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Abstract 

This study was designed to investigate the influence that male teachers have on the academic 

performance of male students in mathematics. A correlation research methodology was used along 

with a mixed methods design with a leaning towards the quantitative paradigm. A mix of 24 male 

teachers and 28 male students from 9 secondary high schools in the parish of St. Catherine, Jamaica, 

were asked to complete questionnaires from which four research questions were answered. There 

were four main conclusions: i male mathematics teachers possessed such leadership qualities as 

dependability, trustworthiness, friendliness and empathy; (ii) majority of students showed a 

preference towards male teachers teaching them Mathematics; (iii)  questioning, guided discovery 

and collaborative learning were effective  teaching strategies mostly used by the male mathematics 

teachers; and (iv) there was an association between preference for a particular gender of teacher and 

the expected performance of male students in the Caribbean Examinations Council (CXC), 

Caribbean Secondary Education Certificate (CSEC) examination in Mathematics. 
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Introduction 

Educational leadership is traditionally thought of as being in the hands of principals and head 

teachers of schools. However, this view is now changing to one that places educational leadership in 

the hands of anyone who is able to influence others, within an organization, to achieve common 

goals and commit to common aspirations (Lunenburg & Ornstein, 2008). In agreement with this 

view, Smith (2013) suggests educational leadership ‘is a collective responsibility and effective school 

leaders distribute authority and responsibility both within and outside the school organization’ (p. 

157).  This will allow for other persons to participate in the leadership of an organization and 

experience some of the opportunities and challenges that come with it. Smith also suggests that this 

will help to build or increase the leadership capacity of the individual. This thinking is akin to 

sustainable leadership in which the leadership of an organization is continuously planned for by 

distributing leadership throughout the organization. Hence, when the leader departs, he or she 

would have groomed another to take control of the organization and continue the development of a 

successful organization and achievement of critical goals (Spillane, Halverson & Drummond, 2001).  

Fullan (2001) contended that in a highly complex world, no one leader, institution or nation can 

control everything without help. Additionally, Hallinger (2009), states that ‘distributed leadership 

refers to collaborative leadership exercised by the principal, assistant principals, department heads, 

teacher leaders, and other members of the school’s improvement team’ (p. 13). Therefore, classroom 

teachers, can be considered as educational leaders as they not only practice leadership in their 

classrooms and inspire their students to achieve excellence in all they do but they also exercise 

instructional leadership.  

 

McCallum (2013) in her research on “teachers as leaders” in Jamaica contends that teachers can be 

leaders in more formal ways such as being mentors. This designation suggests mentors contribute to 
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the performance of students through capacity building in teachers. However, in Jamaica, Master 

Teachers, are considered “expert teachers” and also provide support for teachers in content specific 

issues.  As suggested by McCallum, master teachers possess a ‘mastery of teaching skills and 

competencies’ (p.108) who are ‘expected to be a source of additional educational leadership in 

Jamaican schools’ (p.109). Consequently, classroom teachers in their role as instructional leaders 

and/or master teachers and who possess skills, leadership qualities and behaviour, knowledge and 

competencies can have a direct influence on students’ learning in the teaching and learning 

environment of the classroom. This study will examine the effects of this leadership capacity as well 

as gender and teaching strategies of male mathematics teachers on the performance of boys in 

Mathematics. The results may add to the debate on how to stymie the underperformance of boys at 

the secondary level and prevent them from becoming school dropouts, unemployable or 

participating in crime. 

 

Performance o f  Boys 

It is a known fact that boys learn differently from girls and that their interests in particular subject 

areas may also differ. Additionally, males are stereotyped as having a greater mathematical ability 

than girls or that higher order skills such as problem solving are more conducive to the male 

domain. However, in a recent study by Lindberg, Hyde, Petersen and Linn (2011), it has been 

concluded that both sexes perform similarly in Mathematics. This situation does not exist in Jamaica 

at present as boys continually underperform and are outperformed by girls in Mathematics at the 

primary and secondary levels of the education system.  

 

Chevannes (2003) has suggested that schooling is more conducive to girls because of their 

socialization skills. He stated that school is ‘more congenial to them – the way of learning, how 
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teachers teach by rote, by students sitting quiet, listening to the teacher and repeating after the 

teacher, and being attentive’ (p. 1). This suggestion does appear somewhat generalised, and will 

however be returned to in the discussion. He further suggested that boys learn in a different way. 

‘They learn by doing, by experimenting, by being rambunctious, whereas girls are socialized to be 

still, to be quiet, to listen, to be very obedient, very attentive’ (p.1). In an article by Smith-Edwards 

(2013) and published in the Gleaner, the Chief Executive Officer (CEO) of the Jamaica Teaching 

Council (JTC), Dr Winsome Gordon, suggested that the Jamaican school boys are very “bright” and 

that they just need proper guidance and support. This guidance and support can come from male 

teachers and in particular male mathematics teachers. This will be tested and explored later in the 

discussion. Dr Gordon also noted that, ‘the girls are more settled when it comes to reading and 

studying and so on, but (the boys) find themselves more restless. They don't want to sit down for 

too long. At the same time, they are bright boys, they just need the opportunity and the kind of 

environment that will bring out the best in them’ (Smith-Edwards, 2013, para. 28).  

