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[bookmark: _Toc513966367]Introduction
	The shortcomings in boys’ literacy attainment as compared to their female counterparts is a topic which has garnered much attention. Both literacy strands of reading and writing see girls outperform boys (Watson, Kehler and Martino, 2010). The largest gap, however, is between female students’ and male students’ results with regards to reading. Boys are said to be innately “disadvantaged”, subjected to the categorisations proposed by the traditionalist educationalists who have argued for boys’ underachievement to stem from subconscious understandings of feminine and masculine gender identities (Epstein, 1998; Gurian, 2002). Although a two-decade old source, its core idea of the existence of clearly defined traditional gender roles can still be evidenced across pupil cohorts. Likewise, in the participant cohort used for this study. This study will not present a case for the rejection of the existence of gender roles; it will, nonetheless, add to the literature arguing for an observable move away from the traditional understanding of femininity and masculinity within the educational and instructional domain only, however not fully conforming to the progressive views of gender either (May, 1998). That is, diverging from the broad perception of gender identity within education proposed by Epstein (1998) and Gurian (2002) by proposing an alternative approach in selecting boy-friendly texts to systematically begin bridging the gap across the reading results. Furthermore, this study will add to the studies arguing against a biologically determined disadvantage and its effect on the boys’ results.
	According to the PISA 2015 results, girls outperform boys in reading across every participating country and economy (2016). The UK as a whole sees the average gap at a 22-point difference between boys’ and girls’ competency in reading (OECD, 2016). This broadly aligns with the results from other Organisation for Economic Co-operation and Development (OECD) countries where the average difference is 27 points (OECD, 2016). Nonetheless, the nations comprising the UK differ significantly in terms of the breadth of the gap with the underachievement being most notable in England (23 points), followed by Scotland (21 points) and then Northern Ireland (14 points) (OECD, 2016). The performance gap in Wales is the lowest of the home nations, standing at an 11-point difference (OECD, 2016). This study centres on a pupil cohort from South-Wales and will attempt to implement previously proposed ways in which to further narrow the performance gap in Wales and increase its already impressive lead over the other home nations. 
[bookmark: _Toc513966368]Literature Review
	In keeping to the most current developments with regards to the attainment gap in boys’ literacy, the literature review will mostly cover works dating post-2010, however some key studies conducted prior are included in this section for their empirical value. Watson, Kehler and Martino (2010) have argued that the problem with regards to boys’ literacy stems from societal norms and the home, which in turn is influenced by the media and generational self-understanding of masculinity. This view presents the “opposition” (p. 357) that is the feminine gender as the more submissive gender (Watson, et al., 2010). It is also the superficial categorisation of subjects that places English, which encompasses literacy in the submissive or less dominant area of the curriculum which may be seen as more suited for female pupils (Watson, et al., 2010). Boys, as “biologically made-up” (p.357) may show less emotion when compared to their female counterparts, as showing signs of weakness, for example showing emotional discontent through crying may not be as socially acceptable as for girls (Watson, et al., 2010). This generalised view is contended with and the notion of social and cultural oppressions argued against, as Watson et al. (2010) answer the call for a deconstruction of gender identities within the educational context.
It has been suggested that socially and culturally assigned gender-based performance results may have wider, detrimental effects, as boys being out-performed by girls is seen as an example of continuous male under-achievement, however girls’ under-performance in relation to boys is seen as the embodiment of the social gender hierarchy (Titus, 2004). That is, it is socially and culturally acceptable for girls to under-perform in relation to boys in science, as it is a representation of male dominance and as such requires no further investigation (Watson, et al., 2010). Furthermore, such anti-feminisation has also blamed the more female-dominated vocation of teaching to inherently disadvantage boys from performing to the same attainment level in literacy, as female teachers do not accommodate for boys’ learning styles and male teacher are the best-positioned in bridging such a gap (Watson, et al., 2010). However, it has been noted that in making gender-specific recommendations with regards to literacy attainment is giving way to a further, potentially inaccurate stereotype (Watson, et al., 2010). 
