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Abstract 

In October 2017, a second-language core French class of eighteen Grade 8 boys participated 

in a four-week data collection period where they engaged in a variety of communicative-

based tasks in class. The boys were encouraged to participate in the target language as often 

as possible while we observed their behaviours and interactions in relation to risk-taking and 

participation, even when not fully confident with their oral French-language skills. 

Opportunities for self-reflection and self-assessment were given throughout the project as a 

means for the boys to consider their level of participation and risk-taking during both 

structured, oral communication activities and in unstructured, transition times in class.  

Our project sought to learn more about how boys are motivated to take risks and how the 

teacher may demonstrate value towards their participation in a second-language. Through 

the analysis of the data, we discovered that the social development of Grade 8 boys 

contributes more to their willingness to take risks than the value that teachers place on their 

participation. This discovery emphasizes the need to create a collaborative learning 

environment where the boys have a voice in how they learn a second language and where 

they support the learning of their peers.   

Glossary 

Core French 

A program of second-language instruction in Ontario schools, with a goal of giving students 

a basic level of communicative skills. Average of 125 hours of instruction per year at a 

frequency varying from 2 to 5 times per week. 

FSL 
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Referring to French as a Second Language. 

DELF 

A diploma awarded by the French Ministry of Education to prove the French-language skills 

of non-French people. 

Risk-Taking 

Risk-taking refers to students participating in class, in unfamiliar contexts.  

Value Participation 

Referring to acknowledgement and positive reinforcement towards a particular behaviour, 

in this case, participating by speaking in French. 

Grade 8 

Referring to the eighth year of education in Ontario, Canada, with boys in the age range of 

twelve to fourteen.  

Introduction 

The 2017/2018 IBSC topic, Adaptability in a Changing World, provided us the opportunity to 

take a closer look at the factors that contribute to student participation and engagement in a 

second-language classroom.  

In today’s world, where change is occurring at a rapid pace, we feel that it is of the utmost 

importance that educators help prepare their students by teaching them how to be adaptable. 

According to the Framework for 21st Century Learning (P21, 2018), “a focus on creativity, 

critical thinking, communication and collaboration is essential to prepare students for the 

future” (para.8). At the Sterling Hall School, we place an emphasis on six global 

competencies, largely derived from the Council of Ministers of Education, including 

communication, collaboration, critical thinking and problem solving, creativity and 

innovation, global citizenship, and character. In regard to the latter: 

Character, both interpersonal and intrapersonal, allows students to become 

aware of and demonstrate action in their process of learning, including 

development of motivation, perseverance, resilience, and self-regulation. As 

well as understanding that self-reflection includes thinking about thinking, 
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learning for life, being adaptive, valuing well-being and transferring learning in 

our ever-changing world. (Council of Ministers of Education, Canada, 2018).  

In order to foster these skills in the classroom, educators must provide opportunities for their 

students to explore and experiment through creative activities, to take risks and fail, to grow 

resilience, and to take time to be mindful and reflect. 

When thinking about the action research statement, adaptability in a changing world, we 

wondered what factors contributed and discouraged boys’ willingness to take risks in a 

second-language classroom. More specifically, through our action research we sought out to 

discover the role of valuing participation on risk-taking in a French as a second-language 

classroom.  

Through the action research model, we had a platform to begin to discover and understand 

more about our students’ learning. Through the process of engaging students in creative 

action-oriented, communicative-based tasks, we were able to gain greater insight as to what 

contributes to their willingness to participate and take risks. Through their survey responses, 

we were able to compile data that have informed our practice, allowing us to make 

meaningful changes to how we go about teaching a second language. By inviting our boys 

into the process, we learned valuable insight as to how we can deliver a second-language 

program that creates more opportunities for students to exercise their global competencies. 

The boys became aware of and demonstrated action in their learning process. Through their 

self-reflections, they also worked towards developing adaptability as they reflected on their 

own learning. 