 

Furthermore, there is also evidence that boys generally do not participate in their education as much 

as girls, hence they are seen as underperforming.  Chevannes (2003) argues  ‘some people say it’s 

“underperformance”, but I say it is really “underparticipation” – of males’ (p. 1). He further 

contends that this underparticipation is not only visible through not attending school and classes but 

is also not taking an active part in the activities of a lesson. Additionally, he asserted that this 

underparticipation will not only result in underperformance but may create new recruits for the 

criminal underworld or uncivilized leaders. Jha and Kelleher (2006), also suggested a relation 

between participation and performance. They state:  

[t]here is another set of countries where the transition rates are higher for boys but 

this still does not translate into higher participation rates at the secondary stage. 
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This implies that a high level of drop out occurs for boys within the secondary 

stage. (p. 6) 

	  
This is evidenced in the following statistics. Jamaica had a transition rate (rate of transfer from 

primary school to secondary school) of 90.7% for girls and 100.0% for boys during the 2001-2002 

period. However, the net enrolment ratio for the 2002-2003 period was 77.0% for girls and 73.9% 

for boys (Jha & Kelleher, 2006). Brown (2004), in her research, found that ‘on average the pattern is 

that boys start their schooling later, attend school more irregularly, repeat more grades, drop out 

earlier, have lower completion rates and achieve less than girls while in school’ (p. 12).  Evidence 

shows that this still exists as data from the Ministry of Education (MOE), (2012/2013), showed that 

more boys repeat grades in secondary schools than girls. Of the 3091 grades 7 to11 students who 

repeated a year of study at all-age, primary and junior high schools, secondary schools, technical and 

agricultural high schools 1961 were boys. This represents 63% of the total number of students. At 

the grade 11 level in secondary schools, 60% of all those repeating a grade are boys. Additionally, 

fewer boys are entered by their teachers to sit the Caribbean Examinations Council, (CXC), 

Caribbean Secondary Education Certificate (CSEC) examinations each year. For example, in the 

2010/2011 academic year, 15,911 male students entered to sit the CXC, CSEC Mathematics 

examination compared to 26,500 girls (MOE, 2011/2012). Similarly, in the 2011/2012 academic year 

9,892 public school male students were entered by schools/ teachers to sit the examination 

compared with 13,837 female students (MOE, 2012/2013). This shows a significant 

underparticipation of boys in their secondary education. Reid (2011) also agreed that enrolment for 

boys decreases as they move from primary school to secondary school in Jamaica. Using data from 

the Economic and Social Survey -2009, he concluded that, although the enrolment at the early 

childhood level is the same for both boys and girls, at the secondary and post-secondary levels it 

decreases for boys. 
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Furthermore, using MOE (2009/2010) data, Reid concluded that at the secondary level about 21.4% 

of males had poor school attendance and that this attendance level varied according to the type of 

secondary school attended. From more recent data, the percentage of daily attendance for secondary 

schools, by region and level, for the 2011-2012 period was 78.9% for boys and 83.0% for girls 

(MOE, 2012/2013). Attendance at school is crucial for students as this will ensure that they are 

exposed to the content, learning activities and other areas of school life. Jha and Kelleher agrees 

with this view and further suggested that that attendance alone is not the only factor that produces 

underperformance of students but that ‘students must also be engaged in their work if their 

performance is to be impacted positively’ (p. 13). Whether it is an enrolment, attendance or an 

underparticipation problem, the cumulative effect is underperformance and underachievement in 

subjects such as Mathematics, to be seen at both the primary and secondary levels in Jamaica (MOE, 

2012/2013).  

 

Statement o f  the Problem 

The underparticipation and the resulting underperformance and underachievement of boys in 

Mathematics at the Caribbean Examinations Council (CXC), Caribbean Secondary Examination 

Certificate (CSEC) level, is represented by the results of the CXC, CSEC examinations in 

Mathematics. Year on year data from the MOE shows a decline in performance over many years 

such as from 2010 to 2012 and 2003 to 2007. Additionally, the percentage of boys obtaining passes 

in mathematics is always below that of girls. It, therefore, suggests boys have not fully grasped the 

mathematics concepts necessary at this stage of their development as compared to their 

counterparts. This underperformance and underachievement could be linked to several factors both 

internal and/or external. The main question this study sought to answer was: is there a relationship 
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between the preference for a particular teacher and the expected performance of male students in 

Mathematics at the CXC, CSEC level?  

 

Research Hypothesis 

Null hypothesis H1: there is no statistically significant association between the preference for male 

teachers of Mathematics and the expected performance of boys in Mathematics at the CXC, CSEC 

level.  

Alternative hypothesis H2: there is a statistically significant association between the preference for 

male teachers of Mathematics and the expected performance of boys in Mathematics at the CXC, 

CSEC level.  

 

Literature Review 

Numerous factors impact the academic performance of students and in particular boys in 

educational institutions worldwide.  Diaz (2003) identified three main factors that intervene in the 

academic performance of students and create poor performance. These are ‘parents (family causal 

factors), teachers (academic causal factors) and students (personal causal factors)’ (p. 45).  Mlambo 

(2011) further suggested that these factors can combine in different ways depending on the culture, 

set of students and academic setting to influence academic performance. In this literature review, the 

teacher factor as well as the student factor will be examined. 

 

Teaching  

Teaching is a complex act; what works in some situations with some teachers may not work in 

different school settings with different subjects, students, and goals (Lunenburg & Ornstein, 2008, p. 