The uncalled victimisation of the female pupils, or the continuous justification of boys’ under-performance based on gender should be, according to Watson et al. (2010) abandoned. This would facilitate more practical approaches being implemented in narrowing of the gap, rather than a fruitless search for victims (Watson, et al., 2010). In response, three ways of raising the attainment gap has been suggested. The selection and incorporation of more boy-friendly strategies and resources into the English subject area may be a first step towards a more balanced performance in literacy (Watson, et al., 2010). Despite its probable merit, Brozo (2005) proposed its over-simplified nature to cause concerns. Nonetheless, this formed the founding concept for this study, as pupil engagement, whether then male or female, as argued by Skinner and Belmont (1993) is of paramount importance. Secondly, the employment of more male teachers which would ensure the maximisation of boys’ attention and development in school-based literacy practices (Watson, et al., 2010). In a study conducted in Australia, this recommendation was implemented on an assumption that the male teacher had to be athletic, straight and a disciplinarian (Watson, et al., 2010). Although not aimed at single-gender performances, the findings showed that these perhaps false and intrinsic male qualities held no value, as the quality of care, the ability to challenge and encourage students showed more influence on the learners (Watson, et al., 2010). These qualities were also explicitly displayed in the teaching session used for this study. The third recommendation suggested single sex classroom to eliminate the distraction that the opposing sex poses and best equip the teacher to address the boys’ learning needs (Watson, et al., 2010). Without mixed-sex classes, however, boys were seen at a greater disadvantage, as they were not able to critically reflect on gender, the variable guiding this study (Watson, et al., 2010). This is something that was considered for this study, as the cohort remained same-sex in order to not upset the current setting of the school. 
Watson et al. propose gender to play a central part in education and the way education is perceived (Watson, et al., 2010). They argue for an explicit investigation into how pupils of both sexes view the traditional gender identities (Watson, et al., 2010). Whether these sometimes oppressive notions of being a woman and being a man that stem from the wider society clout students’ performance and are seen as hindering and whether teachers are purposefully trying to reshape the more traditional assumptions of subject and gender correlations are questions for further study (Watson, et al., 2010). Alongside these questions and the three ways in which the boys’ attainment gap may be raised, the study suggested all-encompassing pedagogical, cultural and social reforms rather than only adapting and accommodating boys’ inherent characteristics for learning (Watson, et al., 2010). These ideas, coupled with the inclusion of the digital and electronic ways of communicating, the authors suggested the inclusion of youth culture, and especially male youth culture into the learning may be a further way to bridge the gap. However, prior to a move towards an all-encompassing change, this study will attempt to present another, smaller scale method of change within education whilst being guided by the three recommendations proposed by Watson, et al. (2010).
[bookmark: _Hlk513050256][bookmark: _Hlk513195817]Engerman, MacAllan, and Carr-Chellman’s (2018) qualitative study argued for boys’ lower academic success to be influenced by the rejection of boy culture and video-gaming from mainstream education. They argued the lack of praise resulting in disengagement from learning to be the two most contributing factors to male pupils’ slump in literacy attainment (Engerman, MacAllan & Carr-Chellman, 2018). They argued that the exclusion of aggressiveness, violent fantasy and competition from the traditional school materials has left boys “alienated” when compared to girls (Engerman, et al., 2018, p.315). The participant cohort of 12, white, middle class, adolescent boys between the ages of 10-17 were included in the investigation of boys’ lower educational aspirations when compared to girls’ (Engerman, et al., 2018). In order to include an element of relatability, the authors chose the investigator to be a male athletics coach who would have been more relatable for the boys as the male teacher would have an interest in sporting events, whether then physical or virtual (Engerman, et al., 2018). 
The study used semi-structured interviews which were conducted by multiple members of the research team to ensure researcher triangulation (Engerman, et al., 2018). To ensure further validity, the interviews were conducted in public spaces to account for neutral grounds (Engerman, et al., 2018). The findings were divided into three main themes (Engerman, et al., 2018). Firstly, the researchers found the use of ICT and video-gaming to develop the learners’ reading skill (Engerman, et al., 2018). They argued the ability to critically read and engage with new information is vital in achieving success in literacy attainment (Engerman, et al., 2018). Secondly, the study presented the use of ICT to enhance and develop the learners’ speaking and listening skills, suggesting this to have an overall positive impact upon communicative competencies (Engerman, et al., 2018). Furthermore, learners self-identified that gaming provided them with tools in developing the skill of digital literacy (Engerman, et al., 2018). For example, engaging with tutorial materials required the participants to infer and develop information which also strengthened the ability in becoming more verbally proficient through the active use of ICT (Engerman, et al., 2018).
Thirdly, the authors identified the learners’ language to organically develop through the engagement with the new and emerging information that the participants encountered in the games (Engerman, et al., 2018). The participants were also able to broaden their vocabulary using ICT, however, the authors noted the use of ICT tools in isolation to be less-effective, however, when used alongside more traditional tools, the overall result to influence greater development of vocabulary knowledge (Engerman, et al., 2018). The authors concluded by noting the boys’ attainment gap in literacy to also require systematic bridging (Engerman, et al., 2018).  However, its successful bridging may only be promoted when the more traditional literacy learning tools are complemented with the inclusion of socially accepted activities that male pupils are more able to identify with (Engerman, et al., 2018). The acceptance of the above, excluded notions would also see more boys relating to the traditional tools of developing literacy which would generate a response to the “alienated” voices of adolescent male learners (Engerman, et al., 2018, p.332).
