8 subjects in the
Intermediate Certificate, however, this regulation allows a very considerable
range of choice for school and pupils. The recognised list includes 9 Language
and Literature subjects; Science and Maths; Commerce; 3 Manual-'l':echnical
subjects; Home Economics, Art and Music; History and Geography. It,
therefore, offers a very wide range of possibilities for school and pupil
specialisation.

At the senior cycle level 31 subjects are recognised and detailed syllabi
provided for them. Here the range of possibilities is far wider than in the
junior cycle since the Department insists only that Irish be taken as a subject
and that 4 other subjects be taken from the list of 30 recognised subjects: 9

YLaun, Greek, Classical Swudies, Hebrew, French, German, Spanish, Falian, Science (Syllabus A or E),
Home Economics, Music and Musicianship (A or B}, Art, Woodwark, Metalwork, Mechanical Drawing,
Commerce. b
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Languages; 6 Science-Maths subjects; 4 Economics or Business Studics sub-
jects; 5 Technical or Applied Science subjects; and 4 Home Economics, Art
and Music subjects. Again, since the average student takes only 7 subjects for
the Leaving Certificate, both schools and pupils are allowed very wide ranges
within which they can choose to specialise.

The Group Certificate curriculum has been integrated with that of the Inter-
mediate Certificate since the mid-1960s. The curriculum s, therefore, designed
to constitute “two-thirds” of an Intermediate Certificate course, which may
be taken after three years. Candidates for the Group Certificate must follow
the specified courses in Irish, English, Civics and the practical subjects in one
of the following five groups: General Commerce (3 subjects); Sccretarial
Commerce (3 subjects); Home Economics (3 subjects); Manual Training (3
subjects); Rural Science (3 subjects). A range of other general subjects, co-
ordinated with the Intermediate Certificate, may also be taken. The total
number of subjects from which the selection is made is 26 (Rules and Programmes
for the Day Vocational Certificate Examinations, 1981/82.)

Sex differentiation was officially institutionalised in both vocational and
secondary schools. Secondary school curricula up to 1978, for instance, had
an obligatory component of “Home Economics” in schools for girls (p.13,
Rules and Programmes for Secondary Schools , 1977/78). A scparate “Elementary
Maths” course was taught exclusively to girls up to 1969 when the explicitly
sex hiased curriculum was terminated. And while Technical Drawing does
not formally require it, many coed schools teach it to emphasise its links to
exclusively male technical subjects — so eflectively excluding girls {rom it.
But it is in Domestic Science or Home Economics that the clearest sex
diffentiation occurs. From the late 1940s to the late 1960s almost all girls doing
the Leaving Certificate took Domestic Science or the Physiology/Hygicne
course. The subjects concerned related very clearly to the traditonally
accepted domestic and child rearing roles of women, and which were formally
institutionalised in courses which were directed only to girls or which were
labelled or promoted in ways that strengthened that association.

These formal curricular or syllabus distinctions by sex are most marked in
the vocational school or Group Cert. curriculum. The “groups” of subjects
are clearly separated on the basis of adult sex role work distinctions; the
“Manual” and “Rural Science” group being dominantly male whil