447). Specific leadership qualities, teaching strategies or gender, or to use the broad term 
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“preference,” may not by themselves produce learning in students. Keketu (2001) concluded that 

‘learning is also aided by students' own preparedness for work through attitudes, desired goals and 

some needs like family support, positive and supportive learning environment, and good and 

acceptable social behaviour among others’ (p. 12).  

 

According to Lunenburg and Ornstein (2008), some researchers agree that teacher competence 

cannot be measured while other researchers assert that appropriate teaching behaviours can be 

defined (and learned by teachers), that good or effective teachers can be distinguished from poor or 

ineffective teachers, and that the magnitude of the effect of these differences on students can be 

determined (p. 447).  

 

Lunenburg and Ornstein, further asserted that although teachers invariably influence student 

performance it is difficult to evaluate this ‘with confidence’ (p. 447), due to the complexities of the 

teaching and the learning environment. 

 

Teaching Strateg ies  

‘Teaching strategies are a combination of instructional methods, learning activities, and materials 

that actively engage students and appropriately reflect both learning goals and students’ 

developmental needs’ (California State University, n.d.). Teaching strategies of teachers and learning 

styles of students go hand in hand with each other. The knowledge of a particular learning style 

should inform the selection of a teaching strategy. However, factors such as the content and 

curriculum outcomes will inform the teaching strategies and teachers will have to modify these 

strategies to fit the students’ learning styles.  
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Arends (1998) stated that, ‘everyone learns from experience and knows that experience is a basis for 

new ideas and behaviour’ (p. 17). Keketu added her support to the theory of experiential learning 

which, suggests that one learns more by being personally involved in the learning process. She also 

suggested that Mathematics can be learnt in this way. Furthermore, she continued by stating that, 

‘other assumptions are that learning is more meaningful and learners get highly committed to it 

when the learners set their own learning goals and discover knowledge by themselves’ (p. 18). She 

further asserts that, ‘teachers’ methods in the teaching and learning process ought to motivate 

students to make self-discovery and be as self-reliant as possible’ (p. 18).  

 

Chudgar and Sankar (2008) state that, ‘some researchers have found evidence that male and female 

teachers have different teaching styles’ (p.629). Using university lecturers as their focus, they 

observed that the differences in teaching styles related to time spent on particular lessons and 

learning activities. Additionally, female teachers were more student-centred in their teaching, and 

used more collaborative learning and motivation. In another study conducted on rural primary 

school teachers in Bangladesh, India, Nepal and Pakistan, UNESCO (2000) reported female 

teachers were perceived as more effective in earlier grades by administrators; children also saw them 

as more open and more comfortable to interact with than male teachers.  

 

Leadership Quali t i es  or  Trai ts  

According to Lunenburg and Ornstein (2008), leadership theories are of three types. These are the 

trait leadership theory, the behavioural leadership theory and the contingency leadership theory. This 

review will subscribe to the trait leadership theory.  
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In discussing what the essentials of leadership are, Lunenburg and Ornstein (2008) posited the view 

that qualities or abilities, such as ‘motivating power, empathy, integrity and intuitive ability’ (p. 117), 

set good leaders apart from bad leaders. Additionally, they suggested that ‘leadership is not about 

who is smarter or tougher but about qualities we all have or we can develop’ (p.116).  Yukl (1989), 

citing studies by Bass & Stodgill (1990) suggested certain traits and skills were associated with 

successful leaders. Some of the traits include assertiveness, cooperative, persistent, self-confidence 

and adaptability. Katzenmeyer and Moller (2001) stated that ‘teachers with leadership qualities have 

made a difference in teaching and learning in many schools’. Trait studies in education have mainly 

focussed on leader effectiveness as it relates to an educational institution. However, a study 

conducted by Onyefulu and Kelly (2012), examined principals’ leadership traits and their effects on 

the performance of students in Mathematics at the Grade Six Achievement Test (GSAT) level.  

 

Gender 

Bricheno and Thorton (2007), examined the link between male role models and the behaviour and 

achievement of boys. They found: ‘that male role models can improve the behaviour and 

achievement of boys are familiar and persistent. However, research has not confirmed such a link’ 

(p. 1).  Dee (2006), suggested that some theories exist that confirm such a link: ‘One theory asserts 

that the teacher’s gender shapes communication between teacher and pupil, while another says that 

the teacher acts as a gender-specific role model, regardless of what he or she says or does’ (p. 70). 

Dee further contended that, ‘according to this second theory, students are more engaged, behave 

more appropriately, and perform at a higher level when taught by one who shares their gender’ (p. 

70). However, he pointed out that, ‘studies have not focused on young adolescents, the time when 

students are particularly sensitive to gender differences and when gender gaps in achievement are 

pronounced’ (p. 70).  
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In his investigations on the effects of a teacher’s gender on students’ test scores using the National 

Education Longitudinal Survey (NELS) data on 8th graders from the United States of America 

(USA), Dee (2006), ‘found that same-gender teachers had a positive effect, i.e. girls do better in 

school when taught by women and boys do better when taught by men’ (Chudgar & Sankar , 2008, 

p. 628). Michaelowa (2001) discovered a similar same-gender effect in a school in sub-Saharan Africa 

(Chudgar & Sankar, 2008). Nevertheless, other research contradicts the belief that boys do better 

when taught by men rather than by women: ‘A large sample-based study in the US shows that 

regardless of student gender, students taught by women perform better than those taught by men’ 

(Krieg, 2005, p. 628). Furthermore, a UNESCO (2000) report on a similar study conducted in 

Pakistan, ‘suggests a positive link between the presence of women teachers and the academic 

performance of students’ (p. 7). To add to this situation, Reddock (2009) asserts that boys will feel 

disadvantaged in classrooms where all the teachers are females as they would associate reading, 

education and learning with women.  