Hegarty’s (2017) doctoral thesis investigated the connection between social understandings of masculinity and its relationship to literacy values held in working class families. That is, whether literacy is promoted as an important aspect within working-class families or disregarded as being feminine in families where the men were mostly engaged in manual labour (Hegarty, 2017). The study investigated 20 men from working class Dublin as its participants (Hegarty, 2017). During the economic downturn in Ireland, the role of the main, more traditional earner within the family model changed to women, as the men were encountering difficulties in securing employment (Hegarty, 2017). The data was gathered through community workshops, group discussions and private, one to one interviews (Hegarty, 2017). In analysis, the study employed a theoretical framework of temporality, spatiality and relationality (Hegarty, 2017). The results showcased that despite the men’s own social construction of themselves as “hard” and estranged individuals from literacy, they identified its importance (Hegarty, 2017). Alongside this, the fathers were also becoming actively engaged in promoting an image of an “involved father” (Hegarty, 2017, p. 11). Traditionally seen as a community where men are portrayed as non-empathetic, the working-class fathers admitted to the inequalities with which young people are met within society as a consequence of not being competent in traditional and digital literacies when compared to their middle-class counterparts (Hegarty, 2017). 
Furthermore, the traditional attitudes towards men as being the breadwinners, as opposed to the carers and nurtures of the children were identified as having changed (Hegarty, 2017). Historically, the men were never seen as the literacy role-models (Hegarty, 2017). Something which Hegarty’s (2017) study successfully attempted to address as it deconstructed the image of working-class fathers who do not hold literacy in high regard. The authors note the fathers to contribute to the raising of boys’ literacy in a new, expansive understanding of literacy proficiency as the fathers were initiating a change in boys’ perception towards literacy (Hegarty, 2017; Watson et al. 2010, p.357). That is, the father actively promoted the subject as not being a “soft” and less-dominant (Hegarty, 2017; Watson et al. 2010, p.357).
Importantly, Hegarty (2017) addresses three factors that revolve around the topic of boys’ literacy. Firstly, she notes the masculine ideology to be an entity which people knowingly endorse and disseminate (Hegarty, 2017). Considering this, she outlines the government, the family model and the educational system to be three institutions that circulate the idea of male hegemony and the power imbalance between the male and female genders (Hegarty, 2017). Such an understanding can also be evidenced in both printed and recorded media outlets (Hegarty, 2017). She argues the media to propagate a “standard” belief about masculinity and the behavioural characteristics a male should display and possess (Hegarty, 2017). 
Furthermore, she explores the tripartite relationship between boys, ideals of masculinity and literacy (Hegarty, 2017). Although considerate of the more pessimistic view of biological factors determining boys’ inability to attain literacy skills to the same level as girls, Hegerty (2017) advocates the more optimistic view of social construction of gender to form the basis for the boys’ shortcomings in results. Surrounded by written and spoken discourse, she highlights the correlation between social inequality and low literacy levels (Hegarty, 2017). During the peak of the class system, the privileged males were the only social group with access to the development of literacy (Hegarty, 2017). In addition, she notes the term “illiterate” to carry connotations of negativity and failing and “literate” to represent positivity and success (Hegarty, 2017).
Lastly, she outlines the emergence of New Literacy Studies (NSL) and its effects on the wider understanding of literacy (Hegarty, 2017). In its definition, NSL encompasses the access to the skills of speaking, reading and writing to form the basis in successfully acquiring literacy (Hegarty, 2017). To this, an addition of the more modern channels of new technologies and media needs to be made (Hegarty, 2017). All the five sources of literacy require an ability in their effective decoding. That is, to be able to acquire literacy, one needs to understand its components (Hegarty, 2017). Combined, the objective of the sources making up the NSL is to deviate from the more dated, homogenised and allegedly biological reasonings concerning the lapses in boys’ literacy attainment (Hegarty, 2017). Overall, the study argues for the destabilisation of masculine roles alongside the traditional values of each gender being deconstructed, as the men found traditional and technological literacies paramount to both social and financial wellbeing. (Hegarty, 2017).
Stahl, a senior lecturer at the School of Education at the University of South Australia and Brock, a professor at University of Wyoming (2017) present the difficulties boys face when acquiring literacy. Although similar in nature to the ‘Successful Futures’ review by Donaldson (2015) the researchers argue the policies surrounding the assessment of boys’ literacy skills to be of limiting nature (Stahl & Brock, 2017). The neo-liberal approach to assessment does not account for the different ways in which literacy may be acquired (Stahl & Brock, 2017). They argue the richness of digital literacy to have been excluded from the assessment which may have presented a false perception of boys’ acquisition of literacy (Stahl & Brock, 2017).
