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ABSTRACT

The study has three aims. One is 10 investigate teachers’ receptivity to the use of
Student Qutcome Statements in Western Australian,  government.  secondary
schools. The dependent vanable is receptivity towards the use of Swudem
Outcome Statements and is measured in four aspects: Overall Feelings, Attitudes.
Bchaviour Intentions and Behaviour. Two is to investigate the relationships
between receptivity, as the dependent vanable. and ten independent vanabies:
non-monetany cost benefits. alleviation of fears and concerns. significant other
support. feelings compared 10 the previous system. shared goals (shared teaching
goals and cohesiveness). collaboration (team teaching. involvement in decision-
making and teacher collaboration) and teacher leaming opportunities. Three is 10
investigate the relationships between receptivity and the independent variables. in
the context of the situation vanables related 1o the school, department and teacher.
The situation variables are: school size. school location. socio-economic status.
department size. departrnent 1vpe. teacher status. teacher expenence. sex. age. use
of Student Quicome Statements and purpose to which Studem Ouicome

Statements are pul.

The study will add to knowledge in three ways. First. it will 1est a model of major
educational change at the beginning of the implementation stage. in a centralised
educational system. The model is based on existing rescarch and combines
variables from various studies including some from Western Australia and some
from overseas. Second. it will provide new data on teacher receptivity 1o a major
change in Western Australia: the use of Student Quicome Statements. Third. the
study will provide advice 10 educational decision-makers and administrators on

how best to implement system-level changes in a centralised education system.

The empirical data for the study were collected using a teacher questionnaire
including existing and newly developed scales.  There were 126 valid
questionnaires retrned to the researcher from 30 different sentor high schools



across Western Australia. An analysis of the scales measuring cach vanable was
undertaken using a Rasch measurement model. For cach variable, the difficulties of
the valid items were calibrated on the same interval level scale as the variable
measurcs.  While acceptable scales were developed and used. they could all be

improved and should be further developed for any future rescarch.

A preliminany qualitative analysis of the dala was undertaken to investigaic
teacher receptivity to the use of Student Oucome Statements. Zero-order
Pearson Produci-Moment comelations were calculated between the dependent
variables and the group one independent variables. between the dependent
variables and the group two independent variables and the two groups of
independent vanables. and between the dependent variables and the situation

variables and were investigated using multiple regression analysis.

The preliminary result indicated that 91% of teachers supported the use of
Swdent Ouicome Staiements. The most significani reasons for using Student
Ouicome Statements were for the purpose of monitonng student achievement
{96%). planning teaching and leamning programmes (9i1%) and collecting student

assessment information (84%).

The group one independent variables non-monetary cost benefits. significant other
support and feelings compared to the previous system had moderate to strong
positive correlations with the dependent variables (Overall Feelings. Attitudes.
Behaviour Intentions and Behaviour). The group two independent variables
involvement in decision-making and collaboration had a moderate positive
relationship with Behaviour and 1eam teaching had a small negative relationship
with Behaviour. Teacher leaming opportunities had a small positive relationship
with Overall Feeling, Attitudes and Behaviour Intentions. Involvement in
decision-making and collaboration had a small positive relationship with Behaviour
Intentions. Cohesiveness had a small positive relationship with Atiudes and
team teaching had a small negative relationship with Attitudes. Involvement in



decision-making had a small positive relationship with Overall Feelings. There

was no relationship between the dependent variables and the situation variables.

All the group one and group two independent variables together explained 59% of
the variance in Overall Feclings, 48% of the vaniance in Attitudes, 50% of the
variance in Behaviour Intentions and 40% of the vanance in Behaviour. The
situation variables did not account for any significant variance in the dependent

variables.
The implication of these results for the theory of system-wide educational change

in a centralised system such as Westem Australia and for education administrators

are discussed.

iv
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CHAPTER 1
INTRODUCTION

Background

Developments of the National Statements and Profifes

Lokan (1997) details the history of the development of a national curriculum for
school education in Australia. Over a period of some 30 years, a national
curriculum for schools was promoted and a number of national curriculum projects
were initiated where materials were developed to support states and territories 1o
adopt this approach. The take-up by states and territories was varied and the
approach did not have much impact across the nation until the 1980s. Lokan
(1997, p.3) states that “a paradigm shift from focusing on individual students as
learners to an economics-driven concern with achieving pre-specified outcomes
occurred in the early 1980s. The view was that outcomes should be specified so
that performance could be measured. The pendulum swung back to support from
the general public for greater curriculum control and greater accountability for

education”.

In 1988 the Commonwealth, states and territories agreed to work on national
collaborative curriculum projects, a direction which was strongly advocated by
Dawkins, the Federal Education Minister. “For the next five years. until mid
1993, there followed an extraordinary amount of collaborative work to reach
agreed positions on what constituted the essential ‘leaming areas™ for schools
(eight were agreed on: The Arts, English, Health & Physical Education. Languages
other than English, Mathematics, Science, Studies of Society and Environment.
Technology); on producing agreed ‘statements’ of the content to be covered at
various stages; and on specifying ‘profiles’ of outcomes against which to assess

achievement at vartous levels” ( Lokan, 1997, p.4 ).

By mid 1993, the statements and profiles were completed in draft form ready for

endorsement by the Australian Education Council. However, at a meeting in Perth
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on 2 July 1993 the federd and state smisiees of education referred them back to
the states and territonies. “Thus the vision of a national cumculum for Austraban
schools was officially terminated. in one afternoon. in i decision that  was
unexpected in most quarters”™ (Lokan, 1997, p.6). :ach state and terrtory decided
on an individual course of action with varied timelines.  In Western Australia, a
decision was made 1o develop Student Outcome Statements, based on the Nutivnal

Statements and Profiles (Lokan, 1997).

History of Student hicome Statements in Western Australia

The future of the National Statements and Profiles in Western Australia was
strongly influenced by the policy direction. which was launched afier the release
by the Education Depariment of a document called Benter Schools in Western
Australia in 1987. Randall (1997) traces the progress of this development in the
following decade. The policies and guidelines produced during this period focused
on the devolution process and how schools might best be empowered and
supported to manage at the local level. During the debate it became apparent that
~a shift from external judgements by system superintendents about the quality of
school and student performance 1o internal judgements by the school raised
questions about the basis for making judgements, [t was agreed that some kind of
framework, specifying expected or desired student outcomes. was necessary”™
(Randall, 1997, p.196). A decision was 1aken by the Education Department in
1990 to develop eight sets of student oulcomcs that would be mandated by the
system and delivered at the school level (Randall. 1997). These student outcomes
would apply to the compulsory years of schooling in Western Australian.

government schools.

In the next few years, this commitment was reinforced by the completion of a set
of policies and guidelines, on school planning, decision-making. financial
management and accountability. The Education Department of Western Australia
produced four cntical documents: School Development Planning (1989). School
Decision Making (1990), School Financial Planning and Management (1991) and
School Accountability (1991). In 1997, the Education Department of Western
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Australia released, in draft form for consultation, its Curricutum Policy. which had
three components: Curricrdum Provision, Stdent Assessment and Reporting o
Parents (1997). These policies were to confirm the philosophical approach begun
with the development of the School Development Planning (1989) documem and
linked the Studenmt Outcome Swatements with the implementation  of  the
Curricidum Framework released by the Curriculum Council of Wesiern Australia

in 1998.

As stated in Lokan (1997, p.196). i1 was due 10 the success of two Western
Australian projects. First Steps and Monitoring Standuards in Education. that work
commenced in English and Mathematics and built on the progress already made in
those projects. (First Steps is a comprehensive literacy and leaming program for
primary students and Monitoring Standards in FEducation is a standards
monitoring program which assesses student performance across the system.) At
the same time, links were made at a national level in Mathemaltics and draft
documents of the English and Mathematics Student Qutcome Statements were
made available to all government schools in 1992, The Education Department of
Western Australia’s Student Outcome Statements Working Edition (1994, p.2)
describes the national linking process. “In a spirit of co-operation the Ministers
for Education across Australia agreed to jointly develop leaming area profiles in
eight cumiculum areas. The Education Department of Western Australia
determined that it would contribute to the development of the Leaming Area
Profiles as an efficient method of providing student outcome statements for use in
Western Australia. The product of the coliaborative work by the Australian
States and Territories culminated in a set of materials being presented to the
Australian Education Council in July 1993. At this meeting, it was agreed that the
materials should be returned to the States and Territories for review and for

decisions about how they were to be used.”

In Western Australia, extensive consultation took place across the sectors, which
focused on reviewing the matenials, making recommendations for modification and

providing advice to the Minister of Education. As a result, Working Edition
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(1994) documents were developed which incorporated recommended changes and
were used during the subsequent trial in cighty-cight schools during 1994 and
1995.

Trialing the Student Outcome Statements

The objective of the trial was 1o ensure that teachers und schools were afforded the
opportunity to provide feedbuck so thut the documents could be refined and
adapted 10 the needs of students in Western Australia. A two year trial of the
Students Outcome Statements: Working Edition 1994 was the culmination of both
State and national efforts to develop a standards framework that would improve
student leaming and the accountability of teachers and schools™ ([ducation
Department. 1996, p.1). The trial process involved “work with eighty-eight
schools representing all learning areas. all phases of schooling and all types of
schools across a wide range of geographical locations”™ (Education Department,

1996, p.53).

The Curriculum Council of Western Australia

The Curricutum Council of Western Australia is a cross-sectorial body and
statutory curriculum authority responsible for accreditation and curriculum
development. [t has developed a Curriculum Framework which sets out the
major outcomes and the key content and skills to be learned in the eight leamning
areas in each phase of schooling. All children in Western Australia will be required
to work within the Cwrriculum Framework. This includes the government,
independent and catholic sectors and home schoolers.  The Curriculum
Framework consists of an overarching curriculum statement and eight learmning area
statements, It defines the curriculum, sets out the major outcomes and outlines

key content and skills to be developed during each phase of schooling.

Student QGutcome Statements

“Student Outcome Statements describe in progressive order most of the outcomes
students are expected to achieve in each of the leaming areas throughout the
compulsory years of schooling. Wherever possible the outcomes are sequenced to

take account of the developmental stages of learning. The Student Outcome
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Statements reflect the knowledge. understandings, processes and skills, which are
constdered 10 be essential for all students.  There are cight broad arcas of leaming:
The Ans, Engiish, Health and Phystcal Education, Languages other than English.
Mathematics. Science. Society and  Environment, Technology and Emerprise”™
(Education Department. 1996, p.2). The Westerm Australiun Student Quicome
Statemients evolved from the work by the States and Territorics on the National

Statements and Profiles, which was completed in June 1993,

The Student Outcome Statements are closcly linked with the Curriculum
Framework and the processes established ensured that both sets of documents
were developed simultancously. The Edecation Departiment of Western Australia
has designed the Student Outcome Swatements as its main strategy for the
implementation of the Currictlum Framework. They are intended to be a highly
supportive tool for teachers 10 use to monitor student leaming and to plan for
improvement. Using this knowledge about their students’ leaming. teachers are
able to plan their teaching at the fevel appropriate to each student’s development.
All schools are expected to direct their educational programs to assist students to

achieve the learning outcomes as they progress through school.

In 1998, all government schools established plans for the implementation of the
Curriculum Framework and the [Education Department’s OQOuicomes and
Standards Framework. The Ouicomes and Standards Framework consists of the
Student Outcome Statements for the compulsory years of schooling (K-10) and
the standards which will be established by the year 2004 using the Student
Outcome Statements. The Student Outcome Statements will be used in
government schools as an accountability tool and as a means of improvement. The
focus will be on teaching and learning, monitoring and assessment, reporting to
parents, curriculum development and implementation and school development

planning and accountability.

The Curriculum Framework and its leaming area statements have now been

accepted across the sectors as the definition of the curriculum. The trial and the
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work of the Curriculum Council's consullative groups demonstrated that while the
Student Qutcome Statements are very good as a monitoring ok, they do not
define the curriculum to the satisfaction of cither schools or the community. The
solution is for the Curriculum Framework to set out the content, skills and
processes for cach learning arca with the Student Qutcome Statements sequencing
the conceptual development behind the content.  Within the parameters of the
Curriculum Framework, schools will have the flexibility to select what and how

they teach in order for students to achieve the outcomes.

Schools are responsible for the implementation of the Curriculum Framework and
the Quicome and Standards Framework within the context of agreed policies and
guidelines and with the appropriate support. The Education Department's
Curriculum, Assessment and Reporting: Policy and Guidelines (1998, p.3)
mandates that “all government schools develop and implement learning programs
that focus on each student achieving the outcomes that are consistent with the
Curriculum Framework and the Qutcomes and Standards Framework™. Each
school is expected to design an implementation pathway which takes into
consideration its needs and experience. The timeline for implementation is five

years, beginning in 1999.

The researcher has intimate knowledge of education in Western Australia that is
drawn from extensive experience in schools and in senior positions in the

Education Department since 1970.

Aims of the Study

The siudy has three aims in line with the model, which is outlined in Chapter
three. One is to investigate teachers’ receptivity to the use of Student Quicome
Statements in Western Australian, government, secondary schools. Receptivity is
defined in four aspects, Overall Feelings, Attitudes, Behaviour Intentions and
Behaviour. Two is to investigate the relationships between receptivity (as the
dependent vanable) and ten independent variables: non-monetary cost benefits,

alleviation of fears and concerns, significant other support, feelings compared to
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the previeus system. shared goals (shared teaching goals and  cobesiveness).
collaboration  (tecam  teaching,  involvement  in decision-misking  and  teacher
collaboration) and teicher leaming opportunities.  Three 15 o mvestigate the
relationships between receptivity and the independemt variables in the context of

the sttuation vartables refated to the school, departmern and teacher.

Summary of Model of Major Educational Change

The study investigates the relationships between teacher receptivity and teachers’
beliefs about change and teachers™ work orgenisations. Tcachers™ beliefs about
change include such variables as personal non-monetary cost benefits. the
alleviation of fears and concerns. perceived significant other support and
perceptions of the new svstem compared to the previous system. These variables
have been found to be related to teacher receptivity to major change in previous
studies of the Western Australian education system. when other changes were
implemented (Waugh & Godfrey. 1995, 1993 and Waugh & Punch. 1987. 1985).
Teachers’ work organisations include “the particular way teachers work together
as a community” (Fullan & Hargreaves, 1991, p.15) and incorporate such aspects
as the extent to which teachers share common goals. and help one another
(Rosenhoitz, 1991). This study identifiecs a number of variables from
Rosenholiz’s (1991} work which were ound in those good schools known as
“high consensus schoois” and which were evident in their shared goals. beliefs and
values binding them “to pursue the same vision™ which was manifested by teacher
collaboration. Rosenholtz (1991, p.1) conducted an in-depth study of elementary
schools as a workplace and describes teachers’ work organisations as “the meaning
that the organization has for those who work within it”. Her study demonstrated

“how good schools can be at their best, and how bad they can be at their worst™.

Planned educational changes, when successful, have a life cycle that can be divided
into three stages, initiation, implementation and routinization (Waugh & Godfrey.
1995, 1993, Waugh & Punch, 1987, 1985). “Initiation refers to the processes and
planning which lead up to and include the decision to proceed with the change...

Implementation refers to the first use of the change on a system-wide basis in the
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classroom... and routinization relers to whether the change becomes an ongomg
part of the system™ (Waugh & Godfrey. 1993, p.39). The present study is about
teachers” responses to the implementation of Student Quicome Statements at the
time when the system. laving completed a two year trial period in selected
schools (1994-1993). has decided to adopt the approach in all schools in the near
future. The present study incorporates the beginning of the implementation stage
and is about teachers™ responses to the reform and their relationships with their
work organisations. Those schools and teachers who have decided to use Student
Qutcome Statements arc doing so in a voluntary capacity. as mandated

implementation is being phased in over five years commencing in 1999

The model that prevides the theoretical framework for this study has been
developed by combining and utilising varizbles from recent research on change
(Waugh & Godfrey, 1995, 1993: Fullan & Hargreaves 1991; Hargreaves, Davis,
Fullan, Wignall. Stager & Macmillan. 1991; Rosenholtz, 1991; McLaughlin
1990,1987; Waugh & Punch, 1987, 1985). The dependent variable is receptivity
towards the use of Student Outcome Statements and is measured in four aspects:
Overall Feelings, Attitudes, Behaviour Intentions and Behaviour (Ajzen. 1989).
The independent variables are non-monetary cost benefits, alleviation of fears and
concerns, significant other support, feelings compared to the previous system,
shared goals (shared teaching goals and cohesiveness), collaboration (team teaching,
involvement in decision-making and teacher collaboration) and teacher learning
opportunities. The situation variables are: school size, school location, socio-
economic status, department size, department type, teacher status, teacher
experience, sex, age, use of Student Outcome Statements and purpose to which
Student Outcome Statements are put. The model indicates that there are moderate

relationships between the dependent variable and the independent variabies.

Significance
The study will add to knowledge in three ways. First, it will test an improved
model of change at the beginning of the implementation stage. The model is based

on existing research and combines variables from various studies (see Figure 3.1,
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Chapter 3). including studies of major educational change in Western Austratia and
overseas (mainly USA and Canada). The maodel draws on research maodels. which
have employed buth gualitative and quantitative methods. The model o be tested
improves on previous models and is intended to improve our understanding of

teacher receptivity to major educational change in a centralised educational system.

Second. it will provide new data on teacher receptivity to Student Outcome
Statements. a system-level change being implemented in Western Australian,
government schools. The implementation of Student Outcome Statements was
voluntary during the period of data collection for the present study and highlights
teacher receptivity during this phase leading into the mandatory implementation of
Student OQutcome Statements. No other system-level data have been collected in

secondary schools during this period.

Third, the study will provide advice to educational decision-makers and
administrators on how better to implement system-level changes in a centralised
education system. The issues of change management during this period of
implementation of Student Outcome Statements are critical to their success.
Consequently, these data will provide administrators with in-depth knowledge of
teachers’ attitudes and receptivity to this specific change to help them administer
the change better. The model employed by the Education Department for the
implementation of Student Qutcomes Statements is one of shared leadership.
where the Principals, together with their Administrative Teams lead the change

and empower teachers to commit to the change.

The data from the present study will provide a good data base and a rich source of
knowledge about work organisations in secondary schools in Western Australia
and it will identify characteristics which may be associated with teachers
receptivity to change. The implications of this research could be significant for
administrators and educators, as they may be able to use the database to develop
and refine processes for managing the implementation of educational changes,

generally.
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Limitations of the Study

This study has been constrained by the fact that there have been relatively few
teachers willing to begin implementing Student Quicome Statements i secondary
schools. There has been some confusion over the vears as (o the status of the
Student Qutecome Statements and whether the Education Department of Western
Australia would n fact endorse them. The two-yvear trial itself only involved 25
senior high schools and within these secondary schools few teachers participated.
although there is no documentation from which information can be obtained on the
precise number of teachers who participated in the formal trial.  The study has
been further complicated by the changing timelines. The formal implementation
period for the whole system for the Cwrriculum Framework and the Quicomes
and Standards Framework has now been established and schools will
progressively implement the changes over a five vear peried from 1999 - 2003.
However, 126 valid questionnaires were completed and returned. The focus of
this study continues to be the Student Outcome Statements, which were trialed in
1994 and 1995 and began to be implemented in some schools over that period and
continue to be implemented. For the purpose of this study, the implementation
period is taken as the period since the trial, until the collection of the data for this
study in 1997. There is now a great deal of publicity and emphasis given to the
implementation of the Curriculum Framework. both by the Curriculum Council
and the Education Department of Western Australia. This was not the case in

1997 when these data were collected.

Further constraints to this study lie in the research model itself. Major educational
change in a centralised education system like that in Western Australia is likely to be
complicated. It would be extremely difficult, and it may be impossible. to fully
understand the relationships between all the relevant variables. There are many
complex variables affecting teacher attitudes towards change and it is not the
intention to detail all these variables. However, the model attempts to isolate a
number of the most important variables that will simplify the study and provide

some guidance and general understandings.
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The variables. o, are simplified and aspects isolated 1o make understanding casier.
The dependent  variable (receptivity  towards the use o Student  Outcome
Statements) is measured in four aspects: Overall Feelings, Attitudes, Behaviour
Intentions and Behaviour, in line with the simplificd model presented by Ajzen

(1989).

The tndependent variables are non-monetary cost benefits, alleviation of fears and
concemns. significant other support. feelings compared to the previous system.
shared goals (shared teaching goals and cohesiveness). collaboration (team teaching,
decision-making and teacher collaboration) and teacher leamning opportunities.
These. too, are measured separately in this study in order to simplify and
understand their relationships with receptivity. The situation variables are: school
location, socio-economic status. department size. depariment type, teacher status.
teacher experience, sex, age, use of Student Qutcome Statements and purpose to
which Student Outcome Statements are put. These are like indicator variables
because they are related to the independent variables and thus affect receptivity
through their indirect relationships. This, too, simplifies the complex situations in

order to make it easier to study.

The study is not a description of teacher attitudes in a qualitative sense, but an
attempt to measure important variables in order to see the relationships between
them. The study only applies to some teachers in government secondary schools
in Western Australia and no attempt is made o generalise the results to all

teachers. The study did not involve non- government schools.

Structure of the Thesis

There are eight chapters in this thesis. Chapter one describes the background and
issues related to the implementation of Student Qutcome Statements in Western
Australian government secondary schools. The aims of the research, the
significance and Iimitations of the study are presented and finally, a brief summary

of the structure of the project is given.
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Chapter two provides a review of the significant literature related 10 the
implementation of change and teacher receptivity 1o system-wide change. A
review is undertaken of major works thiat have. as their focus, school work
organisations and their tmpact on how system-wide change has been implemented.
An outline is also provided of major variables affecting teachers™ receptivity to

changes.

Chapter three describes a conceptual framework in the form of a model to assist in
identifving the most relevant variables. which influence teachers’ receptivity to the
implementation of Student Qutcome Statements. Predicted refationships between

the independent variables. situation variables and teacher receptivity are discussed.

Chapter four gives an introduction to measurement {validity. reliability. creating a
scale). The variables and instruments to be used in this study are presented. The
trialing of the instrument, a teacher questionnaire. is discussed and the processes
for developing a valid and reliable instrument are outlined. The dependent and
independent variables are defined and the measurement of the variables is

described.

Chapter five describes the procedure for the selection of the sample of teachers
surveyed and discusses how the data were collected. Preliminary data analysis of
the raw data in regard to receptivity to change is presented. This chapter is
essentially qualitative and summarises the responses of the 126 teachers included
in the analysis. It also includes cross-tabulations between the dependent variables
and the school variables, between the dependent variables and the department
variables and between the dependent variables and the tcacher variables. A
summary analysis is also presented of the open-ended comments, which some

teachers included in their questionnaires.

Chapter six continues the analysis of the data and looks at zero-order correlations

between the dependent variables and the group one independent variables.
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between the dependent variables and the group two independent variables and

between the dependent vinables and the situation vanahles.

In Chapter seven. a muluple regression analysis is undertaken between the
dependent variables amd the group one independent variables. between the
dependent variables and the group two independent variables and between the

dependent variables and the situation vanables.

Chapter eight contains the suminany. conclusions and implications of the thesis.
Implications for both practice and theory are explored. There is a discussion on
how the change should be implemented. modified and improved. implications for

turther research are presented.



Chapter 2 Literalure Review 14

CHAPTER 2
LITERATURE REVIEW

Introduction

An overview is presented firstly of major changes in the Education Department of
Western Australia over the past decade in order to place the current change,
reported in this study. in context. This context leads to the view that Student
Outcome Statements are a system-wide, planned, educational change which is part
of a wider agenda. initiated with the release in 1987, of Bewter Schools: A
programme for improvement. by the Education Department of Western Australia.
Hence. and secondly. a literature review relating to system-wide planned
educational change and major variables affecting receptivity to change are
presented. It has not been possible to include the entire relevant journal and other
literature, as it is extensive. Consequently, there is a reliance on review and
summary literature. Thirdly, a brief review is also provided of the literature

relating to beliefs, attitude and behaviour intentions.

Historical Context in Western Australia

In 1987, the Education Department of Western Australia released a document
called Better Schools in Western Australia: A programme for improvement, It was
to be the beginning of a partial process of devolution, a shift from a centralised to a
local decision-making model for a limited number of school aspects such as
financial management, utilities management and teacher performance. During this
period, schools were given greater responsibility for significant educational and
financial decisions and were compelled to involve the community through the
establishment of School Decision-making Groups. The era was characterised by a
sense of excitement and liberation for some, yet others could not move beyond the
frustration and confusion that such changes often bring. What became clear at the
outset was that there was a lack of system-level frameworks and policies that
could guide schools through this historic change. The system embarked on the

development of frameworks, policies and guidelines which focused on maximising
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flexibility at the local level, providing accountability at both the local and system

level and generating confidence in the government school system.

The principles, which guided the development of these frameworks, were based on
ensuring that the locus of control rested with the school. At the same time, the
objective was to guarantee that schools remamed part of a govermment school
system and that they did not scatter as individual independent schools. Central to
this process was the curriculum debate: curriculum delivery was to be delermined
at the school level, but the outcomes - the essential elements of the curriculum -
which students were to achieve, were to rest with the centre, the Education
Department. “As a consequence, the Education Department of Western Australia
decided in 1990 to develop eight sets of student outcomes. The State School
Teachers’ Union of Western Australia endorsed the decision through the
memorandum of agreement established in 1990” (Randall, 1997. p.196). Thus
began the historic process of a productive, collaborative era which was to link with
the national curriculum reform agenda initiated by the Federal Education Minizter.
John Dawkins, who highlighted the importance of the reform by stating that “our
education and training systems should play an active role in responding to the

major economic challenges now facing Australia™ (Lokan. 1997, p.4).