 

To further complicate this issue, Warwick and Haroona (1994) revealed that ‘rural students of male 

teachers score significantly higher in math than rural students of female teachers’ (Chudgar & 

Sankar, 2008, p. 628). Similarly, Driessen (2007) ‘found that teacher gender has no effect on student 

achievement, attitudes, or behaviour, regardless of student gender, ethnic background, or 

socioeconomic status’ (Chudgar & Sankar, 2008, p. 629).  

Male Underper fomance  

Male underperformance, compared with girls’ performance is nothing new for educationalists and 

researchers. Numerous articles and research papers have explored the topic for many years. 

Younger, Warrington, and McLellan (2002),  ‘argue that while there is dispute about the extent to 

which the gap is increasing or decreasing, there can be no denying that there is differential 
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achievement between boys and girls’ (p. 16). Other evidence from Rowe and Rowe (2000), 

suggested that it is a universal phenomenon as they found that girls outperformed boys in ‘ALL 

areas of the assessed cognitive curriculum’ (p. 16). However, some researchers like Bailey (2000) 

posited the view that it is not so much that boys are underperforming or underachieving because 

males are outperforming girls in certain traditional subject areas but it is more a gap in their 

participation at the higher levels of schooling. Traditionally, males outperform females in the areas 

of Science, Technology, Engineering and Mathematics (STEM). 

 

Mathematics  Per formance   

The performance of students in Mathematics at the CXC, CSEC level as well as at the grade 9 and 

grade 6 levels in Jamaica has continued to be dismal. This is evidenced in the  PIOJ (2009) 

document entitled  Vision 2030 Jamaica National Development Plan –Education Draft Sector Plan Final 

Draft, a breakdown of the performance of students at the Caribbean Examinations Council (CXC), 

Caribbean Secondary Examination Certificate (CSEC) examinations for the years 2003- 2007. It 

shows that ‘the performance in the core subjects of Mathematics and English Language has 

continued to be poor despite fluctuations’ (PIOJ, p.29). In 2003, the percentage of students attaining 

grades I-III was 36% and in 2007 it was 35.3% (p. 29).  

 

Additionally, in 2013, the percentage of Jamaican high school students obtaining grades I-III was 

42.2%, which represented an increase from 37.5% in 2012 (MOE, 2013).  However, in 2011, the 

percentage pass was 39.9% and in 2010, the percentage pass was 44.7%. Therefore, there has been a 

steady decrease in percentage passes from 2010 to 2012. At present, a statement from the Minster of 

Education, indicated that 56% of the students sitting the CXC, CSEC Mathematics examination in 
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2014 attained grades I-III (Thwaites, 2014). This shows an improvement, however, this represents 

only 56% of the total student cohort.   

 

Similarly for the Grade Six Achievement Test (GSAT) results, the percentage of students mastering 

Mathematics fluctuated from 44.19% in 2004 to 55% in 2008 (PIOJ, 2009, p.24). Additionally, for 

the Grade Nine Achievement Test (GNAT) results for 2009, the national mean (the average score 

for all students sitting the examination) was 38% (Faulkner, 2009). Although these results for the 

GNAT include both sexes, it is also noted that the boys underperformed in relation to the girls.  

 

Methodology 

A correlation research methodology was used in this study. Ten secondary high schools in St. 

Catherine, Jamaica were chosen as the testing centres. Questionnaires were employed to collect 

quantitative and qualitative data from both teachers and students to ascertain, among other things, 

their opinions on the teaching and learning of mathematics. The quantitative data was analysed using 

the Statistical Programme for Social Sciences (SPSS) software and the qualitative data followed a 

thematic data analysis approach.  

 

 

 

Research Design 

A mixed methods approach but with a leaning towards the quantitative paradigm was used. The 

quantitative data and the qualitative data were collected concurrently. The researcher was of the view 

that both quantitative and qualitative data needed to be collected in order to have a better 

understanding of students’ perceptions of male mathematics teachers and the influence that male 
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mathematics teachers have on students’ grades. There were two questionnaires: one for teachers and 

one for students. Researchers who use the mixed methods approach are able to recognize that 

‘phenomena are complex to the extent that single methods approaches might result in partial, 

selective and incomplete understanding’ (Cohen, Manion & Morrison, 2011, p.116) of the 

phenomena in question. The independent and dependent variables, preference (for a male or female 

mathematics teacher) and student’s expected performance, respectively, were the two main variables 

used.   

 

Populat ion 

The choice of population for the study was based on available and easily accessible data from the 

regional office of the Ministry of Education. All male CXC, CSEC students in ten selected co-

educational secondary high schools in the Ministry of Education, region 6, parish of St. Catherine 

was the population of students. All male teachers who teach in the ten selected co-educational 

secondary high schools in Region 6, Parish of St. Catherine, constituted the population of teachers 

as outlined in Table 1 below.  

 

 

 

 

Table 1 

Number of Participants in Population and Sample 

Participants *Population 

(N) 

Sample  

(n) 
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Students 3532 40 

Teachers   314 35 

Total 3846 75 

* Data obtained from the Old Harbour regional office of the Ministry of Education. 