The authors note that boys’ treatment as a homogeneous group cannot be an accurate account of their literacy competency, as it fails to consider the individualised needs of learners (Stahl & Brock, 2017). It remains to be investigated how boys’ wider engagement with literacy practices influences their acquisition considering the changes within the definitions of literacy and boys’ own literacy acquisition (Stahl & Brock, 2017). They also note the difficulties that boys may struggle with the engagement with school-based literacies (Stahl & Brock, 2017). Furthermore, the inequalities with which boys’ literacy has been analysed in the literature has only added to the “deficit in boys’ discourse” (Stahl & Brock, 2017, p. 5).
Cassidy’s (2015) doctoral thesis focused on the adoption of boy-friendly comics in efforts to raise the boys’ attainment. The texts, however, as the author notes were also to promote mixed-gender learning (Cassidy, 2015). The study focuses upon six high-school students from Canada, Ontario with the project’s aim being twofold (Cassidy, 2015). Firstly, the study investigates the relation between comic books and superhero fiction and whether this relation can foster a greater interest towards literacy within boys (Cassidy, 2015). Secondly, the study focuses upon the students’ own perceptions of literacy and the students’ identities as literacy learners (Cassidy, 2015). Importantly, as the learners are given an opportunity to identify themselves with the roles they have in acquiring literacy, the students’ own perspectives add to the literature that adds accountability and promotes learners own learning (Cassidy, 2015). Similarly, the study above, Cassidy (2015) argues that the essentialist mind-set towards the perceptions of literacy disadvantages boys as many of the studies investigating the shortcomings in boys’ literacy examine boys’ underachievement as part of an undifferentiated approach where many boys are “lumped” together in a “boy crisis” (Cassidy, 2015, p. 3). Cassidy (2015), however, notes that not all boys are underachieving, similarly as not all girls are outperforming boys. 
Cassidy (2015) employs a theoretical framework consisting of two strands. The first addresses the misconception surrounding gender identities and, likewise to Stahl and Brock (2017) she proposes a move away from stereotypical approaches to gender construction (Cassidy, 2015). In order to move towards bridging the gap, she notes the necessity to understand gender first (Cassidy, 2015). She argues gender construction within pupils to be of dynamic nature, as opposed to a static nature as learners continuously move between gender construction depending on the social situations. Furthermore, such an anti-essentialist mindset presents a more complex, but complete view surrounding gender and literacy achievement which opposes, as Cassidy (2015) states, the overly simplified link between boys’ underachievement and girls’ outperformance (Cassidy, 2015). 
She also suggests the recent waves of feminism to be partly accountable for the dip in boys’ performance (Cassidy, 2015). The feminist movements of the last two decades have prompted various responses from mainly men, but both women themselves as well (Cassidy, 2015). The men’s masculinist response, despite being a subconscious one, when interlinked with the social constructions of masculinity may be seen to have connections with the generational view of how gender should be constructed (Cassidy, 2015). That is, such feminist movements have triggered a response which has, ultimately, seen boys rejecting some practices of literacy acquisition due to their presuppositions of being feminine (Cassidy, 2015).
The results identified no consistent gender differences in the identities, preferences or skills when acquiring literacy with regards to the six participants (Cassidy, 2015). Furthermore, she suggests the panic revolving around the gender differences to be an unwarranted and perhaps an exaggerated one (Cassidy, 2015). Likewise, as Hegarty (2017) above, during focus-group discussions the participants identified the various limitations an English classroom poses (Cassidy, 2015). Similar to the findings by Engerman et al. (2018) these included the notions that traditional texts that are currently being employed in English classrooms to reject and exclude boys’ personal interests (Cassidy, 2015). Furthermore, the participants also noted the lack of emphasis on more modern ways of acquiring literacy, that is the use of ICT when acquiring literacy (Cassidy, 2015). With regards to ICT use, the author also noted this to serve as a basis for discussion sessions which would present an opportunity for the learners to take accountability for their own learning (Cassidy, 2015). Importantly, this study focused upon the qualitative data stemming from the experiences of pupils rather than voicing the discontent of teacher towards the attainment gap (Cassidy, 2015).
It is evident from the studies above that the issue of boys’ underachievement has been and continues to be a topic of much debate. At its core, researchers have noted various reasons for its occurrence. From the more innate, biological reasonings that were argued against by Watson (2010) and Hegarty (2017) to the insinuations that the multiple waves of feminism and the female superiority in class-rooms are to be blamed (Cassidy, 2015), this paper will add to the literature in trying to bridge the gap in boys’ attainment by proposing tangible changes in the classroom. Considering the limitations of past research, this paper was guided by two main questions:
1. Does the adoption of more boy-friendly texts in classrooms bridge the attainment gap in boys’ reading strand of literacy?
2. Does the above, coupled with the use of ICT devices further narrow the attainment gap in boys’ reading strand of literacy?
For clarification purposes, the term ‘boy-friendly’ text refers to material that would, as suggested by Engerman et al. (2018), not exclude the themes of aggressiveness, death and sees males as the main protagonists and antagonists.  