The motivation for the curriculum reform in Western Australia came from a
commitment by the senior executives of the Education Depdrtment to continue to
further the devolution process.  Whilst Western Australia participated
enthusiastically in the development of the National Statements and Profiles in the
1990s, the prime objective was centred on developing the best possible outcomes.
known locally as Student Outcome Statements. The program for the improvement
of government schools initiated in 1987 depended on empowering the teachers in
the classroom to make decisions which best suited their children in the context of a
strong accountability framework. Whilst a solid and well-accepted accountability
process had been established, it was weakened by the fact that the student

outcomes for which teachers were accountable had not been defined.
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One of the difficultics was that the timeline for the delivery of the Student
Outcome Statements had  become  protracted and  there was  considerable
uncertainty regarding their status. particularly in the political arena. The
announcement by the government at the end of 1993 that a statutory curriculum
body would be formed signalled a shift in culture for the Education Department of
Western Australia. It would no longer control the development of curricuium in
the state. but would work in partnership with all other stakeholders. In May
1996 the Minister for Education in Western Australia, Colin Bamett stated “The
establishment of the Curriculum Council is one of the major educational decistons
made by this Govermnment. The Council offers the opportunity for partnerships
between government and non-government school svstems. schools and community
groups. and primary. secondary and tertiary educators involved in Kindergarten 1o

Year 12 curriculum developments™ (Interim Curriculum Council. May, 1996, p.1).

Throughout 1996 and until the formation of the Curnculum Council in the latter
part of 1997. the Interim Curriculum Council worked in partnership with all
stakeholders to provide advice on the creation of the new authority. to provide
direction for the future and commence cumiculum development. During this
sensitive and delicate process. the fate of the Student Qutcomes Statements and
their place within the new world was of critical importance to the progression of
the Education Depariment’s devolution agenda. From the outset, the Council
made a commitment to the development of a framework. which would be
outcomes oriented, and which then affirmed the approach taken by the Education
Department. The intellectual investment made by the Education Department to
the development of the Student Outcome Statements was recognised and that
expertisc was then shared with the other sectors in the development of the

framework.

A decision was made by the Education Department to delay the release of the
Student Outcome Statements until the release of the Curriculum Framework and a
period of intense activity commenced in the Curriculum Directorate of the

Education Department to refine the Student Outcome Statements so that they
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would become the ool which government schools would use (o implement the
Curriculum Framework. The system’s commitment was reinforced publicly in the
Plan for Government School Education 1998-2000 (1997). The first objective in
the Plan states the intention to establish an outcomes approach to curriculum with
clearly defined standards and the major strategy was the development of the
Curriculum Improvement Program.  The Program provides a comprehensive
approach to implementing a system-wide educational change within a devolved
svstem which articulates clearly defined parameters. This change management
approach is described by Wildy (1997, p.2). “The most productive relationship
between the school and the centre is one of pressure. support and continuous
negotiation™. In this case. the pressure from the Education Department was that
the outcomes would be mandated and its support came in the form of provision of
policies, guidelines, professional development and standards. Continuous
negotiation manifested itself through the district offices where schools negotiated

on how and at what rate they would impiement the Student Outcome Statements.

The mechanism that supports this approach was further enhanced through the
restructure in January 1998 of the Education Department of Western Australia.
Central Office was only to be responsible for policies, guidelines, standards and
major resources, whilst the schools, supported by the newly created District
Offices, would be responsible for delivery, implementation and co-ordination.
Schools would no longer seek assistance and support from Central Office, but
from the District Offices, which for curriculum has proven to be a process that
appears to be well accepted by schools. The final publication of the Student
Outcome Statements and the Curriculum Policy on provision. assessment and
reporting by the Education Department and the Curriculum Framework by the
Curriculum Council in 1998 sets the scene for the formal implementation period

for the next five years (1999-2003).

There is little doubt that the paradigm shift from an objectives driven approach to
an outcomes based approach is the most significant change to take place in

secondary schools since the introduction of the Unit Curriculum in 1988. The
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implementation of the Unit Curriculum was inextricably linked with  the
implementation of the Better Schools (1987) document and confused both agendas
in secondary schools. The change management process for the introduction of the
Unit Curriculum was one of a top down approach where schools were expected to
implement the initiative with little support from the system. Cenfusion,
resistance and a sense of betrayal of teachers by the Education Department
characterised this era and marred the potential for the introduction of an outcomes
oriented approach. Schools struggled to come to terms with a devolution agenda
which had not defined its parameters and attention was focused on developing
immediate solutions to immediate problems, rather than focusing on long term
solutions such as the development of the essential elements of the curriculum - the
Student Qutcome Statements. It has taken over ten years for the Education
Department of Western Australia to fully commit to this new mode of curriculum
delivery and this commitment is now enshrined in legislation for all sectors
through the Curriculum Framework and the mandates of the Curriculum Council of

Western Australia.

Wildy (1997, p.1), in a paper commissioned by the Curriculum Directorate of the
Education Department of Western Australia, drew on the work of Berman and
McLaughlin (1978) and stated “The adoption of the Curriculum Framework
together with the Outcomes and Standards Framework is a system-wide
curriculum initiate. Like any change process, it can be viewed as three overlapping
phases: initiation, implementation and institutionalisation. = A model of
implementation consistent with a developing education system is one that places
as much power and ownership as possible in the hands of those who carry out the
change.” In her discussion about the implementation of change within a devolved
system, she focuses on the establishment of clear parameters by the centre, in this
case the Central Office of the Education Department, and quotes Fullan (1993)
who states “The answer lies in a blend of central policy setting and school-based
control of implementation” (Wildy, 1997, p.2). She highlights also that
partnerships make a difference and again quotes Fullan (1991). « Collaboration and
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close interaction amony people involved in the change are charucteristics of all

successful change processes™ (Wildy, 1997, p.3).

Wildy (1997) talks about the need o develop a (lexible approuach to cater for the
needs of individuals and different groups because Western Australian government
schools are being asked to implement changes that will make a fundamentai
difference to the improvement ol student learning outcomes. The [ducation
Department’s implementation strategy that is planned over a five-year period is

based on sound principles of effective change management.

In a recent paper. Horan (1997 p.1)} comments on teachers’ attitudes to Student
Outcome Statements and feels that “the concept of Outcome-Based Education
(OBE) has been hovering like a spectre on the periphery of the Western Australian
Education scene since 1989. Those directly invoilved in education including
teachers, administrators, central office staff and district office personnel, exhibit
the entire spectrum of attitudes towards and perceptions about Qutcome-Based
Education”. Some teachers have manifested their commitment by involving
themselves in action research and using the draft Student Outcome Statements in
their programs and assessment. Others have hardly engaged with the Student
Outcome Statements and fall into a group of teachers who would never embrace
such change unless it was mandated. Some teachers felt that the change would

never happen at all.

System-wide Planned Educational Change

Waugh and Punch (1985) found that their review of contemporary literature on
planned educational change “showed a shift in research emphasis from the
adoption stage to the implementation stage (Berman & McLaughlin, 1978; Fullan
& Pomfret, 1977; Gaynor & Du Vall, 1977, Paul 1977, Zaltman, Florio & Siorski
1977; Bennis, Benne, Chin & Corey, 1976; Baldridge & Deal, 1975). This is
because it has become necessary to understand why seme change efforts fail and
others are successful” (Waugh & Punch, 1985, p.114). They further added, “the

journal literature suggests that changes be studied and maniged in three distinet
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stages. These are the initial or adoption stage, the implementation stage and the

routinisation or incorporation as a permanent feature of the system stage™.

Waugh and Godfrey (1995) examined major reviews of the change literature. A
strong reliance was placed on reviews by Conley (1991), Fullan (1991) and Waugh
and Punch (1987)" (Waugh and Godfrey, 1995, p.41). They incorporated or
moditied, as appropriate, the variables related to receptivity to change from these
studies into their model. In order to strengthen the framework of the model, they
also incorporated the ideas of James (1991) and Sarason (1990) who reported
many change studies and their own experiences of change with teachers over many
years. These major reviews focused on different aspects of change, including
teacher participation in decisions affecting the change process; state level policy
initiatives; and state funding to provide reforms in education. Waugh and Godfrey
(1995) also drew on the early work of McAtee and Punch (1979). They studied
the relationships between teachers’ attitudes towards a major planned
organisational change, the Achievement Cenificate in Western Australian
secondary schools (as the dependent variable) and, their knowledge of the change,
participation in the change and their general attitudes towards education (as the
independent variables). It was concluded that the key factors that influence
teachers’ receptivity to change were general attitudes to education, knowledge
about the change and the extent to which teachers participated in the change.
These factors accounted for about 27 percent of the variance in attitudes to change

(McAtee & Punch, 1979).

Waugh (1994) signalled that one of the limitations of his study was that, although
he had incorporated many areas which affected teacher receptivity to change, he
did not know whether all the main areas had been included. He states that “it is
probable that new areas relating to school culture and mutual adaptation will have
to be researched for inclusion” (Waugh, 1994, p.82). In order to add to the present
study, in the context of Waugh’s (1994) comments, the works of Horan {(1997):
Wildy (1997); Wallace and Wildy (1995); Fullan & Hargreaves (1991); Hargreaves,
Davis, Fullan, Wignall, Stager & Macmillan (1991), Rosenholtz (1991), Little
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(1990, 1982), Mclaughlin (1990, 1987), McLaughlin, Talbert & Bascia (1990),
Fullan (1989); Nias, Southworth & Yeomans (198%9) were reviewed and the model
adapted to incorporate the significant variables found in their studies, which affect
change implementation for teachers. These studics highlighted the critical role
work organisations and work cultures play in cnabling teachers (o implement
change. These studics found that in schools where collaborative cultures of trust
and support existed, where there was openness and a willingness to encourage risk
taking, where teachers had shared opportunities to leam, where mutual and
professional support existed, change was more likely to occur and be embedded in
daily practice. Fullan and Hargreaves (1991, p.13) declare that “however noble,
sophisticated or enlightened proposals for change and improvement might be, they
come to nothing if teachers don’t adopt them in their own classrooms and if they
don’t translate them into effective classroom practice...the heavy burden of
responsibility for change and improvement in schools ultimately rests on the

shoulders of the teachers™.

Variables Affecting Teacher Receptivity to Planned Change

The present study aims to investigate teachers’ receptivity to the use of Student
Outcome Statements in Western Australian government secondary schools and to
investigate the relationships between receptivity, as the dependent variable, and a
number of independent variables and situation variables in line with the model
outlined in Chapter three. Receptivity is defined in four aspects, Overall Feelings,
Attitudes, Behaviour Intentions and Behaviour in line with the model. The first
group of independent variables are a selection taken from the studies done by
Waugh and Godfrey (1995, 1993); and Waugh and Punch (1987,1985): non-
monetary cost benefits, alleviation of fears and concerns, significant other support
and feelings compared to the previous system. It was suggested by Waugh and
Punch (1985, p.120) that “since only about one-third of the variance in OQverall
Feelings can be accounted for by the independent variables used, future research
should aim to identify additional independent variables important in influencing
this aspect of teacher receptivity”. The inclusion of this second group of

independent variables is an attempt to build on their recommendation and this
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group is a sclection taken from the wuork of Rosenholtz (1991) and Hargreaves,
Davis, Fullan, Wignall, Stager and Macmillan (1991): shared goals (shared teaching
goals and cohesiveness), collaboration (1cam teaching, involvement in decision-
making and teacher collaboration) and teacher learning opportunitics. The situation
variables are school size, school location, suciv-cconomic status, department size,
department type. teacher status, teacher cxperience, sex, age, use of Student
Outcome Statements and purposes to which Student Outcome Statements are put.
Although the inclusion of situation variables in the Waugh and Punch (1985) study
demonstrated that they were not important systematic influences on teacher
receptivity. they were used in the Rosenholtz (1991} study and the Hargreaves,
Davis, Fullan, Wignall. Stager and Macmillan (1991) study. In Western Australia,
McAtee and Punch (1979) found that the sitvation variables accounted for about
10 percent of the variance in teachers’ attitudes towards the Achievement

Certificate system.

Studies by Waugh and Godfirey (1995, 1993) and by Waugh (1994) and Waugh
and Punch (1987, 1985} into teachers’ receplivity to system-wide educational
change examined the literature on planned educational changes which suggested
that “when successful”, planned educational changes “*have a life cycle that can be
divided into three stages, initiation, implementation and routinization... Initiation
refers to the processes and planning which lead up to and include the decision to
proceed with the change... Implementation refers to the first use of the change on
a system-wide basis in the classroom... and routinization refers to whether the

change becomes an ongoing part of the system” (Waugh & Godfrey, 19935, p.39).

Waugh and Godfrey (1995, p.50) suggest that “during the initiation stage,
administrators should seil the change to the teachers in terms of the general
variables related to receptivity in the implementation stage”. They developed a
model which was based on previous research and literature on system-level change
and identified six critical variables: non-monetary cost benefits, practicality in the
classroom, alleviation of fears and concerns, teacher participation in decision-

making, significant other support and feelings compared to the previous system.
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The theoretical framework of Rosenholtz (1991) and Hargreaves, Davis, Fullan,
Wignall, Stager and Macmillan (1991} complements the Waugh and Godlrey
(1995) model. Rosenholtz (1991} describes the work organisations of teachers
which are most conducive to the acceplance and implementation of change.
Hargreaves, Davis, Fullan, Wignail, Stager and Macmillan (1991, p.xi) examined
the implementation of the destrcaming policy in Ontario and conciuded that
“anxieties associated with changing practice are reduced when teachers work in
collaborative cultures of trust and support. grounded in aclion as well as talk.
When teachers can speak openly and frankly with their colleagues about their
concerns, when their feelings are validated by others and when mutual support and
encouragement mark each working day. the implementation of a particular policy
change may appear much less dramatic and intrusive than in other settings. This is
especially true when teachers have concrete, current and collective practical

experience related to the changes concerned™.

Rosenholtz (1991, p.4) in a studv of elementary schools in the USA, contends
that “there are shared aspects of work that cut across individual biographies with
sufficient force to explain the pattern of beliefs and behaviours in schools...
teachers’ attitudes, cognitions, and behaviour have less to do with the individual
biographies teachers bring with them to the workplace than with the social
organisation of the workplace itseif - social organisations that are not
characteristics of individual teachers but that teachers have helped shape; social
organisations that then have consequences for teachers’ perceptions and
behaviours”. Rosenholtz identified five variables which are associated with
schools which are ‘moving’ (improving in achievement) and have a work
organisation which is conducive to change. It is suggested that teachers will
respond in a positive way to change and reform if the environment in which they
work fosters a work organisation which supports shared goals: teacher

collaboration; teacher learning; teacher certainty and teacher commitment,

Hargreaves, Davis, Fullan, Wignall, Stager and Macmillan (1991, p.x) drew on the
work of Rosenholtz (1991), Little (1982) and Fullan (1989) stating that “we knew
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that the workplace culture of a school may be vital to the success or failure of
change in schools™ when they looked at the way in which secondary schools had
implemented the policy of “destreaming”™ and the work organisations which
supported the change. In their study of Secondary School Work Culture and
Educational Change, Hargreaves, Davis, Fullan, Wignall, Stager, and Macmillan
(1991, p.xii) found that “collaborative work culiures in sccondary schools create
and sustain trust. risk, openness. opportunitics to learn, shared language and
common experience that make educational changes less abstract and less

threatening to individual members of the school community™.

McLaughlin (1987, p.172) states that “..policy cannot always mandate what
matters to outcomes at the local level: individual incentives are central to local
responses; effective implementation requires a strategic balance of pressure and
support; policy-directed change ultimately is a problem of the smallest unit”. She
cites Pressman and Wildavsky (1984) who, she said. “showed that
implementation dominates outcomes - that the consequences of even the best
planned, best supported, and most promising policy initiatives depend finally on
what happens as individuals throughout the policy system interpret and act on

them” (McLaughlin, 1987, p.172).

In reviewing the Rand Change Agent Study (1973-1978), McLaughlin (1990, p.12)
states that “the study demonstrates that the nature, amount, and pace of change at
the local level was a product of local factors that were largely bevond the control
of higher-level policymakers™. She raises the issue of the contribution which
teacher interaction has to successful implementation and states “if teachers lie at
the heart of successful efforts to enhance classroom practices, then the
professional networks that engage teachers comprise promising vehicles for

change” (McLaughlin, 1990, p.15).

Fullan and Hargreaves focus on the work of Little (1990), Rosenholtz (1991).
Nias, Southworth and Yeomans (1989) and Ashton and Webb (1986) to highlight

the importance of teacher collaboration as a critical element in successful schools
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as “collaborative cultures are explicitly committed Lo continuous improvement, to
scarching out ways of improving practice whether these be found inside or outside

the school” (Fullan & Hargreaves, 1991, p.52).

Hargreaves, Davis, Fullan, Wignall, Stager and Macmillan (1991, p.xi) investigate
the organisational structures of secondary schools which add to the motivation for
the current study. It is suggested that “most secondary schools are failing to meet
the challenges of a complex and rapidly changing postmodern world because they
are clinging to crumbling structures of modernity.  Their curricular and
organisational structures are bureaucratic, hierarchical, overtly specialised,
inflexible, and unwieldy™. The study suggests that the conflicts and differences
between such subcultures like subject departments may have a stronger influence
on teaching, learning and teachers’ adaptation to change than what might occur
across the culture of the school as a whole. He believes that secondary schools
have such complex settings that common elements which may be attributed to

them may be exaggerated.

Attitudes, Beliefs and Behaviours

This literature review which deals with the variables affecting teacher attitude to
system-~wide planned educational change draws on the work of Rosenholtz (1991),
Hargreaves, Davis, Fullan, Wignall, Stager and Macmillan (1991) Fullan and
Hargreaves (1991), Waugh and Godfrey (1995, 1993); Waugh (1994); McLaughlin
(1990, 1987); Waugh and Punch (1987, 1985) and McAtee and Punch (1979) and
incorporates attitude studies linking attitudes, beliefs and intentions (Ajzen.
1989). Ajzen (1989) extended the theory by Fishbein and Ajzen (1975) which
captures an individual’s motivation by using the concept of intention to perform a
behaviour. The extended theory is determined by three conceptually independent
determinants: attitude towards the behaviour, which is influenced by behavioural
beliefs that link behaviour to outcome; perceived social pressure on the individual
to perform the behaviour which is influenced by normative beliefs; and perceived
level of ease or difficulty of performing the behaviour which is influenced by

control beliefs. According to this theory, receptivity is defined by Overall
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Feelings towards the proposed change, Attiludes towards the proposed change
and Behaviour Intentions towards the proposed change. A Tourth agpect, that of

Behaviour, is added in the present study.

The studies by Waugh and Punch (1985, 1987) and Waugh and Godfrey (1993,
1995) show a high correlation between Attitudes and Behaviour Intentions.
Waugh (1994) applied the model, involving Attitudes and Behaviour Intentions,
which he developed in 1983 to a system-wide planned change, the Certificate of
Secondary Education in Western Australian secondary schools. The study
showed that the independent variables accounted for about 56% of the variance in
teachers” recepiivity to a system-wide change. Waugh and Punch (1987) reviewed
the literature concerning teacher receptivity to system-wide educational change
and found that the most important variables are: teachers™ personal cost benefit,
the practicality of the change, alleviation of fears and concemns, perceived
expectations and attitudes towards the change, perceived school support for the
change and general beliefs and attitudes towards education and the previous

education system.

Waugh and Godfrey (1993) in a study dealing with teacher receptivity to system-
wide planned change, the Unit Curriculum in Western Australian secondary
school, developed their model further. The study showed that 56% of the
variance in teachers’ attitudes to the change was accounted for by the predictor
variables: perceived non-monetary cost benefits by the teachers, perceived
participation in school and classroom decision-making, perceived support for the
change by significant other, and teachers’ feeling towards the previous educational
system. The study reinforces the view that there are fundamental variables
common to all system-wide planned changes. These studies are particularly

relevant to this study, as they were ail conducted in Western Australia.
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In the present study teacher receptivity involves teachers’ beliefs. attitudes,
behaviour intentions and behaviour, as they have developed while using the
Student Qutcome Statements.  These have been chosen because previous research
supports their inclusion. Behaviour is added to extend the model and bring all

these variables together in one study.

Summary

The review of the literature begins by providing an historical overview that
develops the context for the change described in this study. The overview clearly
portrays that the study is one of system-wide planned educational change which
had its origins in the Education Department of Western Australia with the release
of Berrer Schools in 1987 which signalled a shift from a centralised to more local
level decision-making. The consequential process of the development of policies
and guidelines led to the development of the essential elements of the curriculum

referred to as the Student Outcome Statements. the subject of the present study.

Next a review of literature on system-wide planned educational change has been
undertaken with a focus on the implementation stage of the change. A number of
major works are explored which have studied factors that influence teacher
receptivity to change in the implementation stage. The significant factors that
influence this study draw on the work of Rosenholtz (1991). Hargreaves. Davis.
Fullan, Wignall, Stager and Macmillan (1991} and Waugh and Godfrey (1995.
1993) and Waugh and Punch (1987, 1985).

The next section outlines the variables affecting teacher receptivity to system-
wide planned educational change. The most significant variables from the Waugh
and Godfrey (1995, 1993) research are selected for this study. such as non-
monetary cost benefits, alleviation of fears and concerns. perceived support from
senior staff and feelings compared to the previous system. Additional variables
are included from the Rosenholtz (1991) and Hargreaves, Davis. Fullan, Wignall.
Stager and Macmillan (1991) study, such as shared goals (shared teaching goals

and cohesiveness), teacher collaboration (team teaching. involvement in decision-
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making and teacher collaboration) and teacher learning opportunitics. A number of
situation variables have also been included, as some of the studies indicated that
there were interesting relationships to be explored. The model that is outlined in
Chapter three defines receptivity in tour aspects: Overall Feelings, Attitudes,

Behaviour Intentions and Behaviour.
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CHAPTER 3
THE MODEL AND THE PREDICTED
RELATIONSHIPS
BETWEEN THE VARIABLES

Introduction

There are many factors that influence how teachers may react to changes generated
by an education system, or how employees of any organisation react to and
manage change. An education systermn comprises many complex areas including
schools, administrators, teachers and students. In addition, there are layers of
administration and control, which vary within the system depending on the
devolution of power and decision-making, from the centre to the local level. These
layers comprise complex interactions with Federal and State Government bodies.
parent associations, union groups, community organisations. tertiary bodies and
other sectors such as the catholic and independent groups of schools. It would
require a complex process to analyse all the relationships between variables that
may influence teachers’ receptivity and actions towards change. In order to
simplify the problem, a mode] has been developed which describes some
important relationships between the varables. Although the creation of a model
may be seen as somewhat artificial, it serves as a useful tool, in a study such as
this, to show the main variables of interest and how they may be related. This
chapter presents a general model of teacher receptivity to change to illustrate the
relationships between the most important variables influencing the receptivity of
teachers in government secondary schools to a system-wide planned educational
change, and applies it to a specific change, the use of Student Outcome

Statements.

The Model
The model that provides the theoretical framework for this study has been
developed by combining and utilising variables from recent research on change

(Rosenholtz, 1991; Fullan & Hargreaves 1991; Hargreaves, Davis, Fullan, Wignall,



Chapier 3 Model 30

Stager & Macmillan, 1991; McLaughlin, 1990,1987. Waugh & Godfrey, 1995, 1993;
Waugh & Punch, 1987, 1985). The model sugpests a correlation between the
components of the dependent variable, teacher receptivity 1o change: Overall
Feelings, Attitudes. Behaviour Intentions and Behaviour. In panticular, it suggests
that Overall Feelings influence Attitudes that, in turn, influence Behaviour
Intentions and Behaviour (Ajzen, 1989). The model further suggests that teacher
receptivity to change is related to two groups of independent variables: one group
relating to personal variables associated with the change (Overall Feelings.
Attitudes, Behaviour Intentions and Behaviour) and the second relating to

interaction between teachers as variables associated with the change (see Figure 3.1).

This study assumes that teachers’ receptivity towards a system-level planned
educational change, such as the implementation of Student Outcome Statements,
will vary. The study suggests that a significant amount of this variation in teachers’
receptivity can be explained by a number of independent variables. The group one
independent variables are non-monetary cost benefits. alleviation of fears and
concerns, significant other support. feelings compared to the previous system. and
the group two independent variables are shared goals (shared teaching goals and
cohesiveness), collaboration (team teaching, involvement in decision-making and

teacher collaboration) and teacher learning opportunities.

The model suggests that there are situation variables conceming schools, schoof
departments and teachers, which are related to the independent variables and which,
in turn, are related to teacher receptivity to change. It is expected that the situation
variables will be comrelated with teacher receptivity, and explain extra variance not
explained by the independent vartables. The situation variables are school size.
school location, socio-economic status, department size, department type. teacher
status, teacher experience, sex, age, use of Student Qutcome Statements and

purposes to which Student Outcome Statements are put.

This model was chosen in preference to other research approaches becuase it has

been used successfully in Western Australia to investigate system-wide curriculum
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changes (Waugh & Godfrey, 1995, 1993; Waugh 1994 and Waugh & Punch, 1987,

1983).
INDEPENDENT INDEPENDENT SITUATION DEPENDENT
VARIABLES VARIABLES VARIABLES VARIABLE
(GROUP 1) (GROUP 2)
Shared goals School Teacher receptivity

non-monctaty

cost benefits

shared leaching goals

socio-economic stalus

cohesiveness size
location
Collaboration Department
alleviation of
team teaching type
fears and
involvement in decision- stze
concerns
making
teacher collaboration
L. Teacher learning
significant other
opportunitics
support
Teacher
feelings
age
compared to
. experi
the previous perience
system status
$eX

use of Studemt
Ouicome Statcments
purposes of Student

QOuicome Statements

towards the new
system
{measured in four

aspects)

» Overall Feelings

*  Attitudes

¢ Behaviour

Intentions

s Behaviour

Figure 3.1: Model of teacher receptivity to the use of Student Qutcome

Statements.
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Predicted Relationships between Receptivity and the Group One

Independent Variables

It is expected that the most important relationships between the independent and
dependent variables will be those which are linked to teachers® beliefs, that s,
group one variables. Teachers will be receptive to the change to Student Qutcome
Statements if they perceive that the benefits of the change will outweigh any
difficulties, if they believe Student Qutcome Statements compare favourably with
the previous system (Unit Curriculum), if they perceive that there is support from
significant others (such as the principal) and they believe their concerns about the
implementation will be addressed and that they will have the opportunity to
participate in making decisions. Waugh (1994) reported that teacher receptivity to
the implementation of a system-wide change would have increased if more
opportunities had begen created by administrators for teachers to participate in
decisions about the change. “Taking away the option for teachers to participate,
when teachers expected to have more influence. worked to decrease teachers’
receptivity to the change™ (Waugh, 1994, p.90). Group two independent variables
are likely to have a less direct influence. Teachers may share teaching goals, may
collaborate well, enjoy team teaching and agree on outcomes. but, as a group, they
might not support the specific change to Student Outcome Statements. Their
actions will be more directly associated with their own beliefs about the efficacy
of the change rather than with the working environment. Thus, it is expected that
there will be a moderate positive relationship between the group one variables and
receptivity. The more positive the group one independent variables. the higher the
receptivity to the change. The more negative the group one independent variables,

the lower the receptivity to the change.