Sampling 

There were 52 participants in the study.  Nonprobability sampling was used involving convenience 

sampling. This sample consisted of secondary high schools, male teachers and male students. 

Participants were chosen from 10 secondary high schools and included:  40 students and 35 

teachers.  A contact teacher was chosen from each school and asked to hand out the questionnaires 

to male teachers of Mathematics and male students of Mathematics who were willing to participate 

in the study by answering the questions on the questionnaire.  

 

Data co l l e c t ion 

Teacher’s questionnaire: A questionnaire for male teachers was created to determine their leadership 

qualities, teaching strategies and their opinions on the teaching of Mathematics. Additionally, 

demographic information was collected. The questionnaire consisted of both quantitative closed-

ended items and qualitative open-ended items.  

It was divided into five sections and had 32 items. Section A, with six items, collected the 

demographic data in the form of multiple choice and dichotomous questions, such as, “How many 

years have you been in teaching mathematics?” Section B, with five items, collected data on the 

teaching of Mathematics as it pertains to the participant and took the form of dichotomous and 

multiple choice questions, such as, “Are you presently teaching CSEC Mathematics?” Section C, 

with five items, also collected data on the participants’ opinions on the teaching of Mathematics and 
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took the form of a Likert rating scale question. For example, “Boys learn Mathematics better from 

male teachers than female teachers!”  issued a response of strongly disagree, disagree, agree and 

strongly agree. Similarly, Section D, with 15 items collected data on the participants’ leadership 

qualities using the Likert rating scale responses. For instance, “I am adaptable-to situations” was one 

of the questions in this section. Section E, with only one item, sought to collect data on the 

participants’ opinions on the use of a particular strategy for teaching Mathematics.  

 

Student’s questionnaire: A questionnaire for male students was created to determine the impact that 

male teachers have on their performance in Mathematics. It consisted of both quantitative closed-

ended questions and qualitative open-ended questions.  

 

The questionnaire was divided into five sections and had 21 items. Section A, with three items, 

collected the demographic data in the form of multiple choice and dichotomous questions, such as, 

“What grade are you in?”  Section B, with two items, collected data on the participant’s grade in his 

mathematics examination and expected grade in CXC, CSEC Mathematics. These took the form of 

dichotomous and multiple-choice questions, such as, “What was your final examination grade in 

grade 10 or grade 11?” Section C, with seven items, collected data on the participant’s opinion on 

mathematics teachers and took the form of dichotomous, multiple choice questions and open-ended 

questions, such as “Do you think male teachers teach better than female teachers?” Section D, with 

four items collected data on the participant’s understanding of Mathematics using Likert rating scale 

responses. For instance, “My mathematics skills have improved since being taught by a male 

teacher” was one of the questions in this section and required an answer of either strongly disagree, 

disagree, agree or strongly agree. Section E had five items and sought to collect data on the 

participant’s opinions on his particular mathematics teacher. “The teaching style of my mathematics 
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teacher helps me to learn Mathematics well” is an example of one of the questions that required 

Likert-scale responses as in  

Section D.  

 

Reliabi l i ty  and Validi ty  

Reliability was measured as internal consistency through the use of a single test administration of the 

questionnaire and Cronbach alpha (C-alpha).  

 

Teacher’s questionnaire:  A reliability test was done on the teachers’ piloted questionnaire first. This test 

was used to determine the extent to which the items on the questionnaire, related to the opinions of 

people, measure what they intend to measure. A C-alpha value of 0.920 was obtained indicating that 

the items on the questionnaire were very reliable. 

 

Student’s questionnaire:  The reliability test for the items on the student’s questionnaire was done in 

parts. Section D was tested independently of section E as each section was seeking different 

information, hence, a different construct would be tested and the need for different reliability tests. 

For section D a C-alpha value of 0.885 was obtained and for section E a C-alpha value of 0.938 was 

obtained indicating that the items were reliable.  

Content validity was demonstrated by ensuring that the items on the questionnaires answered the 

research questions in a comprehensive and accurate way as possible. Hence, each research question, 

except research question one, was answered using more than one item.  

 

Findings 

Leadership Quali t i es  
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Research question 1: What leadership qualities (adapted from Northouse (n.d.) and Yukl (1989)) do 

most male mathematics teachers, in this study, possess? The leadership qualities possessed by most 

teachers was the sum of the values assigned with the highest values representing the leadership 

quality displayed most often and, hence, mostly possessed by the male mathematics teachers. These 

values could also be interpreted to mean how strong an agreement the male mathematics teachers 

had for this leadership quality. Table 2 below illustrates these findings.  

 

Table 2 

Leadership Qualities of Male Mathematics Teachers 

Leadership Qualities Number of 

respondents 

Minimum Maximum Sum Mean 

Articulate 24 1 4 81 3.38 

Adaptable 24 2 4 79 3.29 

Ambitious and 

Achievement oriented 
24 3 4 83 3.46 

Alert to social 

Environment 
24 2 4 80 3.33 

Perceptive 24 2 4 77 3.21 

Self-confident 24 1 4 80 3.33 

Self-assured 24 1 4 79 3.29 

Determined 24 2 4 79 3.29 

Trustworthy 24 3 4 86 3.58 

Dependable 24 3 4 87 3.62 
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Friendly 24 2 4 85 3.54 

Outgoing 24 2 4 83 3.46 

Empathetic 24 3 4 84 3.50 

Creative 24 2 4 79 3.29 

Diplomatic and tactful 24 3 4 80 3.33 

 

	  
As can be seen in Table 2, the leadership quality “dependable” received the highest sum of 87. This 

was closely followed by trustworthy, friendly and empathetic. The leadership quality “perceptive” 

received the lowest score of 77.  The “maximum” and “minimum” are the largest and smallest 

values that were given by the participants as it related to Likert type responses. The mean represents 

the value of the sum divided by the number of respondents. 