[bookmark: _Toc513966369]Methodology
	With regards to the school’s policy on the boys’ attainment gap, the school currently stands at a 4.1% difference. Although well below the national average, its plans for improvement are made explicit in the school’s development plan in the form of improving whole-school literacy in light of the promotion of the National Numeracy and Literacy Framework (Government, 2018). In addition to this, the school also focuses on the improvement of digital literacy, as its recent introduction of new, digital literacy improvement programmes are in support of this. For example, SuccessMaker (Pearsonschool.com, 2018). In light of this, the study at hand was driven by the plea for continuous improvement of boys’ literacy in reaching an equal, 100% standard.
The process of proceeding with the research project took a two-fold approach. In consideration to the participants and the school in question, an ethics form was completed and forwarded. After its approval, the participants were approached with regards to their permission in participating in the study. This was achieved by requesting their approval through consent forms. Only after the receival of all participants’ agreement to proceed, was the study initiated. In search for answers, three separate 10 mark reading comprehension tasks were devised. All three comprehension tasks only included multiple-choice style questions. The first examined the students’ comprehension of the more traditional, according to O’Connor (2018), the more girl-oriented literary themes, such as love, loss and family ties. The book chosen to represent this category was the modern classic by H.E. Bates’ ‘The Darling Buds of May’. Despite the theme of loss not occurring in the novella, it was chosen for its depiction of the themes of scandal and infidelity, which may also be interpreted as more female-oriented (Shmoop Editorial Team, 2018). In its quest to adhere to the more traditional ways of acquiring literacy, the students were given a paper print-out of the overview of the novel and the comprehension questions on a separate sheet, also in print format. 
	The second comprehension task saw the pupils also answer 10 questions with each having a tenth in weighting of the maximum result. For this task, the students were presented with the overview of Michael Morpurgo’s ‘Private Peaceful’. Despite its prevalent themes of love and loss, the book seems to position itself in the neutral category of providing themes of interest for both boys and girls. The dominance of the war and violence theme, however, according to Engerman et al. would see it categorised as a boy-friendly novel with girl-oriented themes (2018). Nonetheless, in furthering the opportunities for discerning the results, the questions presented to the students were in print-format. This enabled for the distinction to be made between literacy acquisition based on a boy-friendly novel with print-format questions, as opposed to the more modern, digital literacy based methods of answering comprehension questions, as was implemented below. 
	As above, the last comprehension task required the students to engage with the text by reading it three times. The engagement with the text included a 7-minute interval between every reading cycle. The rationale behind limiting the students’ engagement to no more or less than three times stems from the research conducted within experimental psychology (Ebbinghaus, 2013). Ebbinghaus (2013) notes the triple-spacing of learning content to aid retention of material and promote long-term retention of information. Likewise to triple-spacing, the preciseness in interval timings was also chosen for its many research-based merits within experimental psychology (Ebbinghaus, 2013). Upon investigations into the length of learning sessions, Ebbinghaus (2013) noted the shorter bursts of engagement to be more effective, as opposed to longer spans of concentration when preparing for exams or tests. In contrast to the two reading texts above, the final book was chosen for its overwhelming boy-friendly themes. Charlie Higson’s ‘Silverfin’ from the ‘Young James Bond’ series sees a relatable, young Bond attend Eton College. Through his studies, the book explores the themes of violence, evil, aggression, death and coming of age. All of the themes, according to Engerman, et al. (2018) are to be considered boy-friendly as they include themes that boys are able to recognise and identify with from their encounters with the gaming world. As opposed to print-format comprehension questions, the learners were tested through an online quiz, devised on Kahoot (Kahoot!, 2018). The learners accessed the quizzes on the school’s iPads which also provided a platform for competition. The students were able to see their own and their peers’ overall progress which furthered the competitive element. Competition, coupled with collaboration provides an engaging atmosphere, and according to Cassidy (2015) is lacking from many classrooms. In addition, the online quiz platform provided instant feedback which further added to the competitive element (Cassidy, 2015). 
	The data was then manually entered in to a Microsoft Excel spreadsheet which then served as the basis for the data analysis.
[bookmark: _Toc513966370]Results & Discussion
	The participant cohort consisted of 12 Y10 pupils. With regards to gender, 58%, or seven pupils of the cohort were male. The female cohort of 42%, when considering the aims of this study were disregarded for the purposes of the data analysis. Four, or 33% of the cohort have an individual educational plan and suitable provisions for those learners were made when conducting the study. Fifty per cent of the pupils with an educational plan were female pupils and were also disregarded for the purposes of the analysis. Participant 1’s (P1) long term targets were to improve the pace and concentration when undertaking tasks in lessons. P2 is displaying difficulties in speech and language and finds it hard to re-tell information. A recommendation of joining a social group had been made. In the classroom, P2 is seated next to a peer to ensure student’s self-esteem may be improved and this provides opportunities for collaborative work. Indeed, as Gillies (2003) notes, collaborative work amongst introverted pupils in small cohorts provides a medium for social interaction. In addition to this, students are also placed in a position where they are able to use problem-solving skills as the pupils are less intimidated by providing the incorrect answer (Gillies, 2003). A further recommendation noted the student’s higher-order reading skills to be a concern. In lessons, a combination of shared and guided reading had been used. During the comprehension tasks, that scaffolding was removed. As the cohort’s catchment area falls under an affluent area, only one participant, P3 was eligible for Free School Meals (FSM) The figure outlining the gender distribution can be evidenced below in Figure 1.