Significant support from others is expected to have a moderate positive
relationship with teacher receptivity. If the principal. most teachers and close
colleagues support the change, then it is expected that teachers will be more
receptive to the change. Conversely, if the principal, most teachers and close

colleagues do not support the change, then teachers will be less receptive to it.
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Teachers will be more receplive if support is forthcoming from key personnel (the
principal and deputy principal, other teachers including close colleagues, district
and learning area superintendents). They will feel that they are working together
in a collegiate and collaborative environment towards common goals and will feel
that others support them in their teaching. There is less likely to be internal
conflict among staff, if they are working in a supportive environment und,

consequently, teachers feel that they can work in un atmosphere of trust.

If teachers feel that there are mechanisms and supports which contribute to the
alleviation of their fears and concerns about the change, such as regular meetings,
senior persons available to advise and having the opportunity to resolve issues
informally at the school, then it is expected that this will enhance their receptivity
to the change. On the contrary, if these are not available, it is highly likely that
they will be less receptive. The greater the alleviation of fears and concerns, the
higher the receptivity to the change and the less the alleviation of fears and
concerns, the lower the receptivity to the change. In the current environment
many teachers do not have the background or experience to implement major
classroom change without assistance from senior persons in the schools or being
able to debate issues with their peers. Teachers need to feel supported and able to
express their opinions in an environment that is built on trust. They need to be
able to develop their professional knowledge without fear of recrimination and
need to resolve any issues in a collegiate and cooperative way, particularly, when
there is change, as most staff lack experience in the new area and have little expert

knowledge of the change.

It is expected that if teachers have positive feelings about the change compared to
the previous system they will be more likely to be receptive to it. If they feel that
the use of Student Qutcome Statements allows them to provide for better student
leaming, manage their classrooms better, provide more relevant content. address
the needs of individual students better, make better judgement about student
learning achievement and report more effectively on student achicvement. then

they are expected to be more receptive to the change. If they feel that the use of
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Student Qutcome Statements does nol improve student learning  achievement
compared to the previous system, it s expected that they will not be receptive to
the change. Teachers are focused on student learning and are motivated by the
extent to which the students progress. They generally will commit to processes

that enhance student learning,

It is expected that there will be a moderate positive relationship between
receptivity to the change and non-monetary cost benefits. That is, the higher the
perceived non-monetary cost benefits to the teacher in implementing the change in
terms of more efficient classroom management, better assessment and more focus
on outcomes, the more positive the receptivity to the change and the lower the
perceived non-monetary cost benefits to the teacher in implementing the change,
the less positive the receptivity to the change. If teachers feel that such issues as
extra workload and extra responsibility are balanced by their satisfaction with
teaching, better student classroom learning and general benefits for the student, it
is expected that this will enhance their receptivity to the change. On the other
hand, if the benefits are not obvious to them, it is highly likely that they will be
less receptive. That is, if extra work load associated with a change to Student
Outcome Statements is not outweighed by greater satisfaction with teaching, if
extra work is to the detriment of home life, if it is not perceived to result in better
student learning, if total problems associated with implementation outweigh total
benefits and extra responsibility for student assessment affects workloads,

teachers are likely to be less receptive to the change.

Predicted Relationships between Receptivity and the Group Two
Independent Variables

It is expected that collaboration will have a weak positive relationship with the
deperdent variable, as some research cited focuses on this relationship. Ir teachers
share teaching ideas with other teachers, if they can obtain advice from other
teachers, if they can obtain support and give support when they or their
colleagues are having difficulties, if they engage in and enjoy team teaching and if

they participate in decision-making related to the use of Student Qutcome
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Statements, then i is expected that they will be receptive to the change.
Conversely. if they do not share teaching ideas and resources with other teachers,
do not enjoy or value team teuching, do not partictpute in deciston-making relevant
to Student Qutcome Statements and cannot obtain support or advice about
problems they experience, it is likely that they will be less receptive to the change.
The support provided to teachers who work in a collaborative work enviunment

assists them to approach change in a positive manner.

Similarly, if teachers share goals, with other teachers, about the outcome students
should be achieving, if the values and philosophy of education are similar to those
held by their colleagues and they share a high level of commitment to student
learning, if there is a sense of cohesiveness amongst the staff, then it is expected
that teacher receptivity to the change will be positive. Conversely, the research
does not suggest as strong a correlation between receptivity to change and sharing
of goals as it does with collaboration (Rosenholtz, 1991). However, there is
expected to be a positive relationship as Student Outcome Statements focus on
student learning achievement and involve sharing of goals at a department and
school level. The success of Student Qutcome Statements is partially dependent
on teachers having a shared understanding of their meaning in order to ensure that
they can make valid and reliable judgements. The quality of the assessment and
reporting of the Student Outcome Statements is dependent on this shared
understanding. Consequently, it is critical that teachers share their goals and
understandings as they progress with the implementation of Student Outcome

Statements.

It is expected that there will be moderately positive relationships between
teachers’ leaming opportunities and their receptivity to change. If teachers are
presented with new ideas that they are willing to implement, if senior teachers
work with teachers to improve their skills, if teachers are encouraged to try out
new ideas that improve student learning, they are expected to be more receptive to
the change. Conversely, if senior teachers do not work with classroom teachers 1o

improve their skills or encourage them to try out new ideas to improve student
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learning. or do not provide them with opportunitics or support materials, teachers
Wwill not be receptive to the change. The implementation of Student Outcome
Statements  changes the focus from an inputs approach used in the Unit
Curriculum to an outcomes approach. This shift in focus requires curriculum
leadership particularly {rom senior teachers in order to work through the issues
and problems associated with making judgements about student learning, providing
appropriate learning programs. developing appropriale assessment approaches
and constructing innovative wovs ol reporting to the students, the parents and to
their fellow colleagues. For many teachers these approaches, skills and tasks arc
new and they need to be provided with opportunities to learn, to practise, to share
with others and they nced to be able to take risks. make mistakes and leamn

constructively from these mistakes.

Predicted Relationships between Receptivity and the Situation
Variables

It is expected that there will be small positive relationships between the dependent
variable and the situation variables. The situation variables are expected to explain
less variance than the group one and group two independent variabies. The
demographic variables relating to the school. such as socio-economic status, size
and location, are not expected to have a strong reiationship with the dependent
variable. However, it is expected that the type and size of department may have
an important influence on the teachers’ receptivity to change through their effect
on the independent variables. If the department’s leaming area is English or
Mathematics, it is expected that they would have had a longer involvement with
Student Qutcome Statements and hence improve tcacher familiarity and
receptivity. The smaller the department. the more likely it is that most teachers
would be involved, able to support each other and thus increase the likeiihood of

receptivity to Student Qutcome Statements.

It is expected that the teachers’ decision to participate will have an important
relationship with the dependent variable. If teachers have been using Student

Outcome Statements across various year levels, or, more particularly across a
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department or a whole school, for some time,  they were involved in the trials
and if they are using the Statements for various purposes, such as monitoring
achievement, assessment, reporting, planning  programs or planning  school
development. then it is expected that they will be more receptive to the change.
Converscely, if they have not participated previously in any of these activities,

they will not be expected (o be so receptive.

It is expected that teachers™ experience will have a small positive relationship wiih
the dependent variable. If the teachers have a large number of years of teaching
experience. it is expected that they will be more receptive to the change.
Conversely, if they have less experience. they are likely to perceive more
difficulty in coping with the change and will be less receptive. More experienced.
and therefore, older teachers. are generally reluctant to 1ake on change immediately.
However, it is also true that the more experienced and older teachers have a vast
amount of knowledge. They have experience in collaborating with others and
know how to obtain support and scek out appropriate resources. Less
experienced, younger teachers often do not have the baggage from previous system
and are more willing to try out new approaches. However. they often lack the
knowledge and professional expertise to work their way through complex
educational change, particularly, such change that affects all aspects of teaching
and student learning, Other teacher variables, such as sex and status, are not
expected to be significant except in so far as they interrelate with experience. The
situation variables are expected to be related to the independent variables and
hence to the dependent variables. For example, in bigger schools there may well be

more team teaching, hence the higher the receptivity.

Summary

Teacher receptivity to Student Outcome Statements is expected to be related to
many variables in a complex way, as there are many factors which influence how
teachers may react to changes generated by an education system. The model
created in this study, serves as a useful tool to show the main variables of interest

and how they may be related. This general model of teacher receptivity to change
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illustrates the relationships between the most important variables influencing the
receptivity of teachers in government sceondary schools to a system-wide planned

educational change, the use of Student Outcome Statements.

Teachers™ receptivity to Student Outcome Statements, measured in four aspects,
1s expected to be related to the sequence of Overall Feelings, Attitudes, Behaviour
Intentions and Behaviour.  The model suggests a correlation between  the
components of the dependent variable, teacher receptivity 10 change: Overall
Feelings, Attitudes. Behaviour Intentions and Behaviour. In particular, it suggests
that Overall Feelings influence Attitudes. which. in turn. influence Behaviour

Intentions and Behaviour.

Teacher receptivity to Student Qutcome Statements is expected to be related to:

1. four personal independent variables (involvement in decision-making, non-
monetary cost benefit. alleviation of fears and concerns. significant other
support and feelings compared to the previous system) moderately and
positively;

2. six group two independent variables {shared goals (shared teaching goals and
cohesiveness), collaboration (tecam teaching. involvement in decision-making
and teacher coliaboration) and teacher leaming opportunities} weakly and
positively; and

3. three situation variables (school, department and teacher) through their

relationship of the situation variables with the independent variables,

The measurement methodology is described more fully in Chapter four.
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CHAPTER 4
INSTRUMENT, VARIABLES AND MEASUREMENT

Introduction

This chapter describes and discusses the questionnaire, its validation, how the
variables have been constructed. the types of scale used to measure the variables,
and the definition and measurement of cach variable. The items in the
questionnaire are related to the definition of each variable and the variables making

up the questionnaire derive from the model to be tested.

Trialing of the Questionnaire

It was considered important to trial the questionnaire in order to check that the
items made sense 1o the teachers, 1o ensure that the language was appropriate and
that the time that it would take to complete was manageable for teachers. It was
imperative to ensure that the structure, format and presentation were designed
well, in order to maximise teacher responses. The questionnaire was trialed using
15 secondary curriculum consultants who had extensive experience working in
secondary schools with teachers who were using the Student Outcome Statements.
A number of these consultants were experienced in designing instruments for use
with teachers in schools and offered comments based on their experience. The
original questionnaire was modified according to the feedback received from the
trial. They suggested using fewer items and that eliminating repetitive items
would make the completion of the questionnaire easier. The questionnaire was
reduced from 160 items to 129 items. The respondents also made useful
suggestions relating to the numbering of the questtons. the sequencing of the
sections and general editing. After the editing, the questionnaire could be

completed in twenty to twenty-five minutes,

Seven experienced secondary principals were asked to provide further feedback on
the questionnaire. They suggested changing the wording in the headings, as they

believed teachers could react negatively to some of the language that was used.
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For example, the title of the questionnaire was changed from ‘teacher receptivity
to system-level change’ to “teachers’ attitudes towards the use of Student

Outcome Statements’. Other changes made are now explained,

Scale

The first draft which was trialed was designed with a (ive point scale ranging from
‘strongly agree’ to ‘strongly disagree’ with ‘unsure’ being the middle category.
However, the advice received from the consultants, particularly the measurement
experts, was that the scale should be modified to a four-point scale with a fifth
option ‘unable to comment’ added and the ‘unsure’ option deleted. The unsure
category was deleted because Dubois and Burns (1975) reported that many
respondents use a neutral category when they do not hold neutral feelings and this
‘unsure’ category tends to attract responses such as "don’t know’, ‘don’t care’
and ‘don’t want to answer’. This makes interpretation of the data difficult due to
lack of clarity. In addition, 1t was suggested that some items be reversed
throughout the questionnaire to overcome the fixed response syndrome in a long

questionnaire.

Demographics - Section A

This section was generally well received. Some minor modifications were made
which enhanced readability. For example, in response to the question ‘how many
teaching staff in your department?’ the range of answers was modified from nine
alternatives to five. Instead of asking questions such as ‘what is your teaching
status?’ the heading was simply changed to ‘teaching status’, ‘years of teaching
experience’ and ‘age’. Use of the term ‘Manual Arts’ was changed to ‘Design and
Technology’, as the feedback suggested that teachers were more comfortable with

this terminology.

Student Outcome Statements - Section B
The respondents found this section easy to complete and only minor
modifications were made in response to the feedback. The number of options in

item 11 that related to the extent of use of the Student Quicome Statements was
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reduced from four to three. In item 12, which refers to who is using the Student
Outcome Statements, the number of options was reduced from six o four as it
was for item 13 which referred 10 who made the decision to begin using Student
Qutcome Statements in the school.  ltem 14, which referred to the Education
Department of Western Australia’s Gified and Talented Program, was simplified
to elicit 2 Yes/No answer. Jtem 18 in the trial questionnaire, which referred to the
purpose of the use of the results of the Monitoring Standards in Education
Program. was deleted as it was not considered to be of sufficient relevance to this

study.

Beliefs and Behaviours - Section C

The heading ‘feelings towards the previous system compared to SOS™ was
expanded to “feelings towards the Unit Curriculum compared to Student Ouicome
Statements’ and the number of items reduced from 14 to 10 as they were
considered to be repetitive. The heading ‘non-monetary cost benefit” was clarified
and changed to ‘benefits of Student Qutcome Statements” and some editorial
modifications were made. The heading ‘Overall Feelings towards SOS’ was
changed to ‘attitudes towards Student Qutcome Statements’ and the number of
items reduced from seven to five. The heading ‘significant support for SOS" was
changed to ‘support for Student Outcome Statements’. Wording such as “my best
teacher friend’ was changed to *my closest colleague at this school’. The reason
these changes were made was because the respondents felt that the wording was
not clear and provided the alternatives to assist in developing current "user-

friendly’ language for teachers.

The group of items associated with *Behaviour Intentions towards Student
Outcome Statements’ was reduced from eight to five. The response categories for
the group of items under the heading ‘behaviours™ was changed from ‘very often’.
‘often’, ‘rarely’, ‘never’ to ‘often’, ‘sometimes’, ‘rarely’, *never’, This provided a
much clearer differentiation between the two positive categories and assisted in

more accurate measurement of the items.
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Attitudes towards Student Outcome Statements - Section D

The instructions relating to the completion of this section using semantic
differentials were simplified, making it more ‘user friendly’. The initial
instructions were lengthy and tended to confuse the reader and were replaced with
a simple sentence that stated. * As you read down the list of adjective pairs, place
a cross in the box on the continuum that best describes how you feel about

Student Quicome Statements’.

Work organisations - Section £

The items (77-86) referring to “teacher collaboration” were reduced from 13 to 11
as they tended to be repetitive and the order of the items changed so that there
were two clear categories, the first relating to the department and the second
relating to the whole school. The items in the draft questionnaire related to
‘teacher socialisation” were deleted, as they were not significantly aligned to the
aims of the study. Repetition was the main problem with this section and the
items (96-107) referring to *cohesiveness’ were reduced from 18 to 12. The items
referring to “team teaching’ were reduced from nine to seven and the items referring
to ‘teacher leaming opportunities’ were reduced from 17 to 14 again reducing

repetition and providing clarity and consistency.

Open ended comments

The feedback suggested that some teachers welcomed the opportunity to make
comments about the data, the instrument, the changes and about Student Qutcome
Statements and that more space would be appreciated. This section was designed
to add a deeper qualitative dimension to the study by allowing teachers to express
themselves in their own works and to state how the system could be improved to
produce better outcomes and to manage the change better. This modification was

incorporated into the final version of the questionnaire.

The Questionnaire
The questionnaire was designed in line with the model (see Chapter three and

Appendix A) and included scales which attempted to measure the variables in the
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model. These variables were identified in the lierature as refated to teacher
receptivity to system-level change. The items of the quesiionnaire utilise a four
point scale (with ‘4’ being positive and *1° being negative) in order to maintain
consistency across the whole questionnaire and make it easier for teachers to
understand and respond. A fifth option was included which was classified as *U’

for ‘unable to comment’.

Section A and B

These sections incorporated the situation variables as outlined in the model and
include 17 items relating to school, department and teacher characteristics. In
Section B the eight items relate explicitly to the relationship of teachers with
Student Outcome Statements. They relate to the length of time teachers have been
using Student Qutcome Statements, the extent of their use in various year levels.
how the decision was made to begin using them, whether teachers were part of the
official trial by the Education Department of Western Australia, the purposes for
which Student Outcome Statements were being used and so on. Section A has
nine items: school size, school location, socio-economic status, department size,

department type, teacher status, teacher experience, sex and age.

Section C and D

There are four aspects of the dependent variable that are measured in this section.
Receptivity is measured in four aspects, Overall Feelings, Attitudes Behaviour
Intentions and Behaviour. ‘Owverall Feelings’ (Items 33-37) were measured under
the heading ‘Aftitudes towards Student Outcome Statements’ (because the
piloting indicated responses would be better), using five items with a four point
scale ranging from ‘strongly agree’ to ‘strongly disagree’ and a fifth option ‘unable
to comment’. ‘Attitudes towards Student Outcome Statements’ (Item 65) was
measured using thirteen Semantic Differentials with a four point scale.

‘Behaviour Intentions’ (Items 46 to 51) were measured using six items and

‘Behaviours’ were measured using six items (Items 59 to 64).
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There are four group one independent vanabies as outlined in the model (Chapter
3). non-monetary cost benefits. alleviation of fears and concerns, significant other
support and feelings compared to the previous system. They are all measured
using the four-point scale described above. ‘Non-monetary cost benefits’ are
measured using five items (ltems 28 to 32, "Alleviation of fears and concerns’ with
seven items, “significant other support’ using eight items (Items 38 to 45) and
*feelings compared to the previous system’ were measured using ten items (Items

1810 27).

Each vanable. "Overall Feelings'. "Behaviour Intentions’. ‘non-monetary cost
benefits’, "alleviation of fears and concerns’. “significant other support’ and
‘feelings compared to the previous system’ has a number of items used to
determine the relevant measure, including some ttems for which responses need to
be reversed. In addition. a set of thirteen semantic differentials is used to describe

Attitudes of teachers towards Student Qutcome Statements.

Section E

There are six group two independent variables as outlined in the model (Chapter
three) which measure the work organisations of teachers, shared goals (shared
teaching goals and cohesiveness), collaboration (team teaching, involvement in
decision-making and teacher coliaboration) and teacher learning opportunities.
Each variable has a number of items used to determine the measure, including
reversals. They are all measured utilising the four-point scale described above.
‘Shared teaching goals® (Items 87 to 95) and ‘cohesiveness” (Items 96 to 107) are
indicators of overall shared goals. These twenty-one items are measured in two
distinct categories: goals as demonstrated in the department and goals as
demonstrated in the whole school. ‘Team teaching’ (Items 109 to [15),
‘involvement in decision-making’ (Items 77 to 86) and ‘teacher collaboration’
(Items 66 to 76) are indicators of overall collaboration. Teacher leaming

opportunities (Items 116 to 129) are measured using thirteen items.
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Open ended comments
Respondents were invited 1o comment on any aspect of the rescarch and provided

with almost a {ull page to respond.

Introduction to Measurement

The dependent variable, receptivity, is measured in four aspects, Overall Feelings,
Attitudes, Behaviour Intentions and Behaviour towards Student Outcome
Statements. These aspects are classified as latent attributes (except for Behaviour)
and the literature describes a number of different types of scales that have been
developed to measure these attributes. The most common scales use statements
which principally refer to attitude and restrict the respondents’ answers to agree
or disagree, such as Likert Scales and Semantic Differential Scales (Waugh &
Godfrey, 1995,1993; Waugh & Punch, 19835; and Osgood, Suci & Tannebaum,
1970). More recent developments in the measurement of latent variables suggest
the use of the Rasch Measurement Mode! (Waugh & Collins, 1997; Waugh, 1994;
Waugh & Godfrey, 1993; Waugh & Punch, 1987, 1985; Andrich, 1988a; Wright &
Masters, 1981; Rasch, 1960/1980;) with Likert, Semantic Differential and other

stmilar scales.

Before testing the hypotheses, it was necessary to investigate the psychometric
properties and the conceptual design of the variables. [n regard to the latter, the
items are based on a conceptual framework based on previous research by Waugh
and Godfrey (1995, 1993); Rosenholtz (1991) and Hargreaves, Davis, Fullan,
Wignall, Stager and Macmillan (1991) and Waugh and Punch (1987,1985). In
regard to the former, item analysis was undertaken to ensure that the aggregation
of items into the proposed scales satisfied the necessary criteria to form valid and
reliable scales. These criteria are as set out by Wright and Masters (1981) and
described in Waugh (1998, p.47). They involve the following processes:

¢ an evaluation of whether each item functions as intended;

* an estimation of the relative position (difficulty) of each valid item along the

scale;
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e an cvaluation of whether cach teacher’s responses form a valid response
pattern;

s an estimation of each teacher’s relative score (perception) on the scale;

e calibrating the teacher scores and the item scores together on @ common scale
defined by the jtems. with a constant interval from onc end of the scale lo the
other so that their numerical values mark off the scale in a linear way;

e calculating the numerical values with standard errors which indicate the
precision of the measurements on the scale; and

e checking that the items remain similar in their function and meaning from
teacher to teacher and group to group so that they are seen as stable and useful

meastires.

The item analysis was undertaken using a Rasch model with the Quest program
(Adams & Khoo, 1994). The model is the Extended Logistic Model of Rasch for
ordered response items such as Likert scales and Semantic Differentials (Andrich,
1988a; Rasch 1960/1980). The model creates a scale at interval measurement level
based on the log odds of respondents agreeing with the items. The program checks
on the consistency of the teachers’ responses and calculates the scale score needed
for a fifty percent chance of passing from one response category to the next (for
example, from strongly disagree to disagree, from disagree to agree and from agree
to strongly agree for each item). The scale scores are called threshold values.
They are calculated in logits and they must be ordered to represent the increasing
receptivity needed to answer from each response category to the next one. ltems
whose thresholds are not ordered (that is, for which the teachers do not use the
categories consistently) are not considered to fit the measurement mode! and are

discarded.

The scale produced by the Rasch process has items ordered from easiest with
which to agree to hardest with which to agree. Items at the easiest end of the scale
(those with negative logit values) are answered in agreement by most teachers and
items at the hardest end (those with positive logit values) are most likely to be

answered in agreement only by teachers whose receptivity is strongly positive.
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Equal difTerences between numbers on the created scale represent equal differences
in teacher receptivity measures and item difficultics, as appropriate, with both
item difficulties and teacher receptivity calibrated on the same scale.  The model
produces scale-free teacher receptivity measures and sample-free item difficulties
so that differences between pairs of teacher perception measures and item
difficulties are expected to be sample independent (Andrich, 1988b, Wright and
Masters. 1981).

The program checks that the teachers’ responses fit the measurement model. The
fit statistics are weighted and unweighted mean squares that can be approximately
normalised using the Wilson-Hilferty transformation. The normalised statistics
are called infit t and outfit t and when the data conform to the model they have a
mean near zero and a standard deviation near one. Also. it is generally accepted
that each item should fit the model within a 30 percent variation between the
observed and the expected response pattern (otherwise teacher responses are not

related to the responses to the other items in such a way as to form a valid scale).

The Item Separation Index and the Teacher Separation Index calculate reliability.
Separation indices represent the proportion of observed variance considered to be
true. A combination of data is required as evidence for the construct validity of
the scale. The Item and Teacher Separation Indices must be high. The observed
and expected item response patterns need to fit the measurement model according
to strict criteria; the thresholds related to passing from one category response to
the next need to be ordered; and there needs to be a conceptual framework

(theoretical or practical) linking the items of the scale together.

Before undertaking the analysis, a number of items were reverse scored. The
results of the Rasch evaluation then led to some adjustments to the scales with
several items being discarded. The results for the various scales are summarised

below and will be discussed in the following sections of this chapter.
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Definition and Measurement of the Dependent Variables
The Rasch reliability and validity measurcs for the various scales that constitute

the dependent variables are summarised in Table 4.1 and will be discussed below,

Table 4.1: Teacher statistics for the scales of the dependent variables

Overali Feelings Attitudes Behaviour Behaviour
Intentions

Mecan 1.08 0.Y5 1.43 0.82
Std Deviation (Ad)) .14 1.07 1.18 .90
Separability 0.41 0.34 (.66 0.67
Infit Meun square 0.97 .99 0.99 .00
Qutfit Mean square 1.02 0.99 1.00 1.31
Infit t mean -0.15 -0.01 -0.03 -0.05
Std Deviation 1.70 1.21 .50 108
Outfit t mean -0.09 0.08 0.00 0.29
Std Dreviation 1.37 1.15 1.15 0.84
No of Jtems 5 9 6 6
No of Teachers 85 114 106 124
Non-Fit Iiems None 4 None None

Notes:

1. When the data are compatible with the model. the expected values of the mean squares are
approximately | and the expected values of the (-scores ure approximately zero.

2. Mean and Standard Deviation are the mean and standard deviation of the teacher scores.

3, Separation indices represent the proportion of observed variance considered to be true. A value

of | represents high separability and a vatue of O represents low separability. A separability

value of 0.9 or more is sought for a good scale.

Enfit mean refers to mean squases, unweighted, and should be close o 1.