 

Preferences  

Research question 2: Do male students prefer to be taught Mathematics by a male teacher compared 

with a female teacher? Why? The data shown in Tables 3 and 4 reveal the choices made by students 

as to who teaches Mathematics better and who they prefer to teach them Mathematics respectively. 

The results were identical, 20 boys said yes in both cases for male teachers teaching Mathematics 

better and for preferring male teachers to teach them Mathematics. 

 

 

 

 

 



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 2: Special Edition, August 2015  ISSN 2056-6670	  

	  
98 CC BY-NC-ND 4.0 

Table 3  

Male Teachers Teach Mathematics Better 

Options Frequency Percent Valid Percent Cumulative 

Percent 

 

Yes 20 71.4 71.4 71.4 

No 8 28.6 28.6 100.0 

Total 28 100.0 100.0  

 

Table 4 

Preference of Male or Female Mathematics Teacher 

Teacher Frequency Percent Valid Percent Cumulative 

Percent 

 

Male 20 71.4 71.4 71.4 

Female 8 28.6 28.6 100.0 

Total 28 100.0 100.0  

 

Additionally qualitative data analysis was used to answer research question 2. 

 

Figure 1 below shows the distribution of reasons why boys preferred to be taught mathematics by 

male teachers as opposed to female teachers. There were only 21 responses, as some students did 

not answer that question. Some of the reasons given by the boys in favour of the male teachers were 

that they were able to “reason” with the male teachers or communicate with them more, one student 

each asserted that male teachers were more patient, passionate about their teaching of Mathematics, 
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had better reasoning ability and were stricter and were able to focus more: “I prefer a male teacher 

because male teachers mostly use reasoning skill to solve problem and are more stricter when it comes on to the work” 

(Student A). Two male students believed that their mathematics skills improved when taught by a 

male mathematics teacher. Some of the reasons given by the boys in favour of the female 

mathematics teachers were that they were passionate about teaching Mathematics and understood 

mathematics concepts better: “…the female teachers sometimes have a greater understanding and are able to 

correspond with students on a simpler, more understandable method …” (Student B), and “…I prefer female as 

they are better able to grasp my attention…” (Student C). 

 

However, one student each opined that the female teachers were not strict enough, and were 

distracted easily by the female teachers. Another student stated that he preferred none. He stated 

that, “it is not a matter of who I prefer or who teaches better. Being a boy I am better able to reason with my male 

counterpart as opposed to female” (Student D).  

 

Figure 1. Qualitative Data for Student’s Questionnaire Item 7, Section C. 

0	  

5	  

10	  

15	  

20	  

25	  

Fr
eq

ue
nc
y	  

Themes	  

Bar	  chart	  showing	  reasons	  for	  teacher	  preference	  	  



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 2: Special Edition, August 2015  ISSN 2056-6670	  

	  
100 CC BY-NC-ND 4.0 

 

Teaching Strateg ies  

Research question 3: What specific teaching strategies are mostly used by male mathematics 

teachers? Are they effective? Three teaching strategies that were most frequently used by the male 

mathematics teachers were guided discovery, collaborative learning and questioning. As can be seen 

in Figure 2, questioning, with a share of 38% was the most frequently used of the three strategies. 

This percentage represented 18 responses out of a possible 47 responses. Guided discovery with a 

share of 34% and collaborative learning with a share of 28% were the other two most frequently 

used teaching strategies. 

 

Figure 2. Percentage of Male Teachers Using Three Teaching Strategies. 

	  
The analysis of the qualitative data is shown in Figure 3 below. As can be seen there were not many 

responses to this item on the questionnaire. This may be that many of the teachers preferred not to 

write but do the multiple choice questions only as another question requiring a written answer was 

also avoided by many teachers. A total of 14 responses were given. Three male teachers were of the 

view that questioning was an effective strategy as it allowed them greater knowledge of students’ 
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strength and weakness and gave a general view of what students know: “The reason I use questioning is 

to find out what the students know and how I am going to approach the lesson. Also I found out that this method is 

very effective because it tells you the level where the students are and how to plan for them” (Teacher A). Two male 

teachers believed that guided discovery allowed students to retain information better and one 

teacher believed it helps students develop their own concepts: “When using guided discovery, students get 

the chance to discover for themselves and see for themselves and therefore retain what they learn” (Teacher B). The 

themes of complete understanding, stronger helping the weak and cohesiveness all related to the 

teaching strategy of collaborative learning and either exposition or questioning: “Students come to a 

more complete understanding by comparing with each other. It enhances and encourages elaboration, as pupils will have 

to explain to members in their group. Critical thinking skills are also developed because they have to discuss 

ideas/methodology” (Teacher C). One teacher believed that guided discovery, exposition and 

questioning helped to engage the students in the lesson. Another male teacher suggested that the 

strategy chosen, will depend on the topic being taught.  
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Figure 3. Qualitative Data for Teacher’s Questionnaire Item 1, Section E. 