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Figure 2.
	With regards to the traditional comprehension task, P5 scored the maximum 10 marks out of 10. This is indeed in support of Cassidy’s (2015) suggestion that not all boys are underachieving and further supports the argument against the “boy crisis” which often sees boys’ results as undifferentiated with regards to individual ability (p. 3). Furthermore, such a result also argues against the notion of traditional gender identities to influence the attainment of boys’ literacy (Watson, et al., 2010). In contrast, this shows support for Cassidy’s (2015) suggestion of the idea that the understanding of gender is fluid which changes over time. However, it has been considered that a pre-study had not been conducted prior to this research project which would be needed to accept this suggestion. It is also noted that such a result may just be an anomaly, however, P5 is the only pupil to have been predicted a ‘B’ grade at GCSE, as opposed to the other six participants who were predicted ‘C’ grades. 
	Furthermore, in terms of achieving high scores, P3, P4 and P6 scored 8 out of 10 marks. Interestingly, P3 is eligible for FSM. An assumption may be made that the pupil is from a working-class background. P3 currently lives with his father after his parents’ acrimonious divorce. An 80% overall score offers support to Hegarty’s (2017) suggestion of fathers abandoning the more traditional, “hard man” depictions of themselves and assuming roles of nurtures and promoters of literacy (p. 233). This also suggests that fathers from working class families are placing more importance upon the acquisition of literacy as they emphasise the inequalities that arise from illiteracy (Hegarty, 2017). 
In addition, this also rejects the idea of the three-fold relationship between boys, ideals of masculinity and literacy (Hegarty, 2017). A male pupil from a working-class family is achieving and excelling in his set targets which suggests both the ideals of masculinity and literacy to be indeed dynamic which is not only applicable to the notions of gender (Hegarty, 2017; Cassidy, 2015). In contrast, this challenges the idea of “white”, “working class” British boys to be low-achievers which is influenced by disengagement from literacy-based topics (Hegarty, 2017, p. 114). This also opposes the traditionalist idea of males viewing the acquisition of literacy as something subordinate or “girly” (Hegarty, 2017, p. 115), as in the feedback session, P5’s peers provided encouragement to the learner for performing well, rather than voicing comments of ridiculing nature.
Besides P5’s results above, the 60% score achieved by both P1 and P2 also reject the idea proposed by Engerman, et al. (2018) that boys’ underachievement is based on the rejection of boy-friendly culture and the exclusion of themes that boys are able to relate with. Despite the text conforming to the girl-oriented category, the results are indicative of the non-existent correlation between attainment and boy-friendliness (Engerman, et al., 2018). The suggestion’s validity, however, would require further, in depth examination. Overall, no participant scored less than 50% in the comprehension task based on the “Darling Buds of May”. This may be used in support of Hegarty’s (2017) suggestion of multiple masculinities. Based on the likely assumption that all pupils in this study are heterosexual thus suggests that pupils may still conform to the more traditionalist and biological interpretations of masculinities, instilled from home, yet no longer applicable to literacy (Kehler & Martino, 2010; Hegarty, 2017).

Figure 3.
	The second comprehension task resulted in 40% of the participant cohort’s scores to increase. Interestingly, P1, as mentioned above, had two recommendations on his Individual Education Plan. Firstly, to improve the pace with which he completes tasks and secondly, to pro-long the concentration of the pupil. During the second comprehension task, P1’s score increased by 33%, from six marks to eight. In completing the task, P1 was among the quickest to finish the task at hand which suggests, as noted by Watson, et al. (2010) that the adoption of boy-friendly texts results in heightened engagement. The increase may also be influenced by the presence of a male teacher, as Watson, et al. (2010) found this to increase the boys’ engagement as well as attainment. This result is also indicative of Cassidy’s (2015) suggestion that the adoption of boy-friendly themes and topics promotes a boy-inclusive approach in classroom with which boys are able to relate. The findings showed similar results with regards to P2. Likewise to P1, the move towards the recommendations could also be noted. After the completion of the comprehension task, a Teaching Assistant (TA) noted the pupil to enthusiastically retell the overview of the plot. Nonetheless, whether this could be classed as an anomaly or a step towards displaying the recommendations made to him would require further investigation.  