Qutfit mean refers to weighted mean squares, and should be close to 1,

Infit ¢ and outfit t refer 10 the normalised values using Wilson-Hilferty transformations, and should

be close to G.

i

Overall Feelings

The first aspect of the dependent variable, Overall Feelings measures teachers’
opinions about Student Outcome Statements, without any strong direction
towards implementation or direct action. Overall Feelings are defined on a
continuum from ‘oppose’ to ‘disiike’ to ‘support’, bounded by a temporal range
from the recent past to near future. The scale for Overall Feelings is shown in
Figure 4.1 with the item difficulties and Overall Feelings calibrated on the same
scale. Overall Feelings (Items 33 to 37) indicate support or opposition to the use
of Student Outcome Statements, in the past or in the future, and like or dislike for
usillg'r_them now or in the next few years. Items 33, 35 and 36 were reversed

scored;



Chapier 4 Measurenient 49

Figure 4.1: Receplivity scale (measured in logits) for dependent
variable, Overall Feelings

Positive Overall Feelings Difficult  items
+4.0 Logits
XXX
+3.0 Logits
XXXXKXXX
ltem 34(UT), 37(UT)
ftem 35 (UT)
+2.0 Logits liem 36(UT)
XXXX
liem 33(UT}
X
X
XXXXXX
+1.0 Logits
X
XXKXXXXXXXXXXXX
XX
0.0 Logits
XX
X
x { Item 35 (MT)
X
X
-1.0 Logits Item 36 (MT)
Items 34 (LT), 34 (MT)
liem 37 (MT)
x| Item 35 (LT)
fem 37 (LT)
-2,0 Logits item 33 (MT)
Ttem 36 (L.T)
Nepative Overall Feelings Easy items
Notes:
1. Each x represents two teachers.
2. The item difficulties and the teacher Overall Feelings are calibrated on the same scale. The scale

is measured in logits, which is the log odds of teachers agrecing with the items.

3. N = 85 teachers (40 cases wilh perfect scores and 1 case with a zero score were discarded).

4. L =5 items and none were discarded.

5 Teacher Overull Feelings scores range from -1.1 to +3.5 logits and the item difficullics range
from  -2.1 to +2.3. All items fit the model within 30% of the expected and observed responses.



Chapter 4 Mcasurement 50

6. The difficull items are at the top of (he nght-hand sade ol the seale. Only teachers with strong
positive Overall Feelings towards Studem CGuicome Statements can agree with these ijems. The
easy items aee s the bottom righe-land side of the seale. Mot teachers agree with these items.

7. UT = Upper Threshold (Agree o Strongly Agree), M = Midkdle Threshold (Disagree to Agree) and
LT = Lower Threshold (Strangly Disagree 1 Disagreep. Notall items bave three thresholds due 1o
NUSSINE responses for some nems,

The summary of teacher scores for Overall Feelings indicates that separability (the
proportion of observed variance estimated to be true) is low (0.41). The scale for
Overall Feelings needs more items. especially of intermediate difficulty. to
improve the spread of scores and lower the errors (see Figure 4.1). The fit
statistics show a reasonably good fit, with inlit t and outfit { approximately 0.
although the standard deviation for infit t (1.70) should be closer 10 | {sce Table
4.1). The scale created has a fairly well calibrated distribution of teacher scores
and item difficulty. However, the distribution of items would be improved with
more items of moderate difficulty in the centre of the range. All items fit the model
within 30 percent of the expected and observed responses. Thresholds in the main
are ordered from low to high indicating that items are answered consistently,
although one item has its lower threshold equivalent to its middle threshold (item
34). The final scale consists of five items (listed in Table 4.2) and they provide an

acceptable scale for this study.

Table 4.2: Items used to obtain a measure for Overall Feelings

Item Statement

33 I have opposed the use of $0S

34 [ will probably suppon the vse of 3OS in the next few years
35 ! dislike using SOS

36 I will probably dislike the use of SOS in the next few years
37 I will support the use of SOS

S08= Student Quicome Stalements

Attitudes

Attitude has an evaluative dimension. It is defined as a general evaluative feeling
of favourableness or unfavourableness towards Student Quicome Statements and a
general evaluation of the extent to which Student Outcome Statements serve a
worthwhile purpose. Attitudes towards Student Outcome Statements are

measured with nine bipolar adjective pairs (see Table 4.3). These include
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satisfactory - unsatisfactory, wise - unwise, realistic - unrealistic, necessary -

unnecessary, complicated - uncomplicated and time efficient - time incflicient.

The final scale for Attitudes is shown in Figure 4.2 with item difficulties and

Attitudes calibrated on the same scale.

Figure 4.2: Receptivity scale (measured in logits) for dependent
variable, Attitudes

Positive Attitudes towards S08

+6.0 Logits

+5.0 Logits

+4.0 Logits

+3.0 Logits

+2.0 Logits

+1.0 Logits

0.0 Logits

-1.0 Logits

-2.0 Logits

-3.0 Logits

-4,0 Logits

Negative Attitudes towards SOS

XXX

X

XXXXXXXX

XX
XXXX

XXXXXX
XXXXXXXXXXXX
XXXXXXXX
XAXXXKXXXXEXXX
XXXXXXXXXXXX
XXXXXXX
EXXXXXXXX
XXXXXXXXX
AKX

XX

XXX
ixx
XXXx

X

Easy items

Jtem 65§ (UT)

ltem 65] {UT)

liem 65g (UT)

[tems &5¢ (UT).65i (UT), 65j (MT)
ltiems 65¢ (UT), 65m (UT)
Items 63a (UT), 65 (UT), 651 (MT)

ltem 65g (MT)

ltems 65i (MT), 65j (LT}

Itern 651 (LT)

Iem 63m (MT)

liem 65¢ (MT)

ltems 65a (MT), 65¢ (MT), 65g (LT)
hem 65f (MT)

liems 65¢ {LT). 65i {LT)
Item 65m {LT}

ltem 656 (LT)

Ttemn 65a (LT)

Easy items

Notes:
1. Each x represents one teacher.

2. The item difficultics and the teacher attitludes are calibrated on the same scale. The scale is measured
in logits which is the log odds of teachers agreeing with the items.

3. N = |14 teachers (9 cases with perfect scores and 3 cases with zero scores were discarded),

4, L=9items. Four of the original thireen items (65b, 65d, 65h and 65k) were discanded because of

bad fit.

3, Teacher attitude scores range from -3.1 1o +5.2 logils and the item difficullies range from -3.2 to
+3.3. Nine items fit the model within 30% expected and observed responses.

6. The difficult items are at the top of the right-hand side of the scale.

Only teachers with strong

positive attitudes towards Student Qutcome Statements can agree with these items, The easy items
are at the bottom right-hand side of the scale. Most 1eachers apree wilh these items,
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7. UT = Upper Threshold tAgree 1o Sirongly Apreel, MT = Middle ‘Threshold (Dsagree 1 Apree) and LT
= Lower Threshold tSwongly Disagree to Disagree). Not all items have ibree thresholds due to
missing responses for some ilems.

The fit statistics for Attitudes show a good fit of the teacher responses to the
measurement model. Infit 1 and outfit t values are close to 0 and (heir standard
deviations close 10 1 (see Table 4.1). The scale {sec¢ Figure 4.2) shows a similar
range and distribution of teacher scores and item difficulty. ‘This shows that the
item difficulties are well targeted against teacher attitudes.  All items fit the model
within 30 percent of the expected and observed values. All thresholds. which are
used to check on the consistency of the teachers™ responses, are ordered from low
to high, indicating that the teachers have answered the response categories
consistently. Four items were deleted because of very bad fit to the model. The
deleted items were 65b valuable — worthless; 63d good - bad; 65h effective —
ineffective; and 635k clear - unclear. The final scale for Attitudes consists of nine
items (see Table 4.3 and Figure 4.2} and provides an acceptable scale for this

study.

Table 4.3: Adjective pairs for each item used in the semantic
differential, Afttitudes

Item Adjective Pair

65a Satisfactory Unsatisfactory
65c Wise Unwise

65e Intelligent Absurd

65f Permissive Restrictive

65g Realistic ldealistic

635i Necessary Linnecessary
65} Uncomplicated Complicated
631 Time efficient Time inefficien

65m __ Liberating Constraining
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The separability of the attitude scale is low ((.34) suggesting a nced for
improvement. The scale needs 1o be reviewed to obtain a better fit to the model.
as it may not have been measuring precisely what it set out (o do. The pattern of
responses was very positive when describing the generic value of the Student
Outcome Statements, but was very negative when it came to deciding on the
practicality of them. For example. 86.5 percent of the respondents strongly
agreed or agreed that they were valuable, yet 63.5 percent felt that they were
complicated, 54.7 percent felt they were time incfficient and 53.2 percent felt they
were unclear. Two of these items, as described above, were discarded, yel the raw
data suggests that the responses to both of these items have significant qualitative

value,

Behaviour Intentions

The variable, Behaviour Intentions is defined as a direct intention or direct
orientation to action with respect to a continuum from actively opposing the use
of Student Qutcome Statements, avoiding the discussion of issues relating to
Student Qutcome Statements, and saying that Student Outcome Statements are
useful for various purposes such as monitoring student achievement, reporting
student achievement and planning teaching and learning programmes. The scale for
Behaviour Intentions is shown in Figure 4.3 with Behaviour Intentions and the

item difficulties calibrated on the same scale.

The low reliability of the estimate (0.66) indicates the scale needs some
improvement, for example, by increasing the number of items. The created scale
has a few too many items at the easy end and not enough at the difficult end. All
iterns have a good fit to the measurement model (within 15 percent of the expected
and observed values) except one within 40 percent (Item 47). Infit t (-0.03) and
outfit t (0.00} demonstrate a good fit of the teachers’ responses to the model. All
thresholds are ordered from low to high indicating consistency in teachers
responses to the items. The final sel of six items (listed in Table 4.4) formed an

acceptable scale for this study. The scale measure is depicted in Figure 4.3.
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Figure 4.3: Receptivity scale (measured in logits) for dependent
variable, Behaviour Intentions

“Paaitive Beluavioatr batentions towards SO8

+5.0 Login

+45.0 Logiis

+3.0 Logits

+2.0 Logits

+1.0 Logits

0.0 Logits

-1.0 Logits

-2.0 Logits

ngaﬁw: Behaviour Intentions towards SOS

L350 %8

A
AAKXXX

X

X

AARKAARRANANXEAXXXNE

A

AXXXXAANKNKX XN

A

KXXEXXXXKXXXX

KEXXXXXXXXXXXAXXXX
XXX

X
AXXXXAXXX

XXX

xx

XXX

Iificult items

ltetn 48 (UT)

lems 47 (UT), 49 (UT)
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tfrem 50 (MT)

Trenis 36 (MT), 48 (LT), 49 (MT)
ltem SO (LT)

liem 51 (LT)
ltem 47 {MT)

ltem 46 (LT)

Easy items

Notes:
. Each x represents one teacher.

L = 6 jtems and none were discarded.

S b -

The item difficulties and the teacher Behaviour Intentions are calibrated on the sanw scale. The scale is measured
in logits, which is the Jog odds of teachers agreeing with the items.
N = 106 teachers (19 cases with perfect scores and 1 case with a zero score were discarded).

Teacher Behaviour Intentions scores range from -1.2 1o +4.2 logits and the item difficulties range from -2.1 to +3.3.
All but item 47 it the model within 15% expected and observed responses. liem 47 fits within 40%,
The difficult itemns are at the top of the right-hand side of the scale.  Only teachers with strong posiive Behaviour

Inieations towards Student Quicome Statements can agree with these itlems. The easy items are at the botiom right-
hand side of the scale. Most 1eachers agree with these ilems,
7. UT = Upper Threshold (Agree to Strongly Agree), MT = Middle Threshold {Disagree to Agree) and LT = Lower
Threshold (Strongly Disagree to Disagree). Not all items have three thresholids due to missing responses for some

tems,
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Table 4.4: {tems used to obtain a measure for Behaviour Intentions

Item In my behaviour and commumication with others 1 will probably:
46 Actively oppose the use of 508

47 Say that SOS wre uselulb for momtonng student schievement

48 Say that SOS are useful for reporting sladent achievement (o parents
44 Say that SO8 are wsetul for planmimy teaching/learning programs
50 Say that SO8 are aot usetul tor schee] devetopment planmng

5l Avoid discusstng ivsues about the use of SOS

S08= Student Outcome Stiements

Behaviour

Behaviour is defined as attendance at. and participation in, meetings where Student
Outcome Statements issues are discussed and oral and written comments given
towards Student Outcome Statements. The final set of Behaviour items is given in

Table 4.5.

Table 4.5;: Items used to ohtain a measure for Behaviour

ltem Sratement

59 I have spoken in support of the use of SOS in forums such as statf or depanmental meetings

61 [ have attended meetings and professiunal development to improve my knowledge about the use of SOS
62 1 have refused to participate in forums which address the use of SOS

63 1 have shared my knowledge about the use of SOS with other teachers

64 | have provided writien feedback to Central Office or District Office personnel on aspects of SQS

S0S= Student Outcome Statements

The scale for Behaviour is set out in Figure 4.4 with the item difficulties calibrated
on the same scale with the Behaviour measure. The proportion of observed
variance estimated to be true is 0.67. This is lower than desired indicating that the
errors are large in comparison to the separation of the measures. The {it statistics
show a reasonably good fit; however, the negative value for the infit t indicates a
response pattern that fits the model too closely and the outfit t of +0.29 indicates

some ‘noise’ is present; that is, some items are measuring other aspects. The
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created scale has similar ranges for teacher scores and item difficulties although

there are not quite enough items al the difficult end of the scale.

Figure 4.4: Receptivity scale (measared in logits) for dependent
variable, Behaviour
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Notes:

l. Each x represents one wicher.

2. The item difficulties aml the teacher Behaviour are calibrated on the same scale. The scale is
measured in logits, which is the fog odds of teachers agrecing with the iems.

3. N = |24 1eachers (2 cases with perfect scores were discarded).

4, L = 6 jtems and none were discarded.

5, Teacher Behaviour scores range from -2.3 to +3.3 fogits and the item difficuities range from -1.9

1o +2.8. Five of the six items it the madel within 40%. of the expecied and observed responses.
Ttem 60 is a poor fit to the model,

6. The difficult items are at the 10p of the right-hand side of the scale. Only teachers with strong
positive teacher Behaviour towards Student Qulcome Statements can agree with these items,  The
¢asy items are at the bottom right-hand side of the scale.  Muost teachers apree with these dtems,

7. Each item has three thresholds: UT = Upper Threshold (Agree to Sirongly Agree), MT = Middle
Threshold (Disagree to Agree} and LT = Lower Threshold (Strongly Disagree o Disagree),

The scale has item estimates at reasonably uniform intervals except for item 60, at
the difficult end of the scale, which is a poorer fit in terms of the step from Agree
to Strongly Agree. The item fit scale shows that all other items fit the model
within 40 percent of the expected and observed responses. All thresholds are
ordered appropriately from low to high indicating consistency in teachers’
responses to the items. These results indicate that a reasonable scale has been
constructed. However, some improvements could be made by tnaling extra items.
The final scale consists of five items (see Table 4.5). The scale measure is

depicted in Figure 4.4

Definition and Measurement of the Group One Independent
Variables

The Rasch reliability and validity measures for the various scales that constitute
the group one independent variables are summarised in Table 4.6 and will be
discussed in the following section.

Table 4.6: Teacher statistics for the scales of the independent
variables (Group One)

Non-mongtary cost Alleviation of Tears Significant other Feelings compared

benefits and concerns support 1o the previous

systein

Mean 1.18 043 1.24 208
Std Deviation (Adj) 231 1.68 1.51 1.91
Separability 0.69 0.82 0.70 0.87
Infit Mean square 092 0.92 0.91 0.97
Qutfit Mean square 1.07 0.90 0.93 0.97
Infit t mean -0.17 -0.19 -0.02 0.12
Std Deviation L.07 1.35 0.93 141
Qutfit t mean 0.16 010 0.06 -0.05
Std Deviation 0.83 1.06 0.8 1.15
No of ltems 5 7 8 o
No of Teachers 107 122 103 12

Non-Fit llems None None None None
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Naotes:

2,
3

Lh

When ahe dita are compatible with the model, the expected values of the mean squares are
approximately | and the expected values of the (-scores are approxiately e,

Mein and Standard Deviation are the mean and standard deveation of the icacher scores.

Separtion indices represent the properion of observed vanance considered to be true. A value of |
represeats high separabibly and @& vifue of 0 represents low separabilily. A separability value of
0.9 ar more s sought for o good scale.

Iniit mean refers to mean sguares. unwerghted. snd should be ¢close to |,

Outlit mean refers 1o weighted mean squares. and should be clase 1o 1.

Infit t and outfit 1 refer to the normalised values using Wilson-Hilferty tanstormations, and should be
close to Q.

Non-menetary cost bencfits of Student Qutcome Statements

The final set of the non-monetary cost benefits items is given in Table 4.7.

Table 4.7: Items used to obtain a measure for non-monetary cost
benefits of Student Outcome Statements

Item Statement

28 In weighing up the balance between any extra werk generated for you by S0O8 and your satisfaction
with teaching, the use of SOS is worthwhile.

29 In weighing vup the balance between any extra work generaled for you by SOS and your home life.
the use of SOS is worthwhile,

30 In weighing up the balance between any exira work generated for you by SOS and beiter classroom
learning. the use of 508 is worthwhile,

31 In weighing up the balance between the problems for you and the total benefits for the student, the
use of SOS is worthwhile.

32 In weighing up the balance between any extra responsibility for student assessment and your
workload, the use of SOS is worthwhile.

S

08= Student Outcome Statements

Non-monetary cost benefits of Student Outcome Statements are defined as the

extent to which the Student Qutcome Statements are considered to be worthwhile

in weighing up the balance between extra work generated by Student Outcome

Statements and satisfaction with teaching, home life, better student classroom

learning; the total problems and the total benefits for the students and any extra

responsibility for student assessment and work load.
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‘igure 4.5: Receptivity scale (measured in logits) for independent

variable, non-monetary cost benefits of Student Outcome Statements
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Each x represents two (eachers.

The item difficulties and the non-monetary cost benefits for the teacher are calibrated on the same
scale. The scale is measured in logits which is the log odds of teachers agreeing with the ilems,

N = 107 teachers {16 cases with perfect scores and 3 cases with zero scores were discarded),

L = 5§ items and none were discarded.

The non-monetary cost benefits scores for the teacher range from -2.7 10 +3.1 logits and the item
difficulties range from -2.9 10 +2.9. All items fit the model within 40% of the expected and observed
responses.

The difficult items are at the top of the right-hand side of the scale. Only teachers who believe that
there are strong positive non-monetary cost benefits of Student Ouicome Statements can agree with
these items. The easy items are at the bottom right-hand side of the scale. Most teachers agree with
these items.

UT = Upper Threshold {(Agree to Strongly Agree), MT = Middie Threshold (Disagree to Agree) and LT
= Lower Thresheld (Strongly Disagree to Disapree). Not all items have three thresholds due to
missing responses for some items.
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The scale for non-monetary cost benelits of Student Oulcome Statements is
shown in Figure 4.5 with the item difficultics and the non-monetary cost bencfits
of Student Qutcome Statements calibrated on the same scale. The proportion of
observed variance estimated to be true is 0.69. This is lower than desired
indicating that the errors are large in comparison to the separation of the measures.
The created scale for non-monetary cost benefits could be improved by including
more difficult items and by increasing the number of items. There was a
reasonably good fit of teacher responses to the model indicated by infit t (-0.17)
and outfit t (0.16); however, the negative value for the infit t indicates a response
pattern that fits the model too closely (see Table 4.6). This suggests that some
item responses are dependent. All items fit the measurement model within 40
percent of the expected and observed responses. The low to high ordering of the
thresholds evident in Figure 4.5 indicates consistency in teachers’ responses to the
items. The final scale for non-monetary cost benefits of Student Outcome
Statements is considered to be reasonable and consists of five items that are shown

in Table 4.7. The scale measure is depicted in Figure 4.5.

Alleviation of fears and concerns

Alleviation of fears and concerns is defined as opportunities by teachers to raise
issues and concerns at meetings, to obtain advice from senior personnel, to be
supported at the school and to have discussions with colleagues whenever there
are problems with Student Outcome Statements. The final set of items for
alleviation of fears and concerns is given in Table 4.8, The scale for alleviation of
fears and concerns is shown in Figure 4.6 with the item difficulties and the
alleviation of fears and concerns calibrated on the same scale, The scale created for
alleviation of fears and concerns has a fairly well calibrated distribution of teacher
scores and item difficulty. Outfitt(-0.10) and infit t (-0.19) indicate a good fit of
teachers’ responses to the model (see Table 4.6) particularly since the infit (0.92)
and outfit (0.90) mean squares are close to 1. Most of the items fit within 50
percent of the expected and observed responses but item 57 is a poorer fit and was

discarded from the final scale. The created scale has similar ranges for teacher
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scores and item difficulties although more items at the moderate range of the scule

nuay improve the measure.

Figure 4.6: Receplivity scale (measured in logits) for independent
variable, alleviation of fears and concerns
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§. Each x represents one teacher,

The item difficalties and the alleviation of fears and concems of the teachers are calibrated on the same seale. The
scale is measured in logits. which is the log odids of teachers agrecing with the items.

N = 122 teachers (3 cases with perfect scores and | case with o zero score were discanded),

L =7 items and none were discarded.

The alleviation of fears and concerns scores of the cachers range from -2.8 10 +3.7 logits and 1he itens difficultics
range from -2.9 10 +3.5, Six of the seven itemns fit the mode) within 50% of the expected and observed responses.
Item 57 is considered to be a poor fit 1o the model,

e
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6. The difficult iteans are at the wop of e ght-hand side of the seade. Ouly teachers who fell that there was strong
allevialion of fears and cancerns can agree with these ity The cavy items e at the batton righi-hamd side of the
scale,  Must weachers agree with these e,

7. Each itew has ihree thresholds: UT = Upper Fhresholif (Agree 1o Strongly Agiee), MT = Mildte Thiseshold
(Disagree 10 Agree) and L1 = Lower Threshotd (Sirongly Disagree 1o Disapree)

The construct validity of the scale for alleviation of fears and concerns, as
mcasured by the separability index (0.82), was acceplable for this study. All
thresholds are ordered from low to high indicating consistency in teachers’
responses to the items. The final scale consists of six items shown in Table 4.8
and the scale measure is depicted in Figure 4.0.

Table 4.8: Items used to obtain a measure for alleviation of fears and

coticerns

Ttem Statement

52 There ar¢ regular school meetings at which 1 can raise my concems about 508

53 Whenever there are SOS problems there is a senior person at this school to whom 1 can tum for
advice

54 There is a good general school support whenever | have problems with the implementation of
S0S in the classroom

55 There is at least one school person with whom [ can 1alk akout any prablems associated with
S0S

56 Any concerns [ have about SOS can be solved informally in general conversation al school

58 I can access District Qffice support to oblain advice ahout SOS

SO8= Student Qutcome Statements

Significant other support for Student Qutcome Statements

Significant other support for Student Outcome Statements is defined as the extent
to which teachers felt that significant people such as the principal, deputy
principals, superintendents, heads of department and their colleagues supported
Student Outcome Statements. The final set of significant other support for
Student Outcome Statements items is given in Table 4.9. The scale for significant
other support for Student Qutcome Statements is presented in Figure 4.7 with the
significant other support for the Student Outcome Statements and the item

difficulties caltbrated on the same scale.

The reliability of the scale for significant other support as indicated by the
separability index, is 0.70. Separability needs to be closer to | and could be
improved with the inclusion of more items in the moderate to difficult category.
All thresholds are ordered from low to high indicating consistency in teachers’

responses to the items, Outfit t (0.06) and infit t (-0.02) indicate a good fit to the
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model, with their respective mean squares being close to | (see Table 4.6). On the

created scale the teacher responses and item difficulties are fairly well calibrated.

The item fit needs some improvemenlt, with items 41 and 43 being close to the 60

percent level of variation between the observed and the expected response pattern,

consequently these items are not included in the final scale which consists of six

items (see Table 4.9). The scale measure is illustrated in Figure 4.7.

Figure 4.7: Receptivity scale (measured in logits) for independent
variable, significant other support for Student Qutcome Statements
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Notes:

Each x represents one leacher.

2, The item difficalties and the teacher support from athers are calibrated on the same scale,  The seale
is measured in logits, which is ihe Jog odds of teachers agrecing with the ilems.

3. N = 103 weachers (23 cases with perfed scores were discarded).

4. L =8 items and none were discarded.

5. Teacher significant other support scores runge [rom -2.5 10 +3.5 logits and the item difficelties
range from -2.8 10 +4.0. Five ol the eight items {10 the model within 40% of the expected and
observed responses. [tem 44 fits within 30% and items 43 and 44 within 60%.,

6. The difficull items are at the 10p of the right-hund side of 1he seale. Only those teachers who feel
they receive high support from others can agree with these items.  The easy itlems are at the botiom
right-hand side of the scale. Most teachers ggree with these ftems,

7. UT = Upper Threshold (Agree 1o Strongly Agree), MT = Middle Threshold {Disagree to Agree) and LT
= Lower Threshold (Strangly Disagree 1o Disagree),  Not all ilems have three thresholds due to
missing responses for some items.

Table 4.9: Items used to obtain 2 measure for significant other
support for Student Qutcome Statements
ltem Statement
348 The principal at this school suppons SO8
39 Mos! 12achers in this department support SOS
40 My closest colleague at this school does not suppon SOS
42 Most teachers in this school support SOS
44 A deputy principal at this school suppons SOS
45 The HOD/TIC in my main teaching area school supports SOS

S0O8= Swdent Outcome Statements HOD= Head of Depariment  TIC= Teacher in Charge

Feelings compared to the previous system (Unit Curriculum)

Feelings compared to the previous system (Unit Curriculum) are defined by a

series of comparisons, which are drawn between the use of Student Qutcome

Statements and the previous system. They are defined by teacher feelings as to

whether Student Outcome Statements provide for better student learning, more

relevant content and more varied experiences for the students; whether Student

Outcome Statements allow for better classroom management, better judgements to

be made about student leamning achievements, better description of student

learning, more relevant leaming experiences for students to be planned, and

whether Student Outcome Statements address the needs of individual students.

The final set of items that constitute feelings compared to the previous system is

given in Table 4.10.
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The scale for feelings compared to the previous system is shown in Figure 4.8
with feelings compared to the previous system and the item difficulties calibrated

on the same scale.