 

Expected performance  

Research Question 4: Is there a relationship between students’ expected performance in 

Mathematics at the CXC, CSEC level and their preference for a male or female mathematics 

teacher? The expected performance of boys in Mathematics at the CXC, CSEC level is shown below 

in Table 5. Twelve boys expected a Grade One whereas 13 expected a grade two. Three boys 

expected a grade three.  

Table 5 

Expected CXC, CSEC Grade in Mathematics 

Expected 

Grade 

Frequency Percent Valid Percent Cumulative 

Percent 

 

1 12 42.9 42.9 42.9 

2 13 46.4 46.4 89.3 

3 3 10.7 10.7 100.0 

Total 28 100.0 100.0  

 

Table 6 below shows the results of the cross tabulation of preference for male or female 

mathematics teachers and their expected grade in Mathematics at the CXC, CSEC level. It is 

noticeable that 20 boys or 71.4% preferred male mathematics teachers while 8 boys or 28.6% 

preferred female mathematics teachers. Of the 20 boys who preferred male teachers, 40% expected 

a grade one (1) while 50% expected a grade two (2). In contrast, of the 8 boys who preferred female 

mathematics teachers 50% expected a grade one (1) while 37.5% expected a grade two (2). 

Furthermore, of the 12 boys or 42.9% who expected a grade one (1), 8 or 66.7% preferred to be 
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taught by a male teacher. Additionally, 13 boys expected a grade two (2) and of this number 10 or 

76.9% preferred to be taught by a male teacher. 

 

 

 

 

 

 

 

Table 6 

Cross tabulation of Preference and Expected Grade 

Preference 

 

 Expected Grade 

in CSEC 

 Total 

 1 2 3  

 

 

Male 8 10 2 20 

 40.0% 50.0% 10.0% 100.0% 

 66.7% 76.9% 66.7% 71.4% 

 

Female 4 3 1 8 

 50.0% 37.5% 12.5% 100.0% 

 33.3% 23.1% 33.3% 28.6% 

 

Total  12 13 3 28 

 42.9% 46.4% 10.7% 100.0% 

 100.0% 100.0% 100.0% 100.0% 
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An association using the Chi-Square test could not be established as there were too many cells where 

the expected count was less than five. Please see Table 7 below for the results of the Chi-Square test. 

Hence, the Wilcoxon Signed Rank test was used. The results of this test are displayed in Table 8 and 

Table 9 below.  

 

 

 

 

 

Table 7 

Chi-Square Test for Association 

 Value df Asymp. Sig. 

(2-sided) 

Pearson Chi-Square .359a 2 .836 

Likelihood Ratio .362 2 .834 

Linear-by-Linear 

Association 
.072 1 .789 

N of Valid Cases 28   

a. 4 cells (66.7%) have expected count less than 5. The 

minimum expected count is .86. 

 

Table 8 
 
Results Showing Ranking of Preference and Expected Grade 
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Variables N Mean Rank Sum of Ranks 

Prefer Male or Female 

Teacher - Expected 

Grade in CSEC 

Negative Ranks 13a 9.31 121.00 

Positive Ranks 4b 8.00 32.00 

Ties 11c   

Total 28   

a. Prefer male or female teacher < Expected grade in CSEC 

b. Prefer male or female teacher > Expected grade in CSEC 

c. Prefer male or female teacher = Expected grade in CSEC 

 

Table 9 

Test Statistics for Ranking of Preference and Expected Grade 

Significance Prefer male or female teacher - 

Expected grade in CSEC 

Z -2.295b 

Asymp. Sig. (2-tailed) .022 

a. Wilcoxon Signed Ranks Test 

b. Based on positive ranks. 

 

In Table 9 above, the level of significance was set at 0.05. The Asymp. Sig. (2-tailed) vale of 0.022 is 

less than the significance level, hence, there is a significant statistical difference between the voting 

preference for a male teacher and the expected grade in Mathematics at the CXC, CSEC level. 

Therefore, the alternative hypothesis will take precedence and it can be concluded that there is an 

association between preference for a male or female teacher and the expected performance in 

Mathematics at the CXC, CSEC level. 



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 2: Special Edition, August 2015  ISSN 2056-6670	  

	  
106 CC BY-NC-ND 4.0 

 

Discussion 

Leadership Quali t i es  

Friendliness has been mentioned by a number of researchers such as Barr (1954) and Ryans (1960) 

in studies on teacher characteristics and their effects on student learning (Lunenburg & Ornstein, 

2008). This is one of the leadership qualities possessed by most male mathematics teachers and it is 

considered by Barr and Ryans as one of the desirable teacher qualities. Additionally, in the review of 

literature, empathy is mentioned as one of the leadership qualities that sets good leaders apart. In 

this study, it was difficult to find an association between the leadership qualities of male teachers and 

their influence on the expected performance of boys in Mathematics at the CXC, CSEC level. 

Rather, this research found an association between preference, that male students had for a 

particular teacher and their expected performance in Mathematics at the CXC, CSEC level. It could 

be argued that the preference for a teacher may be due to the leadership qualities of friendliness and 

empathy as well as other factors such as the teacher being dependable and trustworthy. Although the 

term preference is used it cannot be taken literally to mean preference of a male teacher as opposed 

to a female teacher as only male teachers were studied. It can be taken to mean what is desirable or 

liked of that particular teacher. 

 

Preferences  

There was some preference towards male mathematics teachers. This study found evidence that of 

28 male students in the study 20 of them preferred to be taught mathematics by male mathematics 

teachers. The reasons given were varied but included the interaction with a male teacher, ability to 

socialise with a male teacher, feeling comfortable communicating with a male teacher, and reasoning 

with a male teacher. These reasons may have been due to the friendliness of the male teacher as well 



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 2: Special Edition, August 2015  ISSN 2056-6670	  

	  
107 CC BY-NC-ND 4.0 

as his trustworthiness and dependability. Additionally, the empathetic nature of male teachers as well 

as their drive to succeed may have influenced male students’ preference for a male teacher. These 

were some of the leadership qualities shown by most male teachers. These results confirm Dee’s 

(2006) findings that students communicate better with teachers of the same gender. Hence, these 

male students are motivated to learn and may influence their expected performance in CXC, CSEC 

Mathematics. However, as a further investigation into the influence that male teachers have on male 

students, a follow up study could involve the influence that female mathematics teachers as opposed 

to male mathematics teachers have on the problem solving ability of male students. 

 

Teaching Strateg ies   

Questioning, guided discovery and collaborative learning were the three teaching strategies mostly 

used by the male teachers. The evidence which supports the view that Mathematics can be learnt 

through any or all of these methods has come from Keketu (2001).  Keketu argues that experiential 

learning allows students to engage with the content and discover concepts on their own. 

Questioning and guided discovery allow for this. Additionally, some male teachers opined that these 

strategies were effective in their lessons as they aided their approach to their lessons, helped to 

engage students and helped the students retain information better. Collaborative learning was 

mentioned in the literature review as one of the strategies used frequently by female university 

lecturers. However, no evidence was found in the literature review for its effectiveness when used by 

male teachers. Notwithstanding this, the findings have shown that male teachers who use this 

strategy to teach have found that it is effective with other strategies by helping students gain a 

complete understanding of a concept. Mercer and Dawes (2008) have suggested that: 

research has shown that simply putting children into groups and leaving them to 

solve problems by themselves is not enough to ensure that they will use 

cooperation and dialogue to good effect. Yet research has also confirmed Douglas 
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Barnes’ early conviction that talk amongst pupils can make an important 

contribution to their learning. (p. 15).  

	  

Additionally, Simpson, Mercer and Majors (2010) also suggest that ‘across many studies, 

collaborative learning activities have been shown to be very beneficial to children’s learning and 

conceptual development in science, mathematics and other subjects’ (p. 3).  Secondly, it creates 

cohesiveness in the classroom and a healthy environment in which weak students are assisted in 

their understanding of difficult concepts by the stronger students. As there is no evidence in the 

available literature that male teachers have different teaching strategies than female teachers, an area 

of future research could be to examine male teachers’ and female teachers’ pedagogical approaches 

through a larger study. 

  

Expected performance 

There was a statistically significant association between preference and the expected performance of 

male students in Mathematics at the CXC, CSEC level, which suggested that preference determined 

expected performance. However, in examining the cross tabulation of preference and expected 

performance it is noticeable that although most male students preferred male mathematics teachers 

only 40% expected a grade one as opposed to 50% who expected a grade one when taught by a 

female teacher. Additionally, a greater percentage expected a grade 3 when taught by a male teacher 

than a female teacher. It could have been expected that a greater number of students would have 

expected a Grade One when taught by a male teacher than a female teacher. However, 90% of the 

male students expected either a grade one or two when taught by a male teacher compared to 87.5% 

when taught by a female teacher. 

 



The Bridge: Journal of Educational Research-Informed Practice               
Volume 2, Issue 2: Special Edition, August 2015  ISSN 2056-6670	  

	  
109 CC BY-NC-ND 4.0 

The implications of these findings are that, firstly, the 24 male mathematics teachers should continue 

to teach male students as it is having a positive effect on them. However, this does not discredit 

female teachers but this study did not examine the influence of female teachers. Secondly, the 

leadership qualities of friendliness, empathy, trustworthiness and dependability need to be 

encouraged in other male teachers. Thirdly, the teaching strategies of questioning and guided 

discovery need to be used more often in mathematics classrooms and not only by male teachers but 

by female teachers as well.   

 

 

Conclusions 

The most important conclusions from this study are that: male teachers in nine of the selected co-

educational secondary high schools in Jamaica have some of the leadership qualities that make for a 

good leader and effective teacher; male students of Mathematics in nine of the selected co-

educational secondary high schools in Jamaica have some preference for a male mathematics 

teacher; male mathematics teachers in these high schools are using the correct teaching strategies 

that will facilitate the male students learning Mathematics; and a few male students seem to have 

more confidence in female mathematics teachers, as not only did a greater percentage of students 

expect a grade one from the minority preferring to be taught by a female teacher but more male 

students agreed that the female teachers understood mathematical concepts better.  

 

It could be argued that male teachers who demonstrate certain leadership qualities and who use 

successful teaching strategies should be encouraged to promote good practice among other 

colleagues, which can be especially beneficial to novice teachers.  As Miller (2013) points out, 
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education is a public good requiring all the skills and abilities wherever they are found, in order to 

transform the Caribbean’s and Jamaica’s educational system.   
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