	In contrast to the suggestions supporting the adoption of boy-friendly to increase boys’ literacy above, P3’s equal scoring in both the first and the second task suggests that some boys may be indeed “lumped” together in a “boy crisis” (Cassidy, 2015, p. 3). However, it may also be suggestive that the adoption of more-friendly texts does not present the solution and may indicate the boys to be biologically disadvantaged when acquiring literacy (Epstein, 1998; Gurian, 2002). As well as arguing for biological innateness, the identically high result may also be used in rejecting the idea of the biological “make-up” of boys to categorise literacy acquisition as a less dominant area of the curriculum (Watson, et al., 2010, p.357). Furthermore, this may also be used in arguing against the view that the notion of masculinity is biologically determined (Cassidy, 2015). Instead, it is suggestive of the view that gender may indeed be dynamic which may also be subject to change over time (Cassidy, 2015). 
	Despite the score increase of 40% of the participants, P4’s slump from eight marks to seven may suggest the inclusion of broadly-considered boy-friendly themes and texts not to hold any merit (Engerman, MacAllan & Carr-Chellman, 2018). Despite its one mark, or a 14% dip in the overall score, a downward trend calls for a further, more in-depth investigation into the specific themes boys may identify and relate with (Engerman, MacAllan & Carr-Chellman, 2018). Although the themes considered for this study may be considered all-encompassing. That, is the main opposing literary themes that girl may identify with. This result indicates a broader oversight with regards to which themes it is best to engage male pupils. It is suggested that the excessive gaming that modern boys undertake on a daily-basis may have further “alienated” boys from literary themes altogether (Engerman, et al., 2018, p.315). Furthermore, this also suggests that boys may be continuously moving away from reading longer texts as within the gaming world, as noted by Engerman, et al. (2018) they are confronted with short, dialogue-like interactions between gaming characters. 
	The highest score increase can be credited to P7, whose score increased by 80%. Likewise to P3, P7 falls within the 6.7% of pupils who are eligible for FSM. Although P7 lives with both of his parents, he openly admits that despite his mother helping him with homework, it is mainly his father who sets high expectations with regards to literacy promotion at home. This offers further support to working-class fathers to place importance upon acquiring literacy in order to best enhance own chances of success (Hegarty, 2017). This also supports Hegarty’s (2017) suggestion that working-class fathers are actively de-constructing their own image as someone who are discrediting the importance of literacy. In turn, this promotes the change within the understanding that surrounds masculine ideologies that see literacy as superficially categorised as less-dominant and therefore attribute to the less-important subjects (Hegarty, 2017).

Figure 4.
	The last comprehension task saw 57% of the cohort’s marks improve. This can be evidenced in the figure above. With regards to the text, it was selected for its boy-friendly themes which then required the students to answer comprehension questions on an ICT device. The device selected was an iPad and these were readily available from the school’s library. The reading text was printed on paper whilst the students were instructed to complete an online quiz with the comprehension questions. The increase in marks of half of the pupils does indeed support the suggestion by Engerman, et al. (2018) that the inclusion and adaptation of boy-friendly themes in the classroom increases the boys’ engagement. This in turn may also offer support to the suggestion that boy-friendly themes increase the educational aspirations of boys (Engerman, et al., 2018). Thus, such an increase is also suggestive of elevated levels of motivation and enthusiasm towards the learning content (Engerman, et al., 2018). The quiz also presented an element of competition and as noted by Engerman, et al. (2018), this shows an increased engagement with the learning content. Similarly, Hegarty (2017) notes male learners to prefer a competitive element when participating in lesson activities. Therefore, a suggestion of boys’ preferred learning style may be made. The competitive element offers a distraction for the main learning content at hand and whilst simultaneously being engrossed in the competitive element, the learners are also acquiring literacy. In contrast, Hegarty (2017) notes competition to either offer a resolve to how to engage boys, or it may act as a hindrance, as over-use of competition may lead to motivational slumps due to, for example, a learner completing the quiz last. Whether indeed boys prefer a distraction from the main learning objective through its integration in to a different task remains to be examined, as the time limitations of this study did not allow for such an enquiry to be examined. 
	Interestingly, 43% of the cohort saw their marks either plateau or decrease. P4’s performance had deteriorated throughout the first 2 comprehension tasks and then plateauing in the third comprehension task. This may be suggestive of an underlying additional learning need or a general lack of concentration. P4 had not been noted to have an IDP, however the continuous lack of engagement had been noticed by other practitioners. Bender (2008) states, this to be an early indication of difficulties to engagement, although provisions informed by research were implemented, for example the triple-spacing of learning content (Ebbinghaus, 2013). Such disaffection would require further investigation. Equally, this may also be an indication of the shortcomings of the selected learning content. Indeed, as called for by Stahl and Brock (2017), a study examining the attainment gap through a completely differentiated study would perhaps shed further light on the issue. Nonetheless, P4’s result may indeed offer support to the notion that an all-encompassing study that places all lower-attaining learners within the same frame may not provide the answers (Stahl & Brock, 2017).
In addition, two-fold conclusions may be made from P5’s performance. As mentioned above, P5 was the only pupil to be predicted a ‘B’ grade at GCSE. His result after the third task decreased by 20%. Such an outcome may be used to argue against the two notions made by Engerman, et al. (2018) Firstly, with regards to relatability with the themes of aggression through the use of technology, it may be noted that not all male pupils may be more comfortable with working with boy-friendly texts through the use of ICT (Engerman, et al., 2018). Secondly, the notion that the presence of a male teacher may promote literacy acquisition within boys (Engerman, et al., 2018). Likewise, the same view is also presented by Watson, et al. (2010) who argue the lack of male teachers to disadvantage boys. P5’s result, however, may be used in rejecting both of these ideas. All lessons in which the three comprehension tasks were conducted, were led by a male teacher. Although it has been considered that such a performance may constitute an anomaly. 
In turn, this may be used to add to literature arguing for an end of female victimisation within the teaching profession (Watson, et al., 2010). It is also suggestive that simply placing a male teacher within a lower-attaining class of male pupils may not as fruitful as suggested by Engerman, et al. (2018). Indeed, the uncalled victimisation of female teachers is also inherently suggestive that a further, individualised and differentiated approach to studying the attainment gap between boys and girls is necessary, rather than attributing negative associations to female practitioners (Watson, et al., 2010). Importantly, the overall result indicates that not all male pupils are underachieving, as for example, P2’s performance remained identical to the last comprehension task. 
[bookmark: _Toc513966371]Conclusion
To conclude, this essay investigated the boys’ attainment gap when compared to the higher results by their counterparts. The two questions guiding the study were:
1. Does the adoption of more boy-friendly texts in classrooms bridge the attainment gap in boys’ reading strand of literacy?
2. Does the above, coupled with the use of ICT devices further narrow the attainment gap in boys’ reading strand of literacy?
With regards to the first question, it may be noted that the adoption and adaptation of boy-friendly texts in the classroom does indeed begin to bridge the attainment gap, as 40% of the learners’ results increased. However, it may be noted that the belief that boys’ engagement in classrooms is solely being hindered by the exclusion of boy-friendly texts may not be as accurate as suggested by Engerman et al. (2018), as shown by the results for the first task.
The third task saw the learners’ results increase by 57% when compared to the second task. This, indeed, supports the idea that boys prefer to use technology in classrooms (Engerman, et al., 2018), and as such, the opportunity has to be provided to them. Nonetheless, the limitations of this study did not allow for a further, in-depth examination of gender identities of the participant cohort. The mention of gender studies within this research paper has offered a superficial, however broad acknowledgement of the reasoning that may surround the boys’ own gender constructions and how that may affect their literacy acquisition. Although brief in nature, this paper argues for the inclusion of boy-friendly texts when coupled with the use of ICT to indeed raise the boys’ attainment gap which in turn rejects the more traditionalist, innate views of why boys are underperforming with regards to literacy.  
Furthermore, this study has addressed whether students are also able to benefit from developing their digital competency whilst simultaneously promoting the development of more traditional literacies. Such a proposition, suggested by Engerman et al. (2018), was implemented in this study. The results showed that traditional literacies complemented by the use of ICT in classrooms aids the overall development of literacy, as can be evidenced in Figure 4. 
[bookmark: _GoBack]Although the results have shown positive outcomes with regards to using ICT and boy-friendly novels in classrooms, a conclusion may be drawn that not all boys can be treated as a homogeneous group (Stahl & Brock, 2017). This is supported by P5’s result. In light of this, further research may focus upon an individualised, differentiated approach towards studying boys’ literacy coupled with the adaptation of comic books in to the classroom. Comic books may be seen as a boy-friendly text due to their thematic focus being on super-heroes and villainism (Cassidy, 2015). A recommendation that was also made by (Cassidy, 2015). 
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Traditional and boy-friendly compared

Traditional	P1	P2	P3	P4	P5	P6	P7	6	6	8	8	10	8	5	Boy-friendly 	P1	P2	P3	P4	P5	P6	P7	8	9	8	7	10	8	9	




BOy-friendly and ICT Compared

Boy-friendly 	P1	P2	P3	P4	P5	P6	P7	8	9	8	7	10	8	9	ICT	P1	P2	P3	P4	P5	P6	P7	9	9	9	7	8	9	10	




Gender Distribution


Male	Female	7	5	


Traditional Comprehension


P1	P2	P3	P4	P5	P6	P7	6	6	8	8	10	8	5	
Maximum marks of 10