Literature Review 

The manner by which French as a Second Language (FSL) has been taught in Canadian 

schools has seen much development in the past fifty years. Since its introduction into the 

school system in the 1960s, Core French (comprising of approximately 90 to 120 hours of 

instruction per year) has been lacking in effectiveness. Netten and Germain (2011) note, “the 

lack of satisfaction on the part of the core French students is reflected in high program 

dropout rates, low enrolments in the optional years, and a general feeling among 

anglophones that they ‘can’t learn French’” (p. 87). Thus, teachers might use research to 

influence their instructional practices in order to increase student fluency throughout the 
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core French program. One approach to second-language teaching and learning comes from 

cognitive psychology, which states that, “the second-language learning equation is: explicit 

knowledge + practice = implicit competence” (Netten & Germain, p. 88). This equates with 

the notion that once students learn the grammar rules, vocabulary, and verb forms in an 

explicit way, they must use those rules in many practice activities in order to gain good oral 

communication skills. However, after some testing using the DELF (Diplôme d’études en 

langue française), “it would appear that the paradigm of learning how to communicate in a 

second language based on cognitive psychology does not produce the expected results” 

(Netten & Germain, p. 90). Netten and Germain instead prefer using the neurolinguistic 

approach, which is a newer perspective developed with the contributions of cognitive 

neuroscience. This approach suggests that implicit competence and explicit knowledge exist 

independently, and both are necessary for strong oral communication in a second language. 

It is interesting to note that examination of core French classrooms show how infrequent 

students are speaking, compared to that of the teacher. In order for students to improve 

upon their oral fluency, there must be some emphasis on the function and meaning of 

spoken utterances, rather than value placed only on form (grammatical and syntactic 

accuracy).  

If we also want the boys to continue developing all strands of language, we must emphasize 

oral interaction first. In Pink Brain, Blue Brain by Lise Eliot (2009), it is noted that, “boys 

continue to need lots of verbal interaction to boost their vocabulary and other language 

skills, which in turn predict later reading ability” (p. 138).  

Netten and Germain (2011) discuss seven steps for the teaching of oral communication, but 

do not suggest strategies for valuing this effort to speak. Our goal was to discover whether 

boys actually take risks to speak in new situations when they feel validated for their efforts. 

We used a digital tool called ClassDojo (Chaudhary & Don, 2011), which awarded students 

points for specific behaviours and actions. We know that, “boys, in particular, are highly 

drawn to computers” (Eliot, 2009, p. 165) and, as Black and William (as cited in The Capacity 

Building Series, 2007) state, “one type of assessment that has been shown to raise students’ 

achievement significantly is student self-assessment” (p. 1), so ClassDojo attended to both of 

these needs. 



5 

As language teachers, we believe that “practicing communication in a foreign language 

necessitates taking a series of risks” (Samimy, 1994, p. 30) in order to maximize their oral 

language practice time and to develop their implicit competence of the language. In a study 

on the correlation of risk-taking and the oral production of English by Wang & Lin (2015), 

they state that: 

In order to acquire a foreign language, especially the competence of oral 

production, risk-taking is regarded as helpful. Risk-taking provides students with 

power and courage to express themselves in another language instead of their 

mother tongue. Students who embrace risk-taking spirit tend to seize every 

chance to communicate with others in English no matter in classroom or 

extracurricular environment. (p. 113) 

We noticed that our students may refrain from taking risks to speak in French because 

they are nervous about making mistakes or not being perfect. We often hear boys say, “I 

can’t speak French,” which we interpret as the expectation that they should be speaking 

it fluently and perfectly. Pishghadam & Akhondpoor (2011) note that” 

Because perfectionist learners set high standards of performance, and are 

concerned with mistakes, they would not be satisfied with only communicating 

in a speaking class; they would want to speak without any pronunciation or 

grammatical errors. Therefore, they may withhold their guesses and prefer to 

remain silent. This characteristic of these learners will make them not to have 

enough classroom participation which may both affect their speaking practice 

and the teacher’s overall evaluation of that silent student. Moreover, in some 

courses of speaking the teacher himself increases the student's’ error phobia by 

emphasizing different types of errors when a student starts speaking (p. 438). 

Research conducted by Ely (1986) found “Language Class Risktaking” to be “a positive 

predictor of student’s voluntary Classroom Participation” (p. 20), and “a negative causal 

relationship was found between Language Class Discomfort and Language Class 

Risktaking” (p. 22). He believes that:  

Simply exhorting students to take more risks and participate more may not be 

effective. Apparently, before some student can be expected to take linguistic 
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risks, they must be made to feel more psychologically comfortable and safe in 

their learning environment. (p.22) 

Therefore, we need to ensure that our boys feel safe and comfortable enough within the 

classroom environment in order to benefit from our shift in valuing their oral participation.  

The findings of Reichert and Hawley (2010) show us how essential boy-teacher relationships 

are for successful learning.  They note, “before a boy accepts an invitation to engage in 

scholastic activity, he takes a measure of the person extending the invitation” (p. 195) and 

“boys sustain their engagement in classroom business when they feel held in a positive, 

trusting relationship to their teacher” (p. 223). As we have both taught this group of boys for 

many years, we believed that our relationships with them, in addition to the comfort level 

they have with peers of the same gender, creates this safe environment. They need to know 

and understand that, “making mistakes is inevitable, so it is unnecessary to be afraid of 

making mistakes in the communication process” (Wang & Lin 2015, p. 121). We were hoping 

to discover how our conscious efforts to encourage participation, no matter how many 

grammatical or pronunciation errors were spoken, would affect risk-taking behaviours and 

the amount of spoken utterances each student regularly produced.  

We felt that helping the boys develop risk-taking behaviours in order to increase their oral 

competencies in a second language would also provide them tools for their future learning. 

We understand how important it is to teach students “lifeworthy” skills, as described by 

David N. Perkins in his book Future Wise (2014), to be learning that it is “likely to matter in 

the lives learners are likely to live” (p. 8). Being able to take risks in speaking a foreign 

language will help our boys become adaptable learners when faced with new challenges. 

Perkins confirms that “contemporary communications and transportation are pushing the 

world together” (p. 21), so we wanted students to develop strong oral communication skills 

in a second language in order to participate in “artistic exchange, economic synergies, and 

scholarly collaborations” (p. 22). While French as a Second Language may be just one of the 

many languages students could possibly learn in their lifetimes, Canadian students have the 

benefit of developing transferable skills within the context of the French language. We are 

excited to “educate for the unknown” (p. 23) and we learned whether small changes in our 

classroom affected the development of students risk-taking, and therefore adaptability. 



7 

Research Context 

The Sterling Hall School is an independent, non-denominational day school located in 

Toronto, Ontario, Canada. We are currently celebrating our 30th year in boys’ education. We 

range from boys in Junior Kindergarten (ages 3-4) to Grade 8 (ages 13-14). Our core values 

include Sterling Learning (which encompasses the academic program, experiential learning 

program and extracurricular opportunities), Sterling Community (describing our close 

community of families, faculty, staff, students and alumni), and Sterling Character (an 

emphasis on character education). Together, these core values combine our efforts to educate 

the whole boy. We believe in developing strong relationships with our students, giving them 

the confidence to excel in our rigorous academic programs. We encourage collaboration 

across our classrooms and broader school community and we focus on delivering the best 

education to boys during their foundational years.  

We chose to conduct our research with a class of Grade 8 boys as we wanted to confirm that 

we were teaching boys the necessary skills to be able to communicate confidently in a second 

language prior to graduation. We believed that valuing their participation would serve them 

well in high school regardless of the results from our study.  

Both researchers had taught this cohort in the past and the boys had been through many 

years of schooling together, making their relationships together an important influence on 

their risk-taking and confidence in a second language. 

An information letter and letter of consent was sent to each boy in the class to acquire parent 

signatures for permission to participate in the study. We ensured anonymity by avoiding 

names to be printed in any of our results and reporting.  

The Action 

The project was introduced to the students and the purpose and process was clearly 

outlined. Students had access to a clear outline of the project at all times, as it was posted in 

the French classroom. Emphasis was placed on the collaborative process that we engage in 

throughout the year and the value of the project in their own learning and as part of a greater 

community of educators, namely the IBSC.  
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Prior to our reporting period, the boys completed a survey containing questions that focused 

on their level of engagement in French class, their level of confidence, their willingness to 

participate, and their ability to communicate in French. Then the boys participated in a class 

discussion where we co-constructed definitions of specific behaviours that constitute 

“participation” and “risk-taking” in the French-language classroom. This list was posted in 

the classroom so that students could refer to it at all times. This was an important step in 

inviting the students into their own learning process. 

Once the class collectively determined and defined the specific behaviours associated with 

“participation” and “risk-taking” in the FSL classroom, we created an assessment checklist 

with the boys, which was used for all oral communication activities and for self-assessment 

and peer-assessment; however, it was not used during written tasks such as tests.  

To recognize the boys’ risk-taking and participation, we used ClassDojo, an online tool that 

rewards positive behaviours. Peer and teacher praise were also given to boys to 

acknowledge their positive contributions to various activities.  

Finally, at the end of the four-week period, the boys completed the same survey as prior to 

the data collection period where they evaluated their willingness to participate in class, their 

level of engagement, their confidence, and their ability to communicate in French. 

Data Collection 

We used several different methods to collect data on our research. To begin the process, we 

gave the boys a student survey using Google Forms with rating scale questions, multiple 

choice and open-ended questions to gauge their initial thoughts about risk-taking and 

participation in the French language classroom. Most of the questions were behavioural in 

nature. This survey allowed us to “gather information about participants’ experiences and 

perspectives ... in order to work toward a viable solution” (Stringer, 2014, p. 101). 

Throughout the process, Mackenzie was present in many of the grade 8 classes in order to 

record observations and make field notes. With a second teacher present it was possible to 

have a record of events as they occurred, which helped to “gain a clearer picture of the 

research context by observing the everyday settings in which participants undertake 

activities relevant to the research focus” (Stringer, p. 113). She pulled individual students 

from class to speak to them in an interview setting, using an audio recorder to save their 
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comments for analysis. We felt interviews to be a valuable method of data collection as this 

“process not only provides a record of participants’ views and perspectives but also 

symbolically recognizes the legitimacy of their experience” (Stringer, p. 105). We wanted our 

boys to know we valued their participation in this project. She also interviewed groups of 

boys in focus groups to see whether the ideas of their peers helped them to make sense of the 

process and their ideas, as each participant “should have opportunities to describe their 

experience and present their perspective on the issues discussed” (Stringer, p. 111). After 

each class we asked the boys to complete a “ticket-out-the-door” to self-assess their 

participation and risk-taking that day. We gave them the opportunity to praise their peers 

for positive contributions to the class communication activities by filling out a peer 

nomination form with a quick description of that student’s actions. After each week of the 

project we asked the boys to complete a longer self-assessment checklist where they reflected 

on the behaviours that were co-constructed together with the teachers at the beginning of the 

project to assess their participation and risk-taking.  

We know that “self-assessment leads a student to a greater awareness and understanding of 

himself ... as a learner” (Ministry of Education, 2002, p. 3). At the end of the research period, 

therefore, the boys were given the same survey as they completed at the beginning so that 

we could analyze changes in responses and themes over time. “In the later stages of action 

research, ... a survey may provide a very useful tool for extending the data collection process 

to a broader range of participants” (Stringer, 2014, p. 118). 

Data Analysis 

The data collected were analyzed and coded thematically in order to “identify the significant 

features and elements that make up the experience and perception of the people involved in 

the study” (Stringer, 2014, p. 139). We grouped the commonalities and discovered the 

underlying themes. The following themes emerged: the impact of peers, impact of the 

teacher, risk-taking limitations, and classroom routines. These themes were not only present 

in the student surveys, they were also reflected in our observations, interviews and field 

notes. Student names were withheld to reserve their anonymity. We understand these 

themes as representative of the students who participated in this action research project and 

they specifically relate to the research question which we have sought to better understand. 
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The themes have helped to shed some light on the student experience with regards to risk-

taking and speaking in a second language. 

Discussion of Results 

Impact of Peers. We discovered that an overwhelming amount of the boys’ responses 

indicated the significant impact peers play on one another's willingness to participate in class 

and in turn, take risks. This finding was interesting, as when we wrote our research question 

we thought that the teacher’s influence would be a greater determinant of student 

participation and risk-taking; however, we had not fully considered the role of peers in both 

a positive and negative influence. This finding was consistent in all survey results, as well as 

in the student interviews.  

When asked in the survey prior to the action, “What prevents you from participating in 

French class?” four boys responded that “classmate negativity” or “boys laughing at me” 

prevented them from participating more regularly. This finding was also confirmed when 

classroom interactions were observed. When the boys were asked to participate in activities 

that required them to present or speak in front of a group of their peers, they performed 

differently than when they presented for a teacher. During a focus group, four boys all 

agreed that they preferred to present skits in front of a teacher only. It is also interesting to 

note that we observed a couple of boys in the group who regularly corrected their peers’ 

sentence structure and grammar or who assisted their classmates with coming up with an 

answer to a question. It did not seem to affect the boy who was being supported in a 

negative way, as he repeated the correction and continued speaking. We noticed this on 

several occasions.  

One boy stated that, while he felt taking risks is important for learning anything, one 

shouldn’t take “too big of risks, [be]cause you could embarrass yourself.” We interpreted this 

to mean either making mistakes or seeming uncool in front of peers as one response to the 

question on a post-action survey “What would make you want to speak more French?” was 

“if it were cool.”  

Beyond the importance of social status, the boys also identified social distractions as a 

negative impact on their risk-taking and speaking in French. There were eight total 

responses (six in the pre-action and two in the post-action surveys) stating, “fooling around 
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and socializing,” “distractions,” or “boys calling out,” were factors in preventing 

participation for them. One boy informed us during an interview that his preferred activity 

during the project was working in small communication groups because “you’re not usually 

with your friends.” This suggested that interacting with their peers in English is a large part 

of their school experience and participating by speaking in French might be a lesser priority 

for them. 

This theme had us considering the ways in which we, as second-language teachers, might be 

able to foster a culture and community of learners who encourage one another to speak in 

French and treat each other with respect. Another possible cycle of action research would be 

to look at the strategies for second-language educators in order to dissuade negative 

comments or behaviours that prevent boys from risk-taking. 

Impact of Teacher. We discovered that the boys’ understanding of their teacher’s 

acknowledgement of participation was demonstrated primarily by a points system. In 

response to the question, “How does your teacher value participation?” thirteen boys in the 

pre-action survey and fifteen boys in the post-action survey said, “points on the website 

ClassDojo.” The points system was used whenever the teacher wanted to recognize a desired 

behaviour, including speaking in French, participating and taking risks. The teacher 

provided positive reinforcement for the desired behaviour by awarding a point to a student 

who demonstrated the above-mentioned behaviours. The acknowledgement of the student’s 

behaviour was made public amongst his peers as each point awarded was accompanied by a 

recognizable sound which they had become accustomed to hearing in class, and which they 

understood as a system of positive reinforcement. Relating back to our first theme, we 

believe that the points system was so successful because it tied in directly to how students 

were perceived by their peers. Boys of all abilities showed a willingness to participate and 

take risks when they knew they would be positively recognized publicly in front of their 

peers.  

 

In addition to the points system, students also understood teacher influence as a verbal 

recognition of a desired behaviour. As well, the students mentioned the importance of their 

report card grades which was directly related to teacher influence, as the teacher was 
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responsible for reporting on their student’s assessment of their learning. They also identified 

that the control of the teacher in choosing students to answer questions or to participate as 

having an influence on their risk-taking. Three boys stated on the post-action survey that 

“not getting chosen” was a reason for a lack of participation and five boys said that they 

would speak more French if “I was chosen more” because, as one boy described, “the people 

who know more get chosen more and get to speak more.” 

Finally, students mentioned that if others consistently spoke in French, including the teacher, 

they would be more willing to participate and take risks. To the prompt, “I would speak 

more French if …,” three boys responded with “everyone spoke more French.” There were 

eight responses in the pre-action survey and five in the post-action survey that mentioned 

“speak more French” as the response to “What could others do to make you want to speak 

more French?” 

Risk Taking Limitations. Based on student interviews and survey results, we discovered 

that boys chose not to take risks when they felt uncertain or lacked confidence in their ability. 

In the pre-project survey, four out of eighteen boys said that a “lack of vocabulary” or “not 

knowing the answer” prevented them from participating in class. In the post-project survey, 

three out of twenty responses also indicated the same challenge. In the student interviews, 

two boys said that if they didn’t know the correct vocabulary they would resort to speaking 

in English, rather than attempt to speak in French. Students also revealed that a factor in 

their unwillingness to participate included their inability to be certain of the “correct” 

answer. One boy stated, “if I think I’m going to get [the answer] wrong, I won’t participate.” 

We understand this as boys’ fear of failure interfering with their willingness to participate in 

class. During student interviews, the boys stated that when they knew they were being 

formally assessed, they were more likely to participate. Three boys also stated that they 

enjoyed the regular opportunity to self-reflect in a structured format. To the question “What 

activities did you enjoy during the project?” one boy responded, “I liked how we filled out 

the forms because they make me reflect on what I’m doing and what I need to do better.” 

Two other boys also had similar answers to this question. 

Class Routines. It was interesting to find that a large number of the group, eight responses 

in the pre-action survey and 14 in the post-action survey, replied that they spoke the most 
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French in class during the beginning routines of the date and weather. This was confirmed 

during observations of various lessons. Every boy in the class raised his hand for a chance to 

say a description of the weather and there were many errors made in grammar or 

pronunciation without fear because they knew they would receive a point to reward their 

effort. This discovery had us questioning whether this was considered to be risk-taking or 

not, as it is a familiar activity with recycled vocabulary that all boys felt comfortable with. In 

a way, they did take risks to say an expression without regard for correctness. It also begs the 

question of, what would happen if there were many more of these regular routines built into 

lessons that used recycling of vocabulary or grammar structures in a non-threatening way to 

practice language use? In our experience, the boys consistently showed a willingness to 

participate when they were engaging in regular class routines. More specifically, these 

routines were communicative-based activities that the boys were familiar with due to their 

repetitive nature and their regularity in the class format. 

Conclusions 

The results of our research were very interesting for us as second-language educators. In our 

quest to discover how we might affect the risk-taking in boys in our classroom, in turn 

increasing their adaptability, we discovered that the role of the teacher is not as impactful as 

the role of their peers. We understand that in Grade 8, boys are in a developmental stage 

which includes a large social component. They greatly value social interactions and 

relationships with their teachers and their peers, with the most value placed on the latter of 

the two. We learned that regardless of the value the teachers put on participation, if the 

group as a whole does not value participation or see the connection to social status, then a 

willingness to take risks is devalued. The boys were beginning to develop self-awareness in 

their comparison with others and if they felt that speaking in French was not an action which 

would result in positive social feedback, they were less likely to participate in various oral 

communication activities in class. Specifically, when they were placed in front of a large 

group of their peers, such as in presenting a dialogue or skit, the boys were likely to notice 

the response of their peers and therefore behave in a way in which they believed would 

protect their image in the eyes of their peers. 
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We have been fortunate to have results from our research that went beyond our initial 

question, in order for us to grow further in our understanding of the boys’ behaviour in a 

second-language classroom and how best to meet their developmental needs in the interest 

of supporting their learning. We believe that if the environment is safe from judgment or 

criticism from peers, boys will be more likely to take risks to speak in their second language.  

In the future we will consider this information when we are making considerations for the 

environment and class culture we are building with our boys. We want to ensure that peers 

are kind and considerate to one another and we will establish expectations of respect and 

kindness by addressing any negative behaviours - such as boys laughing at one another or 

making negative comments when others are taking risks - as well as praising positive 

interactions and behaviours. 

We have also considered the ways in which we can further demonstrate how we value 

function over form by explicitly assessing their risk-taking and participation as a portion of 

their overall mark in the course. We saw that many of the boys assumed that only 

grammatically correct utterances and written responses were important, but we know that to 

encourage true communicative fluency, we must assess boys’ ability to use various strategies 

to communicate in any way possible. That is our ultimate goal, to give our students the skills 

required to communicate effectively in a second language. We know that these skills will 

help them adapt to various situations and contexts in the world outside of our school. There 

are many opportunities for them to use these transferable skills in other areas and we want 

them to recognize the value in this. Perhaps more conversations with the boys about the 

ways that learning a second language can be applied to their lives outside of school will help 

to further build our sense of community and a culture of risk-taking language learning. 

Reflection Statement 

Through our participation in this action research project, we have gained much insight that 

has informed our practice as educators. Most significantly, we have come to gain a greater 

understanding and appreciation of how the environment of our learners plays a crucial role 

in their learning, especially their willingness to take risks.  

Having completed the action research project in a partnership, we have discovered that there 

are definite positive aspects, as well as some challenges, to this arrangement. On the positive 
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side, we greatly enjoyed the opportunity to talk through the process with one another and 

help provide insight to each other’s learning. In addition, we were also able to share the 

responsibilities of the project, which allowed the process to feel less cumbersome while also 

teaching full-time. Some of the challenges that we experienced were establishing the same 

language or voice when writing the report and ensuring that our ideas were communicated 

with consistent articulation. 

When we initially started to learn about the action research process, we discovered how 

important it is not to lead our subjects towards a desired response. When we began to 

brainstorm our survey questions, we tried our best to keep this in mind. However, upon 

reflection, we realized that we did, in fact, ask a leading question, “Why do you think risk-

taking is important?” which therefore gave our students the believe that risk-taking is 

important, regardless of their own prior conviction. We could have changed our question to 

“Do you believe risk-taking is important? Why or why not?” which would have revealed 

more authentic results. We chose not to include the results of our leading question in our 

discussion of our results.  

 

Through participating in the action research process, we have gained a deeper appreciation 

and understanding of how we can create a positive classroom environment that will 

encourage boys to take risks. Never before have we truly provided the platform for students 

to inform our practice in such a meaningful way. This project has also been meaningful for 

us because we feel connected to a greater community of educators. We see the importance 

for educators to learn from one another and help each other provide greater opportunities 

for students and help inform the learning of future generations.  

Finally, we would like to thank a number of important individuals who have supported us 

through our action research. Firstly, this opportunity would not have been possible without 

the support of our institution, The Sterling Hall School, including our Principal, Rick 

Parsons, and our Director of Curriculum, Jennifer Colleran. In addition, we would like to 

thank Erica Sprules, a former IBSC action research participant, who helped guide and inform 

our process. Secondly, we would like to thank the IBSC action research team for their 

ongoing support and guidance, specifically Margot Long, the Research Program 
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Coordinator, and Trish Cislak, our Research Team Advisor. Finally, we would like to thank 

our action research team, the Chameleons, for their ongoing support and positivity 

throughout this process. 
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