The separability (0.87) for the dependent variable, feelings compared to the
previous system, indicates good reliability of the scale for this study. Al
thresholds are ordered from low to high indicating that there is good consistency in
the responses to items in this scale. There was a good fit of the teachers’
responses to the measurement mode! indicated by infit t (-0.12) and outfit t (-
(.05) and the mean squares were both close to 1 (see Table 4.6). The created scale
has a fairly good calibrated distribution of teacher scores and item difficulty. Eight
of the ten items fit within 30 percent of the expected and observed responses.
[tems 22 and 23 were a poorer fit to the model and were not included in the final
scale. The final scale consists of the items listed in Table 4.10. The scale measure

for feelings compared to the previous system is shown in Figure 4.8.

Table 4.10: Items used to obtain a measure for feelings compared to
the previous system

Item In comparison to the Unit Curriculum, the use of Student Oulcome Statements
allows me o

18 Provide for better student learning

19 Manage my classroom helter

20 Provide more relevant content

2t Acldress the need of individual students better

24 Make better judgements about student fearning achievement

25 Plan more relevamt learning experiences for my students

26 Demonstrate my accountability

27 Report more effectively on student achicvement
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Figure 4.8: Receptivity scale (measured in_logits) for dependent
variable, feelings compared to the previous system (Unit

Curricuelum)
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I.
2.

Each x represents one teacher.

The item difficulties and the teacher feelings compared to the previous sysiem are calibrated on the
same scale. The scale is measured in logits, which is the log odds of teachers agrecing with the
items.

. N =112 teachers (13 cases with perfect scores and 1 case with a zero score were discarded),

L = {0 items and none were discarded.

Teacher feelings compared to the previous system scores range from -2.3 to +3.9 logits and the item
difficulties range from -2.4 to +3.5. Eight of the ten items fit the model within 30% of the expected
and observed responses. llems 22 and 23 are a poor fit to the model.

The difficult items are at the top of the right-hand side of the scale. Only teachers with strong
positive feclings towards the previous system can agree with these items. The casy items are at the
bottom right-hand side of the scale. Most teachers agree with these items,
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7. UT = Upper Threshold (Agree to Stroagly Agree), MT = Middle "Threshold (Iisagree 10 Agree) and LT

= Lower Threshold (Strongly  Disagree 1o Disagree). Not oll dlems have three thresholds due to
missing responses for sone items.

Definition and Measurement of the Group Two Independent
Variables

The Rasch reliability and validity measures for the various scales that constitute
the group two independent variables are summarised in Table 4.11 and will be

discussed in the following section.

Table 4.11: Teacher statistics for the scales of the independent
variables (Group Two)

Shared Cohesiveness Team Involvenm Teacher Teacher

teaching goals teaching in decision-  colluboratian learning

making opportunilics

Mean .58 1.12 .04 1.41 1.40 1.20
S1d Deviation 1.29 (.80 238 1.31 1.19 1.18
Separability {178 N7 0.81 0.8¢ .78 HE]|
Infiy Mean squate 1.6l 1.05 0.70 1.00 .05 056
OQutfit Mean square 0.07 1.02 1.26 {199 1.12 196
Infit t mean -0.14 -0.04 0.02 -0.04 -0.05 -0.23
Std Deviation 1.47 1.56 0,95 1.24 [ 40 .57
Qutfit 1 mean -0.08 010 0.34 (3L.00 0.4 018
Std Deviation .14 1.25 L.R9 1.05 1.21 1.29
No of Items 9 12 7 ) 3 14
No of Teachers 122 123 122 17 122 124
Non-Fit liems None None None None None None

Noles:

[. When the data are compmible with the model. the expected values of the mean squares are approximately | and
the expected values of the 1-scores are approximately zero.

Mean and Standard Deviation are the mean and standard devintion of the teacher scores.

Separation indices represent the proportion of observed variance considered 10 be true. A value of | represents
higl-:isep:;mbi]ity and a value of 0 represents fow separability. A separability value of 0.9 or more is sought for 2
good scale,

Infit mean refers to mean sguares, unweighted, and should be close 10 1.

Outfit mean refers to weighted mean squares, and should be close to 1.

Infit t and outfit t refer io the normalised values using Wilson-Hillerty transformations, and should be close 10 0.

wh bt

-V FS

Shared teaching goals

Shared teaching goals are defined by the extent to which teachers at the department
and the school level agree on, and share outcomes students should be achieving,
share a high level of commitment to student learning and have similar values and
philosophy of education. The final set of items used to measure shared teaching

goals is given in Table 4.12.
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Table 4.12: Items used to obtain a measure for shared teaching goals

ltem Statement

In this department:

B? The teaching swlt agree on the outeomes our students should be achieving
88 Teachers do not share a high level of commitment 10 studen! learning
8Y The vadues and philosophy of education of the HODITIC are similsr to those held by the

other teachers

90 There are explicit departivental guidelines ahout the things teachers are to emphasis in
their teaching

in this school:

92 Teachers share a high level of commitment to student learning

93 Most teachers have vatues and philosophics of cducation similar to my own
94 The teaching staff agree on the outcomes our students should be achieving

95 The values and philosophy of education of the principal are similar 10 my own

HOD= Head of Department  TIC= Teacher in Charge

The scale for shared teaching goals is given in Figure 4.9 with shared teaching goals
and the item difficulties calibrated on the same scale. A good fit of teacher
responses to the measurement model is indicated by infit t (-0.14) and outfit t (-
0.08) though the negative values for both suggest that some items in the scale for
shared teaching goals may be interdependent and (see Table 4.11). Seven of the
original nine items fit the model within 30 percent of the expected and observed
responses. Item 89 fits the mode! within 40% to 50%. Item 90 has a poor fit to
the model and was not included in the final scale for the shared teaching goals (see
Table 4.12). The index of separability (0.78) for the shared teaching goals scale
indicates an acceptable level of reliability, though a value closer to 1 would be
desirable. The scale created has similar ranges for teacher scores and item
difficulties; however, there could be fewer easy items and more in the moderate
difficulty range. The consistency of teachers’ correct use of item response
categories is indicated by the thresholds, which are all ordered appropriately from
low to high. These results indicate that a reasonable scale has been constructed.
Eight items make up the final scale for shared teaching goals (see Table 4.12) and

Figure 4.9 depicts the scale measure,
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igure 4.9: Receptivity scale (measured in logits) for independent

variable, shared teaching goals
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1. Each x represents onc teacher,

2. The item difficulties and the shared teaching goals are calibrated on the same scale.
measured in logits, which is the log odds of teachers agrecing with the items.

3. N =122 teachers (4 cases with perfect scores were discarded).

4. L =9 items and none were discarded.

5. The shared teaching goals scores range from -2.2 to +4.0 jogits am the jtem difficultics range from -
2.9 to +3.5. Seven of the nine ilems fit the model within 30% and onc within 40% w 50% of the
expected and cbserved means. Item 90 is a poor fit to the model.

The scale is
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6. The dilficult items are at the top of the right-hand side of the scale. Only teachers with high shured
teaching gouls cun agree with these items, “The casy items are at the bottim right-hand side of the
seide. Most feachers apree with these ilems.,

7. Euch item has three thresholds: UT = Upper Threshold (Agree (o Strongly  Agree), M1 = Middle
Threshold (Disugree to Agree) and LT = Lower Threshold (Strongly Disigree to Disagree),

Cohesiveness

Cohesiveness is defined by how closcly teachers work together at the department
and at the school level. This involves teachers knowing about what goes on in
each others’ classrooms, acceptance of what they do by others, taking
responsibility for what goes on in the school and/or the department and regular
communication between colleagues. The final set of items used to measure

cohesiveness is shown in Table 4.13,

Table 4.13: Items used to obtain 2 measure for support for
cohesiveness

ltem  Statement

In this department:

96 Maost of the teachers know what [ do in my classroom

97 I tend to do things thm are likely 10 be avcepted by only a few teachers in my depanment
98 | feet that what goes on in this depariment is my responsibility

100 liend to do things that most teacher in my depannment don't understand

101 | work for days without talking to colleagues about my teaching

In this school:

102  Mosi of the other teachers don't know what [ do in my classroom

[03  Most of the other teachers know what my teaching goals are

104  |tend to do things that are likely 1o be accepied by only o few teachers in my schoal
105  Itend to do things that most of the teachers in my school don’t understand

106 | fecl that what goes on in this school is my responsibility

107 ) work for days without tatking 1o colleapues about my 1¢aching

The scale for cohesiveness is presented in Figure 4.10 with cohesiveness and the
item difficulties calibrated on the same scale. In the cohesiveness scale, the
proportion of observed variance estimated to be true is 0.71. This is lower than
desired indicating that the errors are large in comparison to the separation of the

measures.
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Figure 4.10: Receptivity scale (measured in logits) for independent

variable, cohesiveness
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Each x represents one teacher,

2, The item difficulties and the cohesiveness are calibrated on the some scale. The scale 1s measured in
logits, which is the log odds of teachers agrecing with the items,

. N =123 teachers (3 cases with perfect scores were discarded).

L = 12 jierss and none were discarded,

. Teacher cohesiveness scores range from -1.5 10 +3.6 logits and the item difficulties range from -2.8
to +3.3. Except for item 98 the other eleven items fit the modet within 40% of the expected and
observed responses. ltem 98 is 2 poor fit 1o the model and required review,

6. The difficult items are at the top of the righi-hand side of the scale. Only teachers with high

cohesiveness can agree with these {tems. The easy items are at the bottom right-hand side of the
scale. Most teachers agree with these items.
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7. Each item has three threshiolds: UT = Upper Threshold (Agree w0 Strangly  Agree). MT = Middle
Threshold {Disugree o Agree) und L'T = Lower Threshold (Strongly Disagree 1o Disagree).

The ranges for teacher scores and item difficulties in the created scale need to be
closer. In order to improve the range of scores and lower the errors more difficult
items need to be included and the number of easy items reduced. Infit t and outfit
t values indicate that the fit of teachers’ responses to the model is good (see Table
4.11), although the standard deviation for infit t (1.56) should be closer to 1.
Both t values are negative which suggests that responses to some items are
interdependent. All items fit within 40 percent of the expected and observed
responses except for item 98, which has a poorer fit. The low to high ordering of
the thresholds evident in Figure 4.10 represent the increasing receptivity needed to
answer from each response category to the next one. The final scale consists of

eleven items (see Table 4.13) and the scale measure is iilustrated in Figure 4.10.

Team teaching

Team teaching is defined by levels of enjoyment of the sharing of team teaching
responsibilities, the value placed on team teaching, the perception that team
teaching is best for students and a positive attitude to sharing team teaching
responsibilities. The final set of items used to measure team teaching is shown in

Table 4.14.

Table 4.14: Items used to obtain a measure for team teaching

ltem Statement

109 | enjoy team teaching responsibilitics
i10 I value teqn teaching

111 There should be more teant teaching
113 Team teaching is best for students
114 Students prefer team teaching

115 I like 1o share team teaching responsibilities with other teachers
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Figure 4.11: Receptivity scale (measured in logits) for independent
variable, team teaching
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"1, . . Each x represents one leacher,
“2. - Theitem difficulties and the level of team teaching are calibrated on the same scale, The scale is

measured in logits, which is the log odds of teachers agreelng with the items.
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e

N = 122 teachers (2 cases with perfect scores aned 2 cases with 2ero score were discarded).

L =7 iiems,

5. Team teaching sceres range from 2.8 to +2.5 logils and the ilem difficuities rnge from 2.9 1o
+3.2. None of the iems are i good (il 10 the model and this set of items requires review.  Hem
113 is a very pour fil,

6. The difficult ilems arc ai the wp of the right-hand side of the scale. Only 1eachers wilh strong
posilive feelings 1owards team teaching can agree with these ilems.  The easy ilems are al the
bottom right-hand side of (he scale. Most teachers agree with these flems,

7. Each item has three thresholds: UT = Upper Threshald (Agree 1o Strongly Agree), MT = Middle

Threshold (Disagree to Agree} and LT = Lower Threshold (Strongly Disagree to Disagree).

-

The scale for team teaching is shown is Figure 4.11 with team teaching and the
item difficuities calibrated on the same scale. The reliability for the team teaching
scale, as measured by a separability value of 0.81, was good. All thresholds are
ordered from low to high indicating consistency in teachers’ responses to the
items. Infit t (0.02) and outfit t (0.34), along with an infit mean square of (.70 and
an outfit mean square of .26, indicate a poor fit of teachers’ responses to the
measurement model (see Table 4.1). The infit means should be closer to 0 and
those for the mean squares should be closer to 1. The item fit scale does not show
a good fit to the model. None of the items are a good fit to the model and one item
(113) a very poor fit. The final set of six items (listed in Table 4.14) formed the
scale for this study; however, the team teaching scale needs a major overhaul. It
may be improved by reducing the number of difficull items and by constructing

and trialing a range of new items. Figure 4.11 illustrates the scale measure.

Involvement in decision-making

Involvement in decision-making at the department and the school level is defined
by teacher, head of department, principal or deputy principal’s participation in
the modification of the curriculum to meet student’s needs, the selection of
instructional materials and resources, determining appropriate instructional
~ methods and in the selection of content and type of professional development.
The fi_'rial set of items used to measure involvement in decision-making is shown in

Tabled.Is.
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Table 4.15; Items used to obtain a measure for support for
involvement in decision-making

liem Stalenmemt

In this department:

77 Teuchers participaie in selecting instructional materjals/resources

78 Teachers participaie in determining the contenl of the PD sessions we have

79 Teachers do nol participate in determining appropriate instructionai methods

80 The HOD/TIC participates in instructional related decision-making with the teachers

g1 Teachers are encouraged by the HOD/TIC to modify the curriculum to meel students’ needs
82 I am involved in decisiens which are related 10 1he use of 508

In this school:

83 Teachers are encouraged by the principal 1o modify the curriculum 1o meel siudents’ needs

84 Teachers participate in determining the type of whole school PD we have

83 [ am involved in decisions outsice of my deparment which are related to lhe use of SOS

86 Teachers are encouraged by a depuly principal 1o modify the curriculum to meel students’ needs

S08= Student Qutcome S1atements HOD= Head of Department  TIC= Teacher in Charge

PD= Professianal Development

The scale for involvement in decision-making is set out in Figure 4.12 with the
item difficulties calibrated on the same scale with the involvement in decision-
making measures, For the decision-making scale, the infit t mean is close to zero,
the outfit t is zero, the infit and outfit standard deviations are close to 1, the infit
mean square is 1, the outfit mean square is 0.99 (see Table 4.11). These data
indicate there is a very good fit of teachers’ responses to the measurement model.
All items fit within 40 percent of the expected and observed responses. The
separability (reliability) of the decision-making scale is considered good (0.81),
though a value closer to 1 would be better. The created scale shows a good
distribution although there could be some more difficult items and fewer easy
items. All thresholds are ordered from low to high indicating consistency in
teachers’ responses to the items. The final scale for decision-making consists of
ten items (listed in Table 4.15) and the scale measure is depicted in Figure 4.12.

The decision-making scale is acceptable for this study.
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Figure 4.12: Receptivity scale (measured in logits) for independent
variable, involvement in decision-making
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Notes:
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measured in logits, which is the log odds of eachers agreeing with the items.
3, N =117 teachers (9 cases with perfect scores were discarded),
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UT = Upper Threshold (Agree to Sirongly Agree). MT = Middle Threshold (Disagree 10 Agree} and LT = Lower
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all flems have three thresholds due to tnissing responscs for some
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Teacher collaboration

Teacher collaboration at the department and the school level is defined by teacher
involvement in the sharing of ideas and tcaching resources and in seeking/giving
advice and support from/lo other teachers in solving (eaching related problems.
The final set of items used to measure teacher collaboration is shown in Table

4,16.

Table 4.16: Items nsed to obtain a measure for teacher collahoration

Item Statement

In this departnent:

66 I share teaching resources/niaterials with other teachers

67 I do not give support 1o other teachers when they are having problems in their leaching

68 1 share Icaching ideas with other tcachers

69 1 can get advice from other 1eachers if 1 have a teaching problem

70 Teachers seek my advice about their teaching problems

In this school:

71 I give support 10 teachers not in my department when they are having probleins with their teaching
72 [ share teaching resources/materinls wilfy teachers who are not in my depariment

73 Teachers who are no1 in my departmeni seek niy advice about their eaching problems

74 If I have a teaching problem I can get udvice from teachers who are not in my department
75 I don’t offer advice to teachers about their teaching unless [ am asked for it

The scale for teacher collaboration is shown in Figure 4.13 with teacher
collaboration and the item difficulties calibrated on the same scale. The
separability (0.78) measure for the teacher collaboration scale is acceptable but
could be improved. The created scale of item estimates has a good distribution,
although there are too many items at the easy end. The low to high ordering of all
thresholds evident in Figure 4.13 indicates consistency in teachers’ responses to
the item. The fit to the mode] indicated by infit t (-0.05) and outfit t (0.04) was
good. Both weighted and unweighted mean squares were close to 1, also indicating
a good fit of the teachers’ responses to the measurement model (see Table 4.11).
Most items fit within 30 percent of the expected and observed responscs,
however, two items are within 40 and one within 50 percent. Item 7S, in
_Ipa.rtic'ular, within 50 percent, is not as good a fit as the others. The scale measure

is shown in Figure 4.13.
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Figure 4.13: Receptivity scale (measured in logils) for independent
variable, teacher collaboration
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Notes:

I. Each x represents one teacher,

2, The ltem difficulties and the teacher coltaboration are calibrated on the same seale, The seale is measured in logits,
which is the log odds of teachers ngrecing with the items,

3. N =122 teachers (3 cases with perfect scores and | case with a zero score were discarded),

4. L= Il items and none were discarded,

5. Teacher collaboration scores range from - 1.6 to +3.5 logits and the it difficultics range from -2,7 to +3.8. Bight of
the eleven items fit the model within 30% ond two items fit the model within 40% of the expected and obseryed
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6. The difficult items are at the top of the right-hand side of the scale, Only teachers with strong collaboration can
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?l

UT = Um)er Thresholil {Agree to Strongly Agree), MT = Middle Threshold (Disagree w Agreey und LT = Lower
Threshold {

: Strongly Disagree to Disagree). Not all jtems have thiee thresholds due to nissing responses for some
fems,
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Teacher learning opportunities

The variable, teacher lcarning opportunities is defined by whether the department
and the school provide and encourage lcarning opportunities for all tcachers and
support for teachers experiencing difficulty. Learning and implementing new ideas
introduced at school/departmental professional development sessions is an
example. The final set of items used to measure teacher learning opportunities is

shown in Table 4.17.

Table 4.17: Items used to obtain a measure for teacher learning

opportunities
[tem Statement
In this department:
117 When teachers are not doing a good job, the HODYTIC works with them o improve their skills
118 The HOD/TIC provides suggestions ta help teachers improve their performance
119 Other teachers encourage me 10 try out new deas
120 The HOD/TIC provides support materials to help weachers
12] I do not have opporturities to learn new things
122 The HOD/TIC encourages teachers 10 try oul new ideas
In this school:
123 Other teachers encourage me to iry out new ideas
124 When teachers are not doing a good job, the principal works with them to improve their skills
125 [ do not have epporntunities to learn new things
126 The principal cncourages me (o try out new ideas
127 When teachers are not doing a good job, the deputy principal works with them to iinprove their skills
128 New ideas presented al whele school professional development sessions are implemenied by teachers
129 The deputy principal encourapes e [o try new ideas

HOD= Head of Department  TIC= Teacher in Charge

The scale for teacher learning opportunities is shown in Figure 4.14 with teacher
learning opportunities and the item difficulties calibrated on the same scale.
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Figure 4.14: Receptivity scale {(measured in logits) for independent

variable, teacher learning opportunities
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5. Teacher leaming opponunitics scores rnge from -2.4 o +3.5 logits and the it difficalies range frony -2.7 o + 3.8
ltem 116 is a poor fit tohe model. “The wther thirteen ilems 01 the model witiin J0% ol 1he expected and ohserved
FCSPUNSLS.

f. The dillicult jlems are an the top of the righi-band side of the seale. Only 1eachers with Many learning, opporiunities
can agree with these items, The easy items are ol the bonons right-hand side of the scale. Mose teachers agree wills
these items.

7. Each tien has three thresholds: UT = Upper Threshold (Agree 10 Sironply Agree). MT = Mididle Threshidd
{Disagree to Aprer) and LT = Lower Threshold (Strongly Disugree to Disagree).

For the teacher lcarning opportunitics scale, infit t (-0.23) and outfit 1 (-0.18),
being close to 0 and both mean squares (0.96) being close to 1, indicate a good fit
of the teachers’ responses to the model, although the standard deviation for infit t

(1.57) shouid be closer to 1 (see Table 4.11).

The negative infit t and outfit t values suggest that some items may be
interdependent. The created scale has both too many difficult items and too many
easy items. All items fit within 30 percent of the expected and observed
responses except for item 116, which has a poor fit. The construct validity of the
teacher leamning opportunities scale is satisfactory and separability is 0.81 (see
Table 4.11). All thresholds are ordered from low to high indicating consistency in
teachers’ responses to the items. The final set of items for the teacher learning
opportunities scale consists of the ten items listed in Table 4.17. The scale

measure is shown in Figure 4.14,

Summary

Before testing the hypotheses, it was necessary to investigate the psychometric

properties and the conceptual design of the variables. Item analysis was

undertaken to ensure that the aggregation of items into the proposed scales

satisfied the necessary criterta to form acceptably valid and reliable scales. The

item analysis was undertaken using a Extended Logistic Model of Rasch for

ordered response items, such as the Likert scale and Semantic Differentials, used in

the instrument designed for this study., The analysis involved the following

processes:

¢ an cvaluation of whether each item functions as intended;

o an estimation of the relative position (difficulty) of each valid item along the
scale;
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e an evaluation of whether cach teacher's responses lorm a valid response
patiern;

e an estimation of each teacher’s relative score (perception) on the scale;

e calibrating the teacher scores and the item scores together on a common scale
defined by the items, with a constant interval {rom one end of the scale to the
other so that their numerical values mark off the scale in a linear way;

o calculating the numerical values with standard errors which indicate the
precision of the measurements on the scale; and

o checking that the items remain similar in their function and meaning from

teacher to teacher so that they are seen as stable and useful measures.

As a result of the validation and reliability processes described above, the scales
created for the dependent variables Overal] Feelings, Attitudes, Behaviour
Intentions and Behaviour were acceptable for this study. However, all the scales
would need to be improved for further research. For the group one independent
variables, the acceptabie scales were; non-monetary cost benefits, alleviation of
fears and concerns, significant other support, and feelings compared to the
previous system. For the six group two independent variables, the acceptable
scales for the study were: shared teaching goals, cohesiveness, team teaching,
involvement in decision-making and teacher learning opportunities. As mentioned

before, all the scales need further development work for further research.

The next chapter, Chapter five, describes the sample and data collection process
and provides details obtained from a preliminary analysis of the characteristics of

the sample in terms of teachers and schools.
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CHAPTERS
SAMPLE, DATA COLLECTION AND PRELIMINARY
QUALITATIVE DATA ANALYSIS

Introduction

This chapter discusses the characteristics of the sample of teachers and schools,
the process used for the collection of the data on teacher receptivity towards the
use of Student Qutcome Statements and outlines the preliminary analysis of the
data. The analysis has been undertaken in accordance with the model (see Chapter
three) and details the responses for the dependent variable, teacher receptivity
towards Student Qutcome Statements, which is measured by Overall Feelings,
Attitudes, Behaviour Intentions and Behaviour., Preliminary analysis has been
undertaken of both the group one and group two independent variables. The
analysis includes individual item information and material from the open-ended
question. The reporting of the preliminary analysis data is essentially qualitative

in nature.

Sample

All 90 government high and senior high schools in Western Australia were invited
to participate in the survey. From these schools 140 teachers completed
questionnaires that were returned from 34 different schools. Fourteen of these
questionnaires were invalid as teachers ignored the instructions and completed
them for classes of Year 11 that were using the Secondary Education Authority’s
Common Assessment Framework. They were excluded from the sample. The
126 valid questionnaires came from 30 different government secondary schools
across Western Australia. The sample showed that nearly 43% of the
respondents had participated in the trial. Given that only 25 senior high schools
and possibly some 120 secondary teachers from those schools throughout the
system had been part of the trial, it is considered that the 126 valid responses
from the 30 schools was a good response and there does not appear to be any

reason why this is not a representative sample. Work on the Student Qutcome
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Statements in English and Mathematics had begun in the carly ninetics and it was
expected that a large number of responses would come from these two areas. The
majority of responses came from the English Leaming Arca (32), liteen from the
Mathematics Learning Arca, lourteen from Ilealth and Physical Education and a

small number from cach of the other Learning Arcas.

Characteristics of the Sampie

Size and type of school

The questionnaires came from a variety of schools including about half from
metropolitan schools and half from country schools and just over one third came
from schools that were classed as disadvantaged. Table 3.1 provides details of the
number of respondents from each school size category classitied according to
student numbers. School size, based on student numbers. varied from schools of
less than 300 students to schools of between 1200 and 1500. The greatest number
of respondents (35%) came from schools with enrolments of 600-799. Teachers
from schools with less than 300 made up 19.8% of the sample and those from
schoo”, with 800-999 accounted for a further 19%. The lowest response rate

(0.8%) was from schools with a population of 1000-1199,

Table 5.1: School size

School size Frequency Pereent Valid percent Cumiatne
percent
Tess than 300 35 0.8 SN hiT R
300 - 599 14 1. 1.5 na
600 - 799 44 MY .t 620
ROG . 999 24 190 19.7 87172
100G - 119 | 08 08 REA
1200 - 3499 14 it Lok L)
Valid Total 122 %4 oo
Missing 4 32

Total 126 16530
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Number of respondents

Thirty schools provided 126 respondents; 12 schools had only one respondent,
nine schools had between 1wo and five respondents. six schools had between five
and seven. One school had 12 respondents. another 13 and the Jargest number for
a single school was 25 (see Table 5.2). Ten per cent of the questionnaires
represented individual, single responses from cach of 12 schools. The other 18
schools had more than one respondent and three of these schools had ten or more

teachers who responded.

Table 5.2: Number of questionnaires and respondents per scheol

Number of schools Nuinber of guestonnares Sumber of 1espundents
2 ] 2
9 2.4 9
6 57 s
1 12 12
| 13 i3
I 25 2%
30 126 126

Teaching status, age and sex

Table 5.3 shows that just under two thirds of the respondents were classroom
teachers (65.1%) with no responsibilities in administration. Over 26% had
administrative responstbilities being either Heads of Department or Teachers-in-
charge of subject areas. The respondents were made up of Heads of Department
(19.8%), Teachers-in-Charge of Subjects (7.9%), classroom 1cachers (65.1%) and
other teachers such as teacher librarians (7.1%) (see Table 3.3). Thirtv-five per
cent of the respondents were male and 63% female. The sample attracted a
younger group of teachers than the average state age of approximately 42
(Education Department, 1999). Over 60% of the respondents were below the age
of 40. Some 28% were aged between 41 and 50 and approximatelv the same
number were aged between 20 and 30. Overall the group was aged berween 20 and

over 61 years (see Table 5.4).
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Table 5.3: Teaching status

86

Stafus Frequency Percent Valid Percem Cumulattve percent
Head of Deparrment R L3 VL] g
Teacher-in- Chae ge HY 7Y 1Y 27
Teacher 82 [N (59 924
(het Yy 1 71 ¥
Valid Towal 12 153 4) LT
Tinal 124 6o
Table 5.4: Teachers’ age
Age Frequency Percent Valid percent Custulutive
percent
S 1} LR 27 g 2510
3l X 2 1y 153 632
31 S0 W klLa ) BE 924
51 6l) 9 T 72 Y92
6l - | K ) JE42]]
Valid Toal 125 vy 2 1000y
Miwang | %
Toual 124 1651 6)

Years of teaching experience

The sample included a range of inexperienced and expenenced teachers whose

classroom involvement varied from one year to over 30 vears. The largest number

of teachers had between 11 and 20 vears of expericnce with over 13% having

between 21 and 30 vears of experience.

Teachers with less than five vears

experience accounted for almost 30% of the respondents (see Table 5.3).

Table 5.5: Years of teaching experience

Years Frequency Percent Vahd perceni Cunmiatne

_percent

Jess than | 5 30 40 Xy

P - 2 1 79 79 11¢

3 -5 n 175 175 Y

6 - 0 26 e X6 G

.20 Y 124 325 824

2% i} 159 159 ax 4

3+ 2 16 16 HL{EA
Vahid Towal 126 100.0 00 0
Toaal 126 1000 HiL
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Data Collection

Yackages contaiing questionnaires for teachers and instructions for principals and
teachers, were prepared for each secondary school and distributed 10 cach
secondary principal at the Western Australian Secondary Principals™ Association
March, 1997 Cenference. Principals distributed the questionnaires duaring Term 2,
1997 (April - July). In the main. teachers mailed the questionnaire directly back to

the researcher.

Follow-up faxes and phone calls were made to every school which had not
responded by the beginning of June. 1997. This process served as a reminder and
resulted in more questionnaires being relurned.  Many of the schools contacted
confirmed that thev had issued the guestionnaires to teachers and that verv few
teachers were in fact using the Studemt Outcome Statements.  Some schools
confirmed that thev did not have anyv teachers using Student Ouicome Statements.
No school refused to panticipate. However. once principals had distributed the
questionnaires they left it 10 the teachers to complete and forward to the
researcher. The questionnaire for tcachers was headed Teachers®™ Attitudes
Towards the Use of Student Qutcome Statemenis and stated explicitly that it was
designed for those secondary icachers. Heads of Department and Teachers-in-
Charge of Departments who were already using Student Qutcome Staiements and
that it was designed to collect information about the use of Student Outcome

Statements by secondary teachers.

Preliminary Qualitative Data Analysis on Variables Associated

with the Implementation of Student Outcome Statements

Use of Student Qutcome Statements

This section examines a variety of variables associated with the use of Studemnt
Outcome Statcments including the length of time of use. the extent of their use and
their purpose. Although only the extent of their use and their purpose were
included in the model additional data were collected and briefly reported on in this

section and could be used as a basis for future analysis and study. Almost 24% of
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the respondents had been using Student Outcome Statements for less than seven
months and some 36% had been using them for over two years (see Table 5.6).
Sixty-four per cent of the respondents were using Student Qutcome Statements
with all ol their lower school classes and only 9% were using them with just one
class. (See Tuble 5.7} Student Outcome Statements were being used by the whole
school in almost 33% of the cases. only in one department in 19% of the cases
and. in just over 3% of cases, Student Outcome Statements were being used by

that teacher only in the school {see Tabie 5.8).

Table 5.6: Length of time using Stedent Qutcome Statements

Teme Frequency Perceny Valid percem Cumulaive
percent
0 - 6 month- Hi 23k YT 230
7 - 2 monhs 11 tt 112 52
I3 - 18 months i 56 256 [E10]
1% - 23 months 3 24 L Hid
2 . Feans = 216 26 218
3 vears + 19 £52 152 16X
Valid Towal 125 1000 0.0
Missing |
Total 126

Table 5.7: Extent of use of Student Qutcome Statements with classes

Classes Frequency Percent Valid percent Cumulatme
percent
All §1 613 ohy 659
Some 28 22 na o0.1
One 12 95 99 100.0
Yalid Total 121 96.0 100.0
Missing 5 40

Total 126 0.0
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Table 5.8: FExtent of use of Student Outcome Statements by teachers

Used by Fiequency Pecemt  Valbd pereent unnidative
J}I:l’l.'l.'ll'
whole scliool 43 157 6 s f
tndy respondend’s departmen 24 19n 1.5 56 1
ather departniems afso 5} W7 M7 w7
unly by respondem ! 112 13 11t}
Valid Total 123 97 6 1442 €}
Missing i 24
Total H, NLITE

Decision to use Student OQuicome Statements

The decision to use Student Qutcome Statements was made by the whole school

in over 36% of cases and in 42% of cases that decision was made by individual

teachers. Only 5.6% reported that the principal had made the decision to use

Student Qutcome Statements (see Table 3.9).

Table 5.9: Decision to use Student Qutcome Statements

Decision made by Frequency Percent Valid percent Cumulanye

_percend

" Principal 7 36 6.1 6.1

whole school 16 363 H00 161

some individuals 33 421 36.1 922

only by respondent 4 71 7E 100 ¢

Vafid Tolal it5 913 100.0

Missing il 8.7
Total 126 [00.0

Purpose of the use of Student Ontcome Statements

The most significant reason for using Student Outcome Statements was for the

purpose of monitoring student achievement (96%). followed by planning teaching

and learning programs (91%) and collecting student assessment information (86%).

Seventy-nine per cent of the respondents used Student Outcome Statements for

reporting student achievement to parents and 65% used them for school

development planning.
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Preliminary Data Analysis for the Dependent Variables

The preliminary findings with regard 1o the dependent  variables, teacher
receptivity towards the new system which is measured by Overall Feelings,
Attitudes. Behaviour Intentions and Behaviour are reported.  The discussions are
essentially qualitative and are based on the results for all items, whereas the
discussions in Chapter four, live, six and seven are based on the results which are

finally included in the scales.

Overall Feelings

Teachers™ Overall Feelings towards the use of Student Outcome Statements were
positive and supportive. Teachers stated that they will probably support the use
of Stwudent Outcome Statements in the next few years (90.5%) and that they
support the use of Student Outcome Statements now (91.2% ). Only 8% agreed

with the statement [ dislike using Student Outcome Statements™ (see Table 5.10}).

Table 5.10: Overall Feelings

Percent

Mean St SA A 2 5D MAlissing
3. 1 'have opposed the use of 505, 1.48 AY IX3 24 Ry 548 L
34. 1 will probably support the use of SO5 in 118 67 111 484 0 3.2 6.3

he next few years.

33, | dislike using SOS. 1.62 T 14 56 389 46.0 7.1
36. 1 will probably dislike the use of SOS in
the next fcw years. 1.56 68 1.6 13 319 46.0 12.7
37.1 suppon the use of SOS. " 34 62 46.0 45.2 1.6 1.6 5.6

n = 126. Strongly Agree (SA)= 4, Strongly Disapree (SD) =1. Row toals may not sum to 100% due 10 rounding.
508 = Student Outcome: Statenkents

Attitudes

Although the responses on the semantic differential scaie were generally positive.
over half of the respondents reported that Student Outcome Statements were
complicated (63.5%), time incfficient (54.7%) and unclear (53.2%). As the

Student Ouicomes Statements are so new it may be that they appear to be

complicated and unclear to teachers as they are unfamiliar with them. The lack of

familiarity may also contribute to the perception that they arc also time
inefficient. It is possible that as teachers become more familiar with their use that

they could become less complicated, less unclear and consequently more time
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efficient. Just over 30 % of the respondents reporied that Student Quicome
Statement were idealistic and 22.2% that they were unnccessary (see Table 5.11).
It should be noted that ttem not variable results are reported here and all 13
responses are discussed. Table 4.3 only reports on nine items as four items were

deleted due 10 poor fit when using the measurement tool.

Table 5.11: Attitudes

Poreen)

Aean S 5A A n SI¥ Massing
Smigfacggr}- FRD] 76 411 313 Tu 12 63 uﬂ\uli\fﬂl:ll'lr_‘,'
vifaahle id6 fuh MiK 87 H UF: n3  wonhless
wise i 72 o 516 149 12 103 unwiwe
goud 132 - ({3 0K Hi [FR] Ys  hud
inlclligum 2 70 325 EE 945 i 749  absured
pernuissive i 72 9 q610) 4K 2 IH1  restncine
realistic 280 n »a 5 1 95 1 dealisns
effecrive 34 K} ito 6K 11y 12 71 apeflective
nECessary m L1 g 4 Mo 175 4 Y5  unpeoessan
uneom plicated 29 8 16 R Ri] 43 121 79 complicated
clear 233 L¥ 70 N S 167 79 unclear
time efficiont 238 23 64 it LA Hih 79t inefficienl
liberating 3.2 £l 317 A4 11 1K 7Y consruning

n = 126 Strongly Apree (SA)= 4, Sirongly Disagree (51 =] Row totads may ool suneto JO0E due to munding

Behaviour Intentions

The respondents were positive about their Behaviour Intentions toward Student
Outcome Statements. Only 4% reported that in their behaviour and communication
with others they will actively opposc the use of Student Outcome Statements and
just over 6% reported that they would avoid discussing issues about the use of
Student Outcome Statements. Just over 90% of teachers reported that they will
probably say that Student Outcome Statements are useful for monitoring student
achievement; for planning teaching and leaming programs; and for school
development planning. Secventy-three per cent indicated they would probably say
that Student Outcome Statements are useful for reporting student achievement 1o

parents (see Table 5.12) Semantic Differentials).
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Table 5.12: Behaviour Intentions

. i . . Percent

I oy Db iorur amd codsvnmicstion with ailiers | wall

pruhably: Mueun S SA A 1 S Mibwang

A6 actively oppose the use ol S01S 144 H Ih L] K hil (D)

47 say that SOS e wsehul ton inoiatonsg stodent 124 57 7 o3 12 R 4
achievement.

A8, say that S$OS ane asetul bor repomting sfudent (R3] 7 M, KA 115 4N VR
achesetwent b parenis

9 sy thal SON ae awelul (or planping 127 Sy il 7 % 7 S i 10
reaching/leamng progesms

). xay that SO are aot wetsl b schook deseloprien 165 [ [ 24 ELly 157 (|
planning

51 avoid discussang 1abes about e use of SOIS | 62 n7 16 St 1 452 V2

n= 12 Strongh Agree 15A)= 4 Stronghy Dinagree (S1p =1 Row totals may ard sur v 1E due to toynding

S0S8 = Stndent utcone Statcments

Behaviour

The Behaviour of the respondents in terms of attendance at Student QOuicome
Statement professional development sessions. sharing knowledge with collcagues
and generally voicing support for Student Gutcome Statements were supportive
and positive. Teachers reported that they had shared their knowledge about the
use of Student Outcome Statements with other teachers (90.3%) and atiended
meetings and professional developmient to improve their knowledge about the use
of Student Outcome Siatements (90.2%). They disagreed with the statemeni that
they had refused 1o participate in forums which address the use of Student
Ouicome Statements (96%). Of concemn s that 60% of the respondents had not
provided written feedback to centrat oftice or district oftice even though 30% to
60% of teachers felt that they were complicated. unclear and time incflicient (see

Table 5.11).
Table 5.13: Behaviour

Pereent
Mean MDD SA A D SO Missing
591 kave spoken in support of the use of SOS in forums %2 141 270 43 143 t51 14
such as stafl or departmeniad mectings.
60. | have opcnly voiced my concemns about the uw of 24 ty 95 g Mo Y in
SOS in forums such as soff or departinental
mectings.
61. | have anended mectings and professional 1 90 129 LY 95 71 i
development to improve my knom edge aboot the
use of S0OS.
621 have refused to participac in Torums that addoess 1.08 0 (] 0% 63 N97 1
the e of SOS.
63. I have sharcd mry know bedpe about 1the use of S0S 148 (o 43 357 i Ty 1>
with other teachers,
64. [ bave provided writien fredback 1 Central Office 203 117 151 22 103 192 iz

or District Office personnel on aspects of SOS.

0 = 126. Siroagly Agree (5A)= 4, Siroagly Divagree (S1) =1 Row tonts nay pot sum 1o 100F due to roumding
508 = Stodent Outcome Statements
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Preliminary Data Analysis for the Group One Independent
Variables

This section reports on the preliminary findings regarding the four group one
independent vaniables. Group one deals with the non-monctary cost benefits of
Student Outcome Statements (ftems 28-32). alleviation of fears and concerns
(ltems 32-38). significant other support (Items 38-45) and feclings compared to

the previous svstem. (Unit Curriculum), (Jtems 18-27).

Non-monetary cost benefits

Table 5.14 reinforces the positive benefits which teachers stated were gained by
the use of Student OQutcome Statements. They felt that in weighing up the balance
between any extra work generated by using Student Outcome Statements and their
satisfaction with teaching. the use of Student Qutcome Statements was
worthwhile (81%). The extra work was beneficial for better student classroom

learning (80.2%) but agreement was not as strong for student assessment (67%).

Table 5.14: Non-monetary cost benefits

Percent
Mean St SA A D SD  Mismg
24. In weighing up the halance brtween any extra 103 &7 153 627 71 110 78
work generated for you by SOS and veur
satisfaction with feaching, the use of 505 is
worthwhile
29 in weighing up the balance between any extra 261 83 95 417 pLY.) 95 127

work generated for you by SOS and »eur fieme
life. the use of SOS is werthwhile,
30. In weighing up the balance between any extra 119 i) 86 56 71 2z (R}
work generated for you by SOS and better studens
classroom teaming, the use of 305 is worthwhile
31. In weighing up the balance between 1he fotal 105 9 206 M0 79 10 {1z
lems for you and the total benefits for the
srudent, the use of SOS is wonhwhile.
32, In weighing up Ihe balance beiween any cxira 2381 73 95 563 127 63 151
responsibility for student assessment and your
work load, the usc of SOS is worthwhile.

n = 126. Strongly Agree (SA)= 4. Strongly Disagree (SD) =1. Row totals may not sum to 100% due to rounding,
S0S = Student Ouicome Stalements

Alleviation of fears and concerns
Only 48.4 % of teachers reported that there were regular school meetings at which

they can raise their concerns about Student Outcome Statements. There was good
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general school support whenever they have problems with the implementation of
Student Outcome Statements in the classroom (55.8%) and whenever there were
Student Outcome Statement problems there was a senior person at the school to
whom they could turn to for advice (58%). They reported that there was at least
one school person with whom they can talk about any student problems
associated with Student Qutcore Statements (88.8%). Unly 32% of respondents
indicated that they could access suppart from District Office and 50.8% reported
that they could access support [rom Central Office. Both of these items had high

rates ol missing responses. 46% and 28.6% respectively (see Table 5.15).

Table 5.15: Aleviation of fears and concerns

Percent
SMean St SA L [ S1) Sivany

32, There are regular schood meetings af which | can 134 Y3 i 3T BN 133 63
raise iy concems abou SO8

5% Whenever there are SOS problenis there 1y a semior I ha ys 17§ ETHR 19 0 135 us
person 31 this schoof te whom { can wrn for ads ke

54, There is good genenl schoel support whenever | I6h 93 159 Wy 194 127 127
have probfems with the implermentation of S0S i
e classroom.

35, There is ar Ieast one school person with whom { can i i 25 56 3 10 18 24
talk ahout any student problems assooated weth
S0S.

56. Any concemns | have abowt SO8 can be wlwd %0 b1 175 513 43 Pl 4%
informally in general conversation al school

57. I can access Central Office suppon 10 obiain advice 12 %3 115 713 151 56 186
aboun SOS.

58. I can access Disirict Office suppon 1w obtan advice 165 ¥6 79 M6 159 56 360
abour SOS.

n = |26. Strongly Agree (5A)= 4. Strongly Dicagree (SD) =1 Row worals ey aof sum to 1% due to rounding

SOS = Stdent Duicome Statenments

Significant other support

The responses in this section were generally very positive. However, items 4|
and 43 have not added a great deal of value as 52% and 43% respectively of the
teachers did not respond to these items. In addition. 36% did not respond to
item 42. In all three cases it appears that the teachers did not have sufficient
information about whether the district superintendent. lcaming  arca
superintendent or other teachers in the school supported Studemt Qutcome

Statements. It is likely that they had very limited contact with the three groups.
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Table 5.16: Significant other support

Percem

Mean St SA A 3] i8] 18 FTAST 8T
A8 The prncipal o1 i schiool suppons S0O8 T80 ¢ 41V ! 0# i TES
I Muost reachers an s depannent sappon SO8 3y 0l LTI TR B 1y 16 “7
0. My chnest colleague at thas sehool foes ol suppon SOS 154 4 i 4% W7 a4 trs
41 The disinct supenimendent supgants SO8 142 54 15 273 16 ) S4x
42 Must teachers i this schoal suppart SOS R bt 1o 214 143 24 WYy
43 The leaming i supenintendent support: 865 164 K 49 %1 ni 0t LU
44, A deputy prncipal o thes sobool supports SO5 142 fsl ity 125 1 U 11
45 A HODATI i iy nesen seaching asea supports $05 P53 0] st g 14 24 1y

n = 126 Strongly Agree (SAR= 4 Songly Dagree 1510 =1 Row 1ofals iy ot suen o HEFE dae 1o soamding

SOS = Student Outeonwe Statements HOD= Tead of Bepartipent T1C =Teadwer in Charge

Feelings compared to the previous system (Unit Curriculum)
Teachers™ feelings toward the use of Student Qutcome Statements compared to
their feelings about the Unit Curriculum were generally more positive.  Feelings

toward Student Outcome Statements and the Unit Curriculum were compared in

terms of student learning experiences. monitoring. assessment and reporting of

student learning. teacher accountability and classroom management. Teachers
agreed that Student Qutcome Statements address the needs of individual students
better (83.4%), provide for better student lecaming (81.8%). more relevant content
(78.2%) and they better describe student leamning (81.8%). There was strong
support for the notion that Student Outcome Statements were better than the Unit
Curriculum in facilitating judgements about student leaming achievement (80.1%)

and effective reporting on student achievement (69.1%).

Table 5.17: Feelings Compared to the Previous System
(Unit Curriculum)

In comparison to the Unit Curriculum. the use of Student Percent
Outcome Statements allows me lo
Mean Sl SA A D sD Missing
14, provide jor belter student leaming. 112 6y 204 324 6.3 1.6 0%
19. manage my classroom better. 2.60 71 1y 397 RIS 12 127
20. provide more relevanl content, 327 P2 73 39 N3 1.6 1y
21. address the needs of individual studenis berter, 3.33 67 7 437 19 0y T
22. provide more varicd expericnces for the studenis, iz T3 O286 d68 143 I & 87
23 gmcr describe studen) leaming. AL 72 ki 437 61 4 usi
24, make beller judgements aboul student feaming 3126 73 RIS & ) 79 4 45
achievement,
25. plan more relevant leaming expesiences for my 1y 68 26 SOR %7 16 JIR]
students.
26. demonsirare my accountability, 291 J2 159 476 131 24 159
27. report more clfectively on student achievement, 313 .19 e 30 15.1 24 135

n = 126. Sirongly Agree (SA)= 4. Swongly Disagnee (513) =1. Row totals may not sum to 100% Jue 1o munding.
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Preliminary Data Analysis for the Group Twoe Independent
Variables

This section reports on the preliminary findings regarding the six group two
independemt variables. shared goals (shared teaching goals and cohesiveness).
collaboration (tearn teaching. involvement in decision-making and teacher
collaboration) and teacher leaming opportunitics. Group two deals with shared
goals as shown by shared teaching goals (Items 87-107) and cohesiveness (Items
96-107). collaboration as shown by team teaching (ltems 109-115). decision-
making (Items 77-86) and teacher collaboration (Items 66-76) and teacher learning

opportunities (Items 116-129).

Shared teaching goals

As expected. there were differences between the goals shared at the department
level compared to the goals shared at the school level (See Table 5.18). Teachers
were also asked to compare the values and philosophy of education of the
school’s principal to their own. In all items dealing with colleagues at the
department level there was a high level of agreement of shared goals: agreement on
outcomes students should be achieving (61.9%); and agreement that most teachers
within the department and the Head of Department or Teacher-in Charge of the
Subject have similar values and philosophies of education (77.7% and 81%
respectively).  Interestingly, 36.5% of the respondents disagreed with the
statement, “In this department there are explicit departmental guidelines about the
things teachers are to emphasise in their teaching”. The perceived shared goals
were also apparent at the school level though, as expected. the ievel of agreement
was lower for the items dealing with perceived school-wide values and philesopby
of education (65.9%) and agreement on the outcomes students should be achieving
(64.1%). However, perceived school-wide commitment to student leaming was
high (88.1%). There were 65.9% of respondents who agreed that their principal
had similar values and philosophy of education as their own, though 26.2% did

not respo:id to this item. The missing responses were considerably higher for the
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Table 5.18: Shared teaching goals

Prrcen
Mcun SMh SA A ] S0 Mesing
®7 I Mhis depantment the leacking siaff agree o the V7 68 333 97 15§ 14 i
outcomes our stisdenis she.ahd be achiesing
8% In thes depanment teachers do not share o hegh devel R fi7 LR 12 54 1 ]
ol commtment o stikdent learmng
N9 §n thes department the values and philesophy of L i un AU %7 in s
educanvn of the HOINTIC are sinuilas 1o my own
N In this depanment thete ate evplicst dzpastienial b %1 n7 1 LU fH <
gundelines about the things teachess are m
emphaste i therr wahing
91 o thas depanment nant teachers have saloes and 1 61 %4 ¥ 1F% 13 “
phidewphies of edocatot simlar 1 my own
492 In this schout teachens share o high Jevel of 153 5] 546 325 Ix i g
commitment to student karnmng
493 In this sehonl g reachers have safoes and 1y7 71 s 7 EH 41 14 Pa
phulinophies of education umilar to my own
3 In thes schowl the teaching saalf agree on the a7 L 167 x4 IS4 (A 1= <
oulcunes cur stdents shoaid be acheving
95 In this whew the s 2imes and philosophs of L 67 21n £310 L 14 A

edocanwn of the pnncipal ane simalar to my own

n =126 Strongh Agree(SAks 4 Stongly Dhaagree (51 = Row totals may ant sum 1o 1199% doe 10 munding

HOD= Head of epanment TIC =Teacher 1n Charge

Cohesiveness

There were marked contrasts between the department and school items dealing
with cohesiveness. In response to the item “most teachers know what | do in the
classroom™ 79.4% of respondents agreed that this was the case at department level
vet only 44.5% agreed that this was the case across the school. Again. 73% of
respondents reported that most of the teachers within the department know what
their teaching goals are, yet only 46.8% agreed that most of the teachers in their
school know what their teaching goals are. Again 88.1% of teachers reported that
they tended to do things that are likely to be accepted by most teachers in the
department. yet only 81% agreed that this was the case across the whole school.
Sixty-six per cent of respondents felt that what goes on in their department is their
responsibility, and only 59.5% felt that what goes on in their school is their
responsibility. In response to the item I tend to do things that most teachers
don’t understand”, 88.9% disagreed with the statement at department level and
76.2% disagreed with the statement at school level. As expected this tends to
validate the data: cohesiveness is greater in the sma'ler unit. the departments. than

it is in the larger more diverse unit. the school.
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Table 5.19: Cohesiveness

Percent
Mean N D SA A I 50 Missing
U [n thes depariment st of the eachens kpow wiit
1 dov iy classoom L s 184 50 127 17 X3
97 Inthes depatoent T oend soodo thengs it are hkely o b
accrpted by only o Tew teachers anom 172 (1 UK 1K S5 1325 nH3
depariment
s o thes departiiwent | lced that what e onan s 1M w1y 12y 154 T 5
department s iy respensibnhi
0 In thas depamarent nwad of the teacdaees s 1 oo what Yix T 24 189 524 200 3.7
my raching wmnth are ke
O In thas depastatent § e 1o do thengs that nst 131 i) U an S4E W) 56
e hems o depannent doen’r embcrstand
108 lu thes departient wark tor gy~ asthout talkeny 144 72 P2 LR R ¥ 40
ter vertieapues, shoe! v teaching
HI2 Inothes sotns] mant o the ather teachers oon 232 %5 Ti S o 13s HIRY]
Aovw whar 1l m oo classaonm
103 [ir (s sohanel ot of the ather twaudiers bnow 258 ™ 79 WY 124 7t 135
what my reaching voals are
T [ this school Tread fe e thines that are hedy o 176 Sy 13 1 400 270 13.5
be aceepted by eafy o few feacken ia ms schod
WS In thes sohowed | rend 1o do things that mues 1 %6 LN e il Sle6 246 1149
teacher tn my chowl dun 't andentand
18 In this schouol | feek that what gues oo b 137 7914 452 214 5.6 1.1
wchoot i my asponsablin
07 I has schond 1 work for days wathonst talhany o 1 K6 75 e o3 M9 453 19

cullearucs about my reachmy.

n =126 Strongly Agrer 15A:= < Sirenghy Dhsagree 1503 =1 Row 1otals may not sum te 1005 due to rounding.

Team teaching

In response to the question. “have vou been involved in team teaching?”, 67.5%
responded positively. 21.4% responded negatively and there were 10.”% of the
responses missing. Of those who responded to this section on team teaching, a
large percentage. up to 49.2%. missed various items. Those who were involved in
team teaching were positive in their responses (See Table 3.20). They enjoyed
sharing team teaching responsibilitics (74.6%). valued team teaching (73.8%),
agreed that there should be more team teaching (67.1%). looked forward to team
teaching (72.4%) and liked sharing team teaching responsibilities with other
teachers (70.6%). Where teachers were asked to make judgements about team
teaching with regard to the students the number of missed responses was very
high. In response to the statement that team teaching is best for students, 50.8%
agreed, 9.5% disagreed and there were 39.7% missed responses. The same pattern
emerged for the statement “students prefer team teaching” where 41.2% agreed,
9.5% disagreed and 49.2% did not respond. This may suggest that the teachers do
not know how team teaching impacts on their students. Those items dealing with
team teaching (109-115) recorded the highest number of missing responses, ranging

from 24.6% t0 49.2%
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Table 5.20: Team teaching

Petoem

Moan N hA A 1 hths My
109, Tenjoy shanng ream teaching responsibalities id 55 7 4y i [T EEEA
FI0. 1 vidue team teaching. 14 6l LER:! s 1) 1% 24
111, There should be more feam weaching 14 7 S LIt 24 14 Iur
12,1 der oot ook forward 1o fearn teachong 14 8 24 ne 157 157 353
113, Team teaching is best for stodenrs 103 67 127 k1 7Y L w3
114 Stodents prefer wean waching 2 Ok 71 2 71 23 a2
LES. 1 like to share team teaching responsihilitios wath 127 S RER 0K UL 16 e

other teachens.

n = 126 Srongly Agree (SA)= 4. Strongly Disagree (51 =1 Row tonads miey et s to FOOPE due 1 rounding .

Involvement in decision-making

The level of involvement in decision-making of teachers was very high in
departments and not as high across the whole school. In their departments.
teachers participated in selecting instructional materials and resources (95.3%;).
determining the content of professional development sessions (83.4%) and
determining appropriate instructional methods (91.3%). They were involved in
decisions in the department which were related to the use of Student Qutcome
Statements (81.8%). Teachers reported high levels of encouragement by the Head
of Department or the Teacher-in-Charge of the subject. to modify the curriculum
to meet students’ needs (90.5%). The school influences outside the department
were considerably less with only 41.3% of respondents reporting that they were
involved in decisions outside their department related to Student Ouicome
Statements, although both the principal (75.4%) and the deputy principal (61.9%)
were seen to encourage teachers to modify the curriculum to meet the needs of
students. Teacher participation in determining the type of whole school
professional development was high (72.2%). As stated in the previous section on
cohesiveness, involvement in deciston-making was significantly higher at the
department level compared to the school level. The smaller curriculum units

facilitated the involvement in decision-making more than across the whole school.
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Table 5.21: Involvement in decision-making

Periem
Man ut WA A 1 A E ey

77 In this depanment teactxs partiospaie mowlotmy LW % 13 4h 24 [ *
imtrcenat materialVioun e

T8 I thn departient teavhers pamicipae on PEN G L LT 4 1
dercnmmng the comtent of the paaloanal
dercloprent s e hase

TH In s depanaent Weachers o e pasicapaste i 142 LI OF 1 LV IS i
darermnmyg appropiate it tonal et

S0 Ia this depanmeny the HOBTR pamapates m 144 71 it SdE £1 10 T
imdruchonal rebaed decivon-nobang

81 In thre depanment teachors are covovnraged by the i i 21 3y 2 &y x3 il
HITIC 1o swodity the comiculum o veeed vudents
needs

82 In thes department | am e alhved in deczaons which are 192 34 g Ty P 23 N
selated 1o the use ot 5018

53 in this schoul reachen ae enontaped by the 132 .8 04 3y 18 OE 1o
rrncipal 1o maadsiy the comoulem to soeet soadenis
ncv:d\

53 in this «chool eacher pamicipane wn detemaning i i i Sk 17 s 41 H3
the tape of whole school prisessinmal developrent we
have

85 In thas ~wchool Dam mmolsed e dedisions cwtade of T3y I ey 153 234 M1 1514 g%

m Jdeparteeent which e refuted to the use of

Student Crtcome Stacaxents

86 In this school teachers ane encouraged by o deputy 197 3 222 9% 151 1% Ik ¥
principal to modsfs the cumiculum to meet wtudents”
nceds.

n = 126 Strongly Apree (5A)= 3, Strongly Diapree 1503 =1 Row ttals anay pot sem 1o 10FF due 1o rounding

S0S = Stadent Outcome Statements HOD= Head of Depanmens TIC =Teacher in Charge

Teacher collaboration

As with the other group two independent vanables, information about teacher
coflaboration was sought at the department and the school level. Levels of teacher
collaboration were higher at the department level than at the whole-of-school level
(See Table 5.22). In their departments, teacher collaboration was high: sharng
teaching resources/materials (94.4%). support of colleagues (92.9%). obtaining
advice from colleagues (92.9%) and being asked for advice (83.4%). Across the
school, the level of teacher collaboration was high but not as high as in
departments: sharing of teaching resources/materials (86.5%). support of
colleagues (88.2%), obtaining advice from collecgues (74.6%) and being asked for
advice (66.7%). Overall, aithough teacher collaboration at the school level was not
as strong as it was at the department level, the respondents indicated high levels of

teacher collaboration (See Table 5.22),
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Table 5.22: Teacher collaboration

I'cicent
Moan w2 SA A 13 s S FISY i
GO In thi depanmen 1 shae teas hung
owerceYnaienabs with othes wwachess ini 42 6f Y 2% E 64 14
67 In ths depanmcat | o o give st to (dhcr
1eachers whon they aie hunvng probleim i ther 123 54 14 L3 i%1 e i
teaching
68 In thes depaninens T hase teacbung ideas wath citer 174 34 T4 231 11 LR/ Ly
icacheors
3 [nshas department 1 can gof aufriee Bom othes 1453 LV (AT 7 1 22 i EXR
teachees it | have a tcacting problem
70 In this depanticn eachers ook o awdvior abesul AR} 6} TR Ex g 151 an <4
ther wachung problotie
71 In tus schal 1 pive support 10 1eachers who are il 2 M4 €7t 4K (RS h3 /]
ot 1n it depanest when thes are lovang
peoblems with thesr teaching
72 1Inthis wchowl | share icaching resourcevmarenal 3N 63 W 823 63 QN 63
with weachers wha are nof 10 my departnicn
73, In this «chool 1eachers who are nof inm
depanment <eck nn advicr abowt therr reachung 25 0k It 856 4 12 K7
problens
74, In this school if | have a iwaching problem | get 2u3 oy 15y e 7 151 12 71
advice from 1eachen who are not 10 my
mehl.
75 o this school [ don’t offer advice to teachers about 263 7h i 417 W e 63
their teaching unless | am asked for n
76. In this school | <hare 1deas wath teachers who arc 323 51 24,2 659 a0 37 a0

nik in my department

n = 126. Strongh Agree (5A1= 3, Strongly [Dnapree (500 =1 Row totads may ool suen 10 HHF% due 10 rounding

Teacher learning opportunities

Teachers’ leaming opportunities are facilitated at both the department and the
school level (See Table 5.23). For example. both the department and whole school
received strong levels of agreement from 88.9% and 90.5% of teachers
respectively, about the notion that there were opportunities for teachers to leam
new things. Heads of Department and Teachers-in-Charge of subjects were seen
to provide assistance (73.8%). suggestions (87.3%) and encouragement (87.3%) to
their teachers. Only 42.2% and 53.2% of teachers thought that Principals and
Deputy Principals worked directly wiili teachers when teachers needed to
improve their skills, a far lower level of support than that received from Heads of
Department and Teachers-in-Charge of subjects (73.8%). In addition, 87.3% of
respondents indicated that Heads of Department and Teachers-in-Charge of
subjects provided further support by offering suggestions for improvement and
encouragement to try out new ideas. Colleagues within the department (87.3%)
and others within the school (70.6%) were also influential in encouraging

respondents to try out new ideas.
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Table 5.23: Teacher learning opportunities

102

Fereent
Moean S SA A B sh Miany

{1t o th departrocnt new sdeas prowonted ar iy SK 1KY A5y 12 24 ify ¢
departiment level prodesaaotral des elepmeny s
are rmplemented by teagchen

117 In this depantment w ben teachers are it Joing a govad ARLA 12 1961 S4 % 45 in 137
Jeb, the HODYTIC wonhs wath them tin impeen e ther
bl

1IN In this departmeny the TR TIC prosades 114 ¥ IRL 61y s in 17
~uggesioty to help feashers rmprove thes
perfornunce

119, I thes departmeny viber teachers encowage o g 57 179 64y 1Y L& VI
toIn oul new nieas

120 Inthis depamtmen) the HODTIC pronades suppornt LIk 13 Rl SV 12 <0 A
materials 10 help teachees

121 In this departmnent e gt have oppaertanrtees 1o I 57 67 16 448 Ly 402 i
feam new things

12Y In this department the HODITIC encoorages 113 fi§ o 53 it 21 fh 3
teachers i try ot new adeas

123 Ia this school other feachen cncourape me 1050 out 1x0 S0 k7 AlY I3 [A{] s
new 1deas.

124 In this school when reachers are nut Joing a 257 kd K7 5 a6 79 2
gond job, the prncipa! works with therm o anprose
their skille

125 In vhis school | e ner have opportonsties to leam new 161 0 ny 12 4423 4113 56
things.

126 In Ihl.%school the panctpal encourages me 10 11 Ut pR’E 70 151 524 135 il 139
new things.

127, In this school when teachers are not doang a good joh, 176 Kty Py a2 167 63 238
the deputy principal works with them to tmprove
their <kills.

128 In this school new ideas presented at whole 298 52 ys  Gly 95 03X 153
echool professional deselopment sessions ame
implenwnied hy leachers

129. In this school the deputy pnincipal encourages e to 178 73 95 4K 4 175 1K 198

_try oul new ideas.

n = [26. Strongly Agree (5A)= 4, Strongly Disagree (520 =1 Row 1otabs may pot sum o 100% due 10 rounding.

HOD= Head of Depatmem TIC =Teacher in Charge

Open-ended section

At the end of the questionnaire teachers were invited to comment on any aspect of

this research. Twenty-three teachers responded to this invitation and many made

multiple comments on various aspects of Student Qutcome Statements.

There

were over 20 suggestions made as 1o what could make the implementation of

Student Outcome Statements more successful and beneficial for everyone

concemed. Some attempt has been made to categonse the comments and some

examples are given below.

Support (9 comments)

1 think this is a great idea, but hope the information gets back to the school.

Many teachers feel on their own at this school - including me and there is no

Jorum to discuss our feelings regarding the successes and failures of using

Studerit Outcome Statements.
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Time (7 comments)

It is unfornmately time consuming.  Special  professiondal  development
coursex must be run 1o aid weachers in placing students on levels und doing
so quickly. Time management with SOS needs 1o he addressed. Marking is
now g time consuming chore that will push teachers ot of English and keep
possible English teachers avweay

Dchnable goals (2 comments)

I think it has famastic porential. but is losing many good students and
reachers dug 10 poor siructure. lack of support and clearly definable goals. 1
think the “old” svstem of marking can work well in conjuncrion with SOS
Revision (3 comments)

The issue of the langnage of SOS and reporting 10 parents in any meaningful
way appear 10 be a long wayv from solwion.  As an English teacher the
statements” documentarion needs revision.  The more | use them, the less
precise { find them 1o be.

Generally positive (16 comments)

Overall, I find them succinct. effective. eusy 10 “read” for the kids and it is
easier to assess specific outcome.

The sooner SOS are implemented and the values associated with them and
“team teaching " are appreciated by all educators. the beiter it will be for ail
concerned particularly the students we teuch and are responsibie 1o reach!
Generally negative (18 comments)

I just wish the people who are deciding on the what, how and wherefore
would come 1o a final conclusion on what the owrcomes acmally are. It is
commendable to refine them, but cach time this is done. the classroom
teacher has 1o re-write programs. [ also have a concern about assessment,

but this is a much larger problem.

If I was a graduate 1eacher I would he very confissed as to what other skilly
and concepts | should be teaching, other than those set down in the

outcomes,
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Cross-tabulations

As a preliminary investigation of the relationships between leachers” receptivity
1o Student Quicome Statements and the independent and situation variables. two-
way contingeney tables were constructed. These tables, together with the chi
square statistic indicate whether there s any bivariawe relationship between the
variables. The relationships investigated were based on those predicted from the
model. 1n order to simplify the data for cach variable. response categories were
modified. Responses for the clusters of items contributing to each dependent and
independent variable were combined and averaged. The cross-tabulations. then
constructed. showed whether or not there was any bivariate relationship between

the variables.

Cross-tabulations were also produced and y” calculated for each of the dependent

variables against the situation variables. to show if there were any bivariate
relationships present, as predicted in the model. There were problems with

empty cells or celis where expected frequency was less than 5 for most of the
cross-tabulations. If x* cells are less than 5. then x* may be in error. Therefore.

where it was feasible to do so, cells were combined to ensure a frequency greater

than 3.

Cross-tabulations of the Dependent Variables against Group

One Independent Variables

Overall Feelings

Table 5.24: Overall Feelings by non-monetary cost benefits

Overall Feelings
Non-monetary cost benefits

Negative Posilive
{N=8) {N=69)
~ Disagree (N=30) 20.0% 80.0%
Agrec {N=47) 4.3% 95, 7%
No of missing ohservations =49 n=77

X'=4.876 dr=1 p<0.05
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In comparison with those who agree. eachers who disagree that there are benelits
arising from Student Outcome Statements are less likely to have positive Overall
FFeclings toward the Statements.  However, the majority of these teachers who
disagree about the benefits are also likely to have positive Overall Feelings. The
evidence supports & small. positive bivariate relationship between Overall Feelings

and non-monetary cost benefits.

There is no significant relationship between Overall Feelings and alleviation of
g

fears and concerns.

Table 5.25: Overail Feelings by significant other support

(hesall Feelngs

Significant other suppon Negalive Positine
IN=H) IN=H5)
Disagree (N=1D) 22 7% TP A%
Agree (N=51) 0% 94.1%
No of missing ohservations = 53 N=71
o= 4469 di=1 peh O3

Teachers who agree that there is signilicant other support for Student Quicome
Statements are more likely to have positive Overall Feelings toward the
Statements, although the majority of those who disagree about suppori also have
positive Overall Feelings. This evidence .. pports a small positive bivariate

relationship between Overall Feelings and significant other support.

Table 5.26: Overall feelings by feelings compared with the previous

system
Overall Feelings
Feclings compared o previcus sysiem Nepative Positive
(N=8) {N=72}
Disagrec (N=18} 23 1% 71.8%
Agree (N=62) 6.5% 93.5%
No of missing observations = 46 N=H0

xX*= 3358 =1 p<th05
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As might be expected. wachers who view Student Outcome Statements favourably
in comparison with the previous svstem (Linit Carricutum) are more likely 10 have
positive Overall Feelings toward Stedent Outcome Statements,  However, the
majority of those who view the Statements unfavourably also have positive
Overall Feelings towards them.  This evidence supports a small, positive bivariate
relationship between Overall Feelings and feelings compared 1o the previous

svstem.

Attitudes

Table 5.27: Attitudes by non-monetary cost benefits

Atttudes

Non-monetary cost benefits _

Negalive Positive

tN=21 IN=T7)
Disagree IN=2T) 39359 N%
Agree (N=72} § 3% L IE

No of missing observations = 27 N=%
= 29464 di = | pel) 0l

Teachers who agree that there are non-monetary cost benefits arising from Student
Outcome Statements appear much more likely to have positive Alttitudes towards
the Statements, whereas those who disagree about the benefits are more likely to
have negative Attitudes. This evidence supports a positive bivariate refationship

between Attitudes and non-monetary cost benefits.

Table 5.28: Attitudes by alleviation of fears and concerns

Altitudles
Alleviation ol .
fears and concems Negative Pusitive
{N=25) (N=86)
Disagrec (N=39) 15.9% 6 1%
Aﬁrec {N=72} 15.3% 834.7%
No of missing obscrvations = 15 N=111

= 6,164 df=1 P05
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Teachers who believe that there are means availabie 1o alleviate their fears and
concerns about Student Outcome Statements are more likely to have positive
Attitudes towards the Statements than those who do not believe there are means
available. This supports a small positive bivariate relationship between Attitudes

and alleviation of fears and concerns.

Table 5.29: Attitudes by significant other support

Altitudes

Sinificant i
viher suppon Negative Poune

tN=22) (N=75)
Disagree (N=24) 35 KOr T %
Agree (N=T73) 15 1% K4 4%

No of missing observanon = 29 N=YF
£ =9748 df =1 peit 05

Teachers who agree that there is significant other support for Student Qutcome
Statements are more likely to have positive Attitudes towards their use, although
the majority of those who disagree about availability of support also have positive
Atticudes. This evidence supports a small positive bivariate relationship between

Attitudes and significant other support.

Table 5.30: Attitudes by feelings compared to the previous system:

Attitudes
Feclings compared to the previous system Nepative Positive
(N=22) {N=81}
Disagree {N=16} 56.3% AN
Apree (N=R7) 14.9% B5. 1%
No of missing observations = 23 N=I103
x1=13729 di=1 p<0.001

Teachers who view Student Outcome Statements favourably in comparison with
the previous (Unit Curriculum) system are more likely to have positive Attitudes
towards the Statements, while those who view the Statements unfavourably are
more likely to have negative Attitudes. Thus, this evidence supports a positive
bivariate relationship between Attitudes and feelings compared to the previous

system.
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Behaviour Intentions

Table 53.31: Bebaviour latentions by non-monctary cost henefits

Behastour fetentingnm
Non-mwactarn

cont henelits Nepatne e
[AOEE L t=El)
Chsagree (N=25) A TE
Agree (N=6X) 14 S £
Niv e mpviang obnen atiens - 14 R A
AR S dr -3 e ihl

Teachers who agree that there are non-monetars cost benefits arising from Student
Outcome Statements appear much more likely to bave positive Behaviour
Intentions towards their use. although the majority of those who disagree are also
likely to have positive Behaviour Intentions. This evidence supports a positive
bivariate relationship between Behaviour Intentions and non-monetary cost
benefits. There is no significant relationship between Behaviour Intentions and

alleviation of fears and concerns.

Table 5.32: Behaviour Inteations by significant other support

Behaviour Intentsons

Stgnificant \ Posit
other support Negainve itive
PO IN=17) {N=75}
Disagree (N=25) SOy o0.0"F
Agree (N=67) 1045 89.6%
No of missing observations = 34 N=92
¥ = HLISS df=1 peD05

Teachers who agree that there is significant other support for Student Outcome
Statements are more likely to have positive Behaviour Intentions towards the
Statements, although the majority of those who disagree about support also have
positive behaviour Intentions. This evidence supports a small positive bivariate

relationship between Behaviour Intentions and significant other support.
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Table 5.33: Behaviour Intentions by feelings compared 1o the

previous system

Hehavious Intentrons

Feelings compansd to the pres o sy siems Negalive Fosative
IN= 1y M=%l
Ihsageee (N=1%) I KU
Agree (N=3]) LYs Ay |F
No ol mpwing observatinrs = 27 =i
r= 24027 i = 1 prli i

Teachers who view Student Outcome Statements favourabiv in comparison with
the previous (Unit Curriculum) system are more likely to have positive Behaviour
Intentions towards Student Qutcome Statements. whereas those whe view them
unfavourably are more likely to have negative Behaviour Intentions. Thus. this
evidence supports a positive bivariate relationship between Behaviour Intentions

and feelings compared 1o the previous system.

Behaviour

There is no significant relationship between Behaviour and non-monetary cost
benefits, alleviation of fears and concerns, significant other support and feelings

compared to the previous system.

Cross-tabulations of the Dependent Variables against Group

Two Independent Variables

Overall feelings

There is no significant relationship between Overall Feelings, shared teaching
goals, cohesiveness, team teaching, involvement in decision-making, teacher

collaboration and teacher learning opportunities.
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Aftitudes
There is no significant relationship between Attitudes.  shared  leaching  goals.
cohesiveness, wam teaching, involvement in deciston-making. teacher collaboration

and teacher learning opportunitices.

Behaviour Intentions
There is no significant relationship between Behaviour fntentions. shared eaching
zoals, team teaching. involvement in decision-making. teacher collaboration and

teacher learning opportunities.

Behaviour
There is no significant relationship between Behaviour. shared teaching goals.

cohesiveness and team teaching.

Table 5.34: Behaviour by involvement in decision-making

Behaviour
Involvement in decision-making Negalive Pomirise
(N=24) IN=91)
{hsagree (N=14) 0.0% MLOE
Agree {(N=I10H) 16 8% $3.2%
No of missing observations = 11 N=IL5
=819 df = | <0005

Teachers who participate in decision-making are more likely to be positive in their
behaviour towards Student Outcome Statements. although equal proportions of
those who disagree are positive and negative. This evidence supports a small.

positive bivariate relationship between Behaviour and involvement in decision-

making.

Table 5.35: Behaviour by teacher collaboration

Behaviour
Teacher Negntive Pusitive
Collaboration (N=27) {N=03}
Disagree (N=16) 438 56.3%
AEr:e {N=104) 19.2% 50.8%
No of mpissing ohservations = 6 N=120

xi= 4781 df= 1 p<0.05
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Teachers who collaborate with other teachers are more hikely to be positive in therr
behaviour towards Student Outcome Statements, although o majonty of those who
disagree are ialso posttive in their Behaviour. Thus. this evidence supporsts o sl
positive bivariste relationship between Behaviour and colluboration. There 1s no

signiticant relationship between Behaviour and eacher fearning opportunities.

Cross-tabulations of the Dependent Variables against the

Situation Variables

Table 5.36: Behaviour by school location

Behat wour
School Negause Pinitine
Lovanon iN=1G, 1N=b%4)
Metro (N=63) i3 6K 3%
Couniry {N=59) 15 375 %4 7%
No of miweng obsenations = 3 Nz i23
5= 4359 df =1 peir U3

Teachers who work in country schools are more likely than those who work in the
metropolilan area to be positive in their Behaviour towards Student Outcome
Statements. Thus. this evidence supports a small. positive bivariate relationship

between Behaviour and school location.

Table 5.37: Behaviour by teacher status

Behaviour
Teacher Negative Positive
Status iN=19) (N=05)
HOD/TIC (N=35) 3.6% 91 4%
Teacher {N=8%9) 392% 70.3%
No of missing observations = 2 N=12d
r= 5914 df=1 p<.D5

Teachers in higher status positions (Heads of Departments and Teachers in
Charge) are more likely than classroom teachers to be positive in their Behaviour
towards Student Outcome Statements. Thus, this evidence supports a small.

positive bivariate relationship between Behaviour and teacher status.
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Summary

There are thirty nxin conclusions that can be drawn from the preliminary
qualttanve data analysis,

1. In almost 33% of the cases, Student Outcome Statements were being used by
the whole schoot and in just over 3% of cases. they were being used by one
teacher only in the school.

2. Sixty-four per cent of teachers were using Student Outcome Statements with all
of their lower school classes.

3. The most signiticant reason for using Student Outcome Statement was for the
purpose of monitoring student achievement (96%). followed by planning teaching
and learning programmes ($1%) and collecting student assessment information
(84%).

4. Teachers stated that they support the use of Student Outcome Statements
(91.2%).

5. Over half of the respondents reported that Student Outcome Statements were
complicated (63.3%). time ineflicient (534.7%) and unclear (33.2%}).

6. The behaviours of the respondents in terms of auendance at Student Outcome
Statement professional development sessions. sharing knowledge with colleagues
and generaily voicing support for Student Qutcome Statements were supportive
and positive.

7. Teachers felt that in weighing up the balance between any extra work generated
by using Student Outcome Statements and their satisfaction with teaching, the use
of Student Qutcome Statements was worthwhile (81%).

8. Teachers were positive about the opportunity to alleviate their fears and
concerns with 88% reporting that there was at [east one school person with whom
they can talk about any student problems associated with Student Outcome
Statements.

9. Teachers’ feelings towards the use of Student Qutcome Statements compared to
their feelings about the Unit Curriculum (the previous system) were generally
positive. In particular, they agreed that Student Outcome Statements were better
than the Unit Curriculum in facilitating judgement about student leaming

achievement (80.1%).
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10. There was a moderate level of agreement of shared goals at the depariment
level including agreement on outcomes students should be achieving. Teachers also
reported a high level of school-wide commitment to student leaming. Al the
department level, the respondents reported that most teachers within the
department and the Head of Deparntment or Teucher-in-Charge of the Subject have
similar values and philesophies of education.

11. There were marked contrasts between the department and school items dealing
with cohesiveness and, as expected. they showed more coheston at the department
level than throughout the school.

12. The level of involvement in decision-making of teachers was very high in
departments and not as high across the whole school.

13. In their departments. teacher collaboration was high. Across the school, the
level of teacher collaboration was high. but not as high as in departments.

14. Both the department and the whole school were seen 1o strongly facilitate

opportunities for teachers to learn new things.

The conclusions for the cross-tabulations are set out in three sections: those
relating to the relationships between the dependent and group one independent
variables, those between dependent and group two independent vaiiables and

those between the dependent and situation variables.

Relationships between the dependent and group one independent variables
There seem to be small positive relationships between:

15. Overall Feelings and non-monetary cost benefits, significant other support and
feelings compared to the previous system;

16. Attitudes and non-monetary cost benefits, alleviation of fears and concems.
significant other support and feelings compared to the previous system:;

17. Behaviour Intentions and non-monetary cost benefits. significant other

support and feelings compared to the previous system.
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There are no significant retationships between:

18. Overall Feelings and alleviation of fears und concerns;

19. Behaviour Intentions and alleviation of fears and concerns;

20. Behaviour and non-monetary cost benefits, alleviation of fears and concemns,

significant other support and feelings compared to the previous system.

Relationships between the dependent and group two independent variables
There seem to be small positive relationships between:

21. Behaviour and involvement in decision-making and teacher collaboration.

There are no significant relationships between:

22. Overall Feelings and shared teaching goals. cohesiveness, team teaching,
involvement in decision making. teacher collaboration and teacher leaming
opportunities;

23. Attitudes and shared teaching goals, cohesiveness. team teaching. involvement
in decision making. teacher collaboration and teacher leaming opportunities;

24. Behaviour Intentions and shared teaching goals. cohesiveness, team teaching,
involvement in decision, making teacher collaboration and teacher leaming
opportunities;

25. Behaviour and shared teaching goals, cohesiveness. team teaching and teacher

leaming opportunities.

Relationships between the dependent and situation variables

26. There seem to be small positive relationships between Behaviour and school
location and teacher status.

There are no significant relationship between:

27. Overall Feelings and school size, school location, socio-economic status.
department size, department type, teacher stalus, teacher experience. sex, age, use
of Student Ouicome Statements and purposes to which Student Qutcome
Statements are put;

28. Attitudes and school size, school location, socie-economic status, depariment
size, department type, teacher status, teacher experience, sex. age, use of Student

Outcome Statements and purposes to which Student Outcome Statements are put;
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29. Behaviour Intentions and school size, school location, socio-cconomic slatus,
department size, department type, teacher status, teacher experience, sex, age, use
of Student Outcome Statements and purposes to which Student Qutcome
Statements are put;

30. Behaviour and school size, socio-cconomic status, department size,
department type, teacher experience, sex, age, use of Student Outcome Statements

and purposes to which Student Outcome Statements are put.

The next chapter examines the relationships between the dependent variables and
the independent and situation variables using zero-order correlations and these will

test more clearly the implied relationships found in the qualitative analysis.



Chapier 6 Zero-order correltions 116

CHAPTER 6
DATA ANALYSIS: PART A
ZERO-ORDER CORRELATIONS

Introduction

The mode! of teacher receptivity towards the introduction of Student Outcome
Statements suggests a number of bivariate refationships between the group one and
group two independent variables and receptivity and between the situation
variables and receptivity. This chapter describes these relationships. The scale
scores derived from the Rasch analysis, as described in Chapter four, are used in

the calculation of correlation coefficients.

Pearson product-moment correlations for pairs of variables are known as zero-
order correlations because no controls for the influence of other variables are made.
The Pearson correlation coefficient r is used to measure the strength of
relationship between two interval-level variables. The strength of the relationship
indicates both the goodness of fit of a linear regression line to the data and, when r
is squared, the proportion of variance in one variable explained by the other (refer
for example to Nie et al. SPSS Statistical Package jfor the Social Sciences, 1975,
p280). The correlation ranges from zero (no relationship) to +1 (perfect positive
relationship) or -1 (perfect negative relationship). The larger the absolute value of

the coefficient, the stronger the linear association.

The relationships are described in three sections. The first section involves the
relationships between the group one independent variables and receptivity
towards the change to Student Outcome Statements. The second section involves
the relationship between the group two independent variables and receptivity and
the third secuion involves the relationship between the situation variables and

receptivity.
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Zcero-order Correlations between the Dependent Variables and

the Group One Independent Variables

The group one independent variables are non-monetary cost benefit, alleviation of
fears and concerns. significant other support and feelings compared to the
previous system. Receptivity is measured in four aspects: Overall Feelings,
Attitudes. Behaviour Intentions and Behaviour. It was expected that there would
be nmoderate positive correlations between each of the group one variables and each

aspect of receptivity. The zero order correlations are presented in Table 6.1.

Table 6.1: Zero-order correlations between the dependent variables

and the group one independent variables

Non-monetary cos Alleviation of fear Significant other Feulings compared io
benefits N=10h and concerns suppon previous system
N=I23 N=[0] N=Ed
Overall Feelings L] Rk 0 U34en- (.59 ==
Attitudes (QAgwxs= LR ) (1 3gwe= O.6(pr»==
Behaviour 0.567=~ 0.29* 035w~ 063r=r=
Intentions
Behaviour Q23=ee .02 022 0.27==
*asig at 005 **a sig a1 0001 =* 7o sig al 0.005% 4= =*uosig ot 0.001

Moderate positive (Max 0.64) to zero (Min -0.02) correlations were found
between the group one independent variabies and the four aspects of receptivity:
Overall Feelings, Attitudes, Behaviour Intentions and Behaviour. In regard to non-
monetary cost benefits, these are: 0.41 (p<0.001) for the relationship between
non-monetary cost benefits and Overall Feelings: 0.59 (p<0.001) for the
relationship between non-monetary cost benefits and Attitudes: 0.56 (p<0.001)
for the relationship between non-monetary cost benefits and Behaviour Intentions:
and 0.23 (p<0.05) for the relationship between non-monetary cost benefits and
Behaviour. These results support the view that there is a moderate to strong
positive relationship between non-monetary cost benelits and three aspects of
receptivity: non-monetary cost benefits explains 17% of the variance in Overall
Feelings; 35% of the variance in Attitudes; and 31% of the vartance i Behaviour

Intentions. This means, for example, that the higher the non-monetary cost
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benefits resulting Irom weighing up the balance between any extra work gencrated
by Student Quicome Statemients and satisfaction with teaching, or home life, or
better student learning, the higher (he (cacher’s Overall Feelings towards Student
QOutcome Statements, and vice versa.  Non-monetary cost benefits has a less

strong relationship with Behaviour, explaining only 5% of the varlance.

In regard to alleviation of fears and concerns, the correlations are: 0.04 (not
significant) for the relationship between alleviation of fears and concerns and
Overall Feelings; 0.40 (p<0.001) for the relationship between alleviation of fears
and concerns and Attitudes: 0.29 (p<0.05) for the relationship between alleviation
of fears and concerns and Behaviour Intentions; and -0.02 (not significant) for the
relationship between alleviation of fears and concerns and Behaviour. These
results support the view that there is a moderate positive relationship between
alleviation of fears and concerns and Attitudes, with alleviation of fears and
concerns explaining 16% of the variance. Alleviation of fears and concerns explains
only 8% of the variance of Behaviour Intentions and there does not appear to be a

relationship with Overall Feelings or Behaviour.

In regard to significant other support, the correlations are: 0.34 (p<0.003) for the
relationship between significant other support and Overall feelings; 0.38
(p<0.005) for the relationship between significant other support and Attitudes;
0.35 (p<C .001) for the relationship between significant other support and
Behaviour Intentions; and 0.22 (not significant) for the relationship between
significant other support and Behaviour. These results support the view that
there is a moderate positive relationship between significant other support and the
four aspects of receptivity, with significant other support explaining 12% of the
variance in Overall Feelings, 14% of the variance in Attitudes, and 12% of the

variance in Behaviour Intentions and 5% of the variance in Behaviour.

In regard to feelings compared to the previous system, the correlations are: 0.59
(p<0.001) for the relationship between Overall Feelings and feelings compared to

the previous system: 0.60 (p<0.001) between Attitudes and feelings compared to
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the previous system: 0.64 (p<0.001) for the relationship between Behaviour
Intentions and feelings compared to the previous system and .27 (p<0.05) for the
relationship between Behaviour and feelings compared to the previous system.
These results mean that there is a moderate 1o strong positive relationship
between feclings compared to the previous systein and three aspects of
receptivity, with feelings compared to the previous system explaining 35% of the
variance of Overall Feelings, 36% of the variance of Attitudes and 41% of the
variance of Behaviour Intentions. Feelings compared to the previous system
explains only 7% of the variance of Bchaviour reflecting the low positive

correlation between the two variables.

Zero-order Correlations between the Dependent Variables and

the Group Two Independent Variables

The group two independent variables are shared teaching goals, cohesiveness, team
teaching, involvement in decision-making, teacher collaboration and teacher
learning opportunities. As in the previous section, receptivity is measured in four
aspects: Overall Feelings, Attitudes, Behaviour intentions and Behaviour. It was
expected that there would be moderate positive correlations between each of the
group two variables and each aspect of receptivity. The zero order correlations

are presented in Table 6.2.

Table 6.2: Zero-order correlations between the dependent variables
and the group two independent variables

Shared Cohesiveness Team Involvement in+ Collaboration Teacher
leaching N=122 teaching decision N=120 Learning
gouls N=120 making Oppontunities
N=122 N=116 N=122
Overall 0.02 .01 -0.16 0.30%+ 0.0 0.20
feelings
Attitudes 0.16 0.16* 0.19* 0.7 0.1 0.20¢
Behaviour 0.14 0.01 -0.08 .31 4n2x 0.15 0.20*
intentions
Behaviour 0.10 0.15 -{).20%#+ 0.40%4»s 010
0. 3 3 LEE 2]

*ox sig at 0.05 **a sig at 0.01 **rg sig at 0.005 weery gig ot 0001
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Moderate positive to low negative correlations were found between the group (wo
variables and the four aspects ol receptivity; Overall  Feelings, Attitudes,
Behaviour Intentions and Behaviour. In regard to shared teaching goals, these are:
0.02 (not significant} for the relationship between shared teaching goals and
Overall Feelings: 0.16 (not significant) for the relattonship between shared teaching
goals and Attitudes; 0.14 (not significant) for the relationship between shared
teaching goals and Behaviour Intentions; and 0.10 (not significant) for the
relationship between shared teaching goals and Behaviour. These results suggest

that shared teaching goals and the four aspects of receptivity are not related.

In regard to cohesiveness, the correlations are: 0.01 (not significant) for the
relationship between QOverall Feelings and cohesiveness; 0.16 (p<0.05) for the
relationship between Attitudes and cohesiveness; 0.01 (not significant) for the
relationship between Behaviour Intentions and cohesiveness; and (.15 (not
significant) for the relationship between Behaviour and cohesiveness. These
results mean that there is a low positive relationship between cohesiveness and
one aspect of receptivity, with cohesiveness explaining 3% of the variance of
Attitudes. Cohesiveness does not appear to be related to the other three aspects of

receptivity: Overall Feelings; Behaviour Intentions; and Behaviour.

In regard to team teaching, the correlations are: -0.16 (not significant) for the
relationship between Overall Feelings and team teaching; -0.19 (p<0.05) for the
relationship between Attitudes and team teaching; -0.08 (not significant) for the
relaticnship between Behaviour Intentions and team teaching; and -0.29 (p<0.005)
for the relationship between Behaviour and team teaching. These results mean
that there is a low negative relationship between team teaching and two aspects of
receptivity, with team teaching explaining 8% of the variance of Behaviour
Intentions and 4% of the variance of Attitudes. This implies that one factor
influencing whether teachers intend to support Student Qutcome Statements and
have supportive attitudes towards Student Outcome Statements may be that they
do not enjoy and value team teaching. Team teaching does not appear to be related

to Overall Feelings or Behaviour Intentions.
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[n regard to involvement in decision-making, the correlations are 0.30 {p=0.01) for
the relationship between Overall Feelings and involvement in decision-making;
0.17 (p<0.05) for the relationship between Adlitudes and involvement in decision-
making team teaching: 0.31 (p<0.001) for the relationship between Behaviour
Intentions and involvement in decision-making; and 0.46 (p<0.001) for the
relationship between Behaviour and involvement in decision-making team. These
results mean that there is a low 10 moderate positive relationship between
involvement in decision-making and the four aspects of receptivity, with
involvement in decision-making explaining 9% of the variance in Overall Feelings,
3% of the variance in Attitudes, 10% of the variance in Behaviour Intentions and

21% of the variance in Behaviour.

In regard to teacher collaboration, the correlations are: 0.10 (not significant) for the
relationship between Overall Feelings and teacher collaboration; 0.11 (not
significant) for the relationship between Attitudes and teacher collaboration; 0.15
(p<0.05) for the relationship between Behaviour Intentions and teacher
collaboration; and 0.33 (p<0.001) for the relationship between Behaviour and
teacher collaboration. These results mean that there is a low to moderate positive
relationship between teacher collaboration and two aspects of receptivity, with
teacher collaboration explaining 2% of the variance in Behaviour Intentions and
11% of the variance in Behaviour. There does not appear to be a relationship
between teacher collaboration and Overall Feelings or teacher collaboration and

Attitudes.

In regard to teacher leaming opportunities, the correlations are: 0.20 (not
significant) for the relationship between Overall Feelings and teacher leaming
opportunities; 0.20 (p<0.05) for the relationship between Attitudes and teacher
leaming opportunities; 0.20 (p<0.05) for the relationship between Behaviour
Intentions and teacher learning opportunities; and 0.10 (not significant) for the
relationship between Behaviour and teacher learning opportunities. These results

mean that there is a low positive relationship between teacher leaming
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opportunitics and two aspects of reeeplivity, with teacher leaming opportunities
explaining 4% cach of the variance of Attitudes and Behaviour Intentions. There
does not appear to be a relationship between teacher Jearning opportunitics and

Overall Feelings or between teacher learning opportunities and Behaviour.

Zero-order Correlations between the Dependent Variables and
the Situation Variables

The situation variables are school size. school location (metropolitan versus
country). socio-cconomic status, department size. department type (mathematics
and English versus other). teacher status. teacher experience, sex. age, use of
Student Outcome Statements and purpose of Student Qutcome Statements. Socio-
economic status is based on whether the school type is receiving special funding.
Use of Student Outcome Statements is based on the length of time Student
Qutcome Statements have been used. the extent to which they are being used in
lower school and by the whole school and whether the decision to use them was
made by the principal or whole school or solely by the teacher. Purpose of
Student OQutcome Statements is based on whether Student Outcome Statements
are being used as part of Education Department’s Gified and Talented Program,
whether there was involvement in the Education Department’s trialing of Student
Outcome Statements, whether the Monitoring Standards in Education Tests are
used and whether Student Outcome Statements are used for a number of specific
purposes (monitoring student achievement, collecting assessment information,
reporting student achievement to parents, planning teaching/learning programs,
school development planning. As in the previous scctions, receptivity is
measured in four aspects: Overall Feelings, Attitudes, Behaviour Intentions and
Behaviour. It was expected that there would be low positive correlations between
each of the situation variables and each aspect of receptivity, The zero order

correlations are presented in Table 6.3.
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Table 6.3: Zero-order correlation between the dependent variables
and the situation variables

Schuol sipe Schoul focation Socio-ceanntiiy D si2e Dept type
N=§4-1H) Nz=fd-123 st N=K2.1 2} N=710) 102
N=75.tI0
Overall fedlings {7 R ALEG A06 nn?
Alliludes 416 (LS -002 LUK 1y
Behaviour intentigns 2t (110} A2 42 .07
HBehaviour At 0.0 KTN{N] (M) 013
Yo sig at LOS **ig sigr 01 T sl ol (N5 veea sy al (100]
Teacher stalus Teacher Sex Age Use of Purpine
experience , §018 Of S08
N=435-124 N=KS5-124 N=85-123 N=85.123 N=f2.97
N=4.78
Overall feelings 0.15 .22+ -0.63 .03 023 -0.U8
Altitudes .00 LU0 012 .06 013 il
Behaviour intentions .16 015 .05 0.05 .20 0.4
Behavipur 019 0.23+ .05 012 n.29* 0.04
*o sig at 0.05 ** sig ol 0.01 “ragesiga 0.005 = ree sig al U]

Low positive to low negative correlations and were found between the situation
variables and the four aspects of receptivity: Overall Feelings, Attitudes.
Behaviour Intentions and Behaviour. In regard to school size. these are: 0.07 (not
significant) for the relationship between school size and Overall Feelings; -0.16
(not significant) for the relationship between school size and Attitudes; -0.21
(p<0.05) for the relationship between school size and Behaviour Intentions; and -
0.04 (not significant) for the relationship between school size and Behaviour.
These results mean that there is a low negative relationship between school size
and one aspect of receptivity, Behaviour Intentions, with school size explaining
4% of the variance of Behaviour Intentions. One explanation is that teachers’
intentions in regard to Student Outcome Statements are correlated to a small degree
with school size because teachers in small schools are more likely than those in
large schools to have their fears and concerns alleviated through better support and
communication in small schools where teachers know each other and this in turn
leads to stronger receptivity to Student Outcome Statements. There does not
appear to be a relationship between school size and Overall Feclings. school size

and Attitudes or school size and Behaviour.
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In regard to school location, the correlations arer 0.10 (not signilicant) for the
relationship between school location and Overall VFeelings; 0.05 (not significant)
for the relanonship between school location and Attitudes: 0.06 (not significant)
for the relationship between school location and Behaviour Intentions; and 0.06
(not significant} for the relationship between location and Behaviour.  These
results suggest that there is no relationship between school location and any of the
four aspects of receptivity: Overall Feelings: Attitudes; Behaviour Intentions; and

Behaviour.

In regard to socio-economic status, the correlations are: -0.16 (not significant) for
the relationship between socio-economic status and Overall Feelings; -0.102 (not
significant) for the relationship between socio-economic status and Attitudes; -
0.02 (not significant) for the relationship between socio-economic status and
Behaviour Intentions; and -0.04 (not significant) for the relationship between
socio-economic status and Behaviour. These results suggest that there is no
relationship between socio-economic status and any of the four aspects of

receptivity: Overall Feelings; Attitudes; Behaviour Intentions; and Behaviour,

In regard to department size, the correlations are: -0.06 (not significant) for the
relationship between department size and Overali Feelings: -0.08 (not significant)
for the relationship between department size and Attitudes: -0.02 (not significant}
for the relationship between department size and Behaviour Intentions; and 0.00
(not significant) for the relationship between department size and Behaviour.
These results suggest that there is no relationship between department size and
any of the four aspects of receptivity: Overall Feelings; Attitudes; Behaviour

Intentions; and Behaviour.

In regard to department type, the correlations are: 0.02 (not significant} for the
relationship between department type and Overall Feelings; 0.17 (not significant)
for the relationship between department type and Attitudes; 0.07 (not significant)
for the relationship between department type and Behaviour Intentions; and 0.13

(not significant) for the relationship between department type and Behaviour.
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These results suggest that there is no relationship baoween department type and
any of the four aspects of receptivity: Overall Feelings: Attitudes; Behaviour

Intentions: and Behaviour.

In regard to teacher status. the correlations are: (L1353 (not significant) for the
relationship between teacher status and Overall Feelings: -0.00 (not significant) for
the refationship between teacher status and Attitudes: (.16 (not significant) for the
relationship between teacher status and Behaviour Intentions; and 0.19 (p<0.03)
for the relationship between teacher status and Behaviour. These results mean
that there is a low positive relationship between teacher status and one aspect of
receptivity. Behaviour., with teacher status explaining 4% of the variance in
Behaviour. This implies that whether or not teachers are Head of Departments or
Teachers-in-charge or a classroom teacher may be one factor in their actual
behaviour towards Student Qutcome Statements. with those in the higher status
positions more likely to behave favourably. There does not appear to be a
relationship between teacher status and Overall Feelings. teacher status and

Attitudes or teacher status and Behaviour Intentions.

In regard to teacher experience. the correlations are: 0.22 (p<0.05) for the
relationship between teacher experiecnce and Overall Feelings: -0.06 ({not
significant) for the relationship between teacher experience and Attitudes: 0.13
(not significant) for the relationship between teacher experience and Behaviour
Intentions; and 0.22 (p<0.05} for the relationship between teacher experience and
Behaviour. These results mean that there are small positive relationships between
teacher experience and two aspects of receptivity. Overall Feelings and Behaviour.
with teacher experience explaining 5% each of the variance in both Overal! Feelings
and Behaviour; that is length of teaching experience may be one factor influencing
teachers’ Overall Feelings towards Student Outcome Statements and their actual
Behaviour towards them. One explanation is that expetienced teachers are more
likely than inexperienced teachers to provide significant other support which is

related to Overall Feelings and Behaviour towards Student Qutcome Statements.
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There does not appear to be a relationship between teacher experience and

Attitudes and teacher experience and Behaviour Intentions.

In regard to sex. these are: -0.03 (not significant) for the relationship between sex
and Overall Feelings: 0.12 (not significant) for the relationship between sex and
Attitudes: 0.05 (not signiticant) for the relationship between sex and Behaviour
Intentions: and -0.053 (not significant) for the relationship between sex and
Behaviour. These resuits suggest that there is no relationship between sex and any
of the four aspects of receptivity: Overall Feelings: Attitudes; Behaviour

Intentions: and Behaviour.

In regard to age these are: 0.03 (not significant) for the relationship between age
and Overall Feelings; -0.00 (not significant) for the relationship between age and
Attitudes; 0.05 (not significant) for the relationship between age and Behaviour
Intentions; and 0.12 (not significant) for the relationship between age and
Behaviour. These results suggest that there is no relationship between age and any
of the four aspects of receptivity: Overall Feelings: Attitudes; Behaviour

Intentions: and Behaviour.

In regard to use of Student Outcome Statements. the correlations are: 0.23 {not
significant) for the relationship between use of Student Outcome Statements and
Overal| Feelings; 0.13 (not significant) for the relationship between use of Student
Outcome Statements and Attitudes; 0.20 (not significant) for the relationship
between use of Student Outcome Statements and Behaviour Intentions; and 0.29
(p<0.05) for the relationship between use of Student Outcome Statements and
Behaviour. These results mean that there is a low positive relationship between
use of Student Outcome Statements and one aspect of receptivity, Behaviour,
with use of Student Outcome Statements explaining 8% of the variance of
Behaviour. There does not appear to be a relationship between use of Student
Outcome Statements and Overall Feelings, use of Student Outcome Statements

and Attitudes or use of Student Qutcome Statements and Behaviour Intentions.
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In regard to purpose of Student Outcome Statements, the correfations are: -0.08
(not significant) for the relationship between purpose of Student Quicome
Statements and Overall Feelings; 0.01 (not significant} for the relationship between
purpose of Student Outcome Statements and Atitudes; 0.04 (not significam) for
the relationship between purpose of Student Outcome Statements and Behaviour
Intentions; and -0.04 (not significant) for the relationship between purpose of
Student Qutcome Statements and Behaviour. These results suggest that there is
no relationship between purpose of Student Qutcome Statements and any of the
four aspects of receptivity: Overall Feelings; Attitudes; Behaviour Intentions; and

Behaviour.

Summary

The model of teacher receptivity towards the introduction of Student Outcome
Statements suggests a number of bivariate relationships between the group one and
group two independent variables and receptivity and between the situation
variables and receptivity. These relationships were tested and the following
conclusions are set out in three sections. The first deals with the relationship
between the dependent variables and group one independent vartables, the second
deals with the dependent variables and group two independent variables and the

third with the dependent variable and situation variables.

Correlations between the dependent variables and the group one

independent variables

Overall Feelings has:

1. amoderate positive relationship with non-monetary cost benefits, significant
other support and feelings compared to the previous system; and

2. no relationship with alleviation of fears and concems.
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Attitudes has:
3. moderate positive relationships with non-monctary cost benefits, alleviation of
fears and concerns, significant other support and feelings compared to the

previous sysiem.

Behaviour Intentions has:
4. moderate positive relationships with non-monetary cost benefits, significant
other support and feelings compared to the previous system; and

5. alow positive relationship with alleviation of fears and concerns.

Behaviour has:

6. a low positive relationship with non-monetary cost benefits ond feelings
compared to the previous system; and

7. no relationship with alleviation of fears and concerns and significant other

support.

Correlations between the dependent variables and the group two
independent variables

Overall Feelings has:

8. alow positive relationship with involvement in decision-making; and

9. no relationship with shared teaching goals, cohesiveness, team teaching, teacher

collaboration and teacher learning opportunities.

Attitudes has:

10. low positive relationships with cohesiveness, involvement in decision-making
and teacher learning opportunities;

11. a low negative relationship with team teaching; and

12. no relationship with shared teaching goais and teacher collaboration.
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Behaviour Intentions has:

13. low positive relationships with involvement in decision-making, cacher
collaboration and teacher learning opportunitics; and

14. no relationship with shared teaching goals, cohesiveness and team teaching;

Behaviour has:

15. a moderate positive relationship with involvement in decision-making;

16. a low positive relationship with teacher collaboration; and

17. 2 negative relationship with team teaching; and

18. no relationship with shared teaching goals, cohesiveness and teacher leaming

opportunities;

Correlations between the dependent variables and the situation variables
QOverall Feelings has:

19. a low positive relationship with teacher experience; and

20. no relationship with school size, school location, socio-economic status,
department size, department type, teacher status, sex, age. use of Student

Outcome Statements and purpose of Student Qutcome Statements.

Attitudes has:
21. no relationship with school size, school location, socio-economic status,
department size, department type, teacher status, teacher experience, sex, age, use

of Student Outcome Statements and purpose of Student Outcome Statements.

Behaviour Intentions has:

22. a low negative relationship with school size; and

23. no relationship with school location, socio-economic status, department size.
department type, teacher status, teacher experience. sex, age, use of Student

QOutcome Statements and purpose of Student Qutcome Statements.
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Behaviour has:

24. low positive relationships with teacher status, t1eacher experience and use of
Student Outcome Statements: and

25. no relationship with school size, school location, socio-tconomic status,
department size, department type, sex, age and purpose of Student Qutcome

Statements.

These results support the conclusion that the teacher receptivity to Student
Outcome Statements is related to teachers’ beliefs about the change and, in
particular, their attitudes and beliefs about its benefits and support and the
comparison with the previous system. The teacher receptivity is related to
teaching processes such as cohesiveness, collaboration and teacher leaming
opportunities, although these relationships are generally less strong than those
between receptivity and teachers’ beliefs. Factors associated with the schools,
departments and teacher backgrounds do not appear to be strong factors

influencing receptivity.



Chupter 7 Maoltiple regression anatysiy [31

CHAPTER 7
DATA ANALYSIS: PART B
MULTIPLE REGRESSION ANALYSIS

Introduction

The model used in this study and the theoretical relationships suggested in
Chapter three suggest a number of joint relationships between each of the
dependent variables (Overall Feelings; Auitudes; Behaviour Intentions and
Behaviour) and the two sets of independent variables; and between the dependent
variables and the situation variables (school size, school location, socio-economic
status, department size, teacher status, teacher experience, sex, age, use of Student
Qutcome Statements and purpose of Student Outcome Statements). In this
chapter, these relationships are summarised under the group one independent
variables, the group two independent variables, the situation variables and,
fourthly, all of the independent variables. Other joint relationships with the
dependent variables and all the independent variables together are summarised

under all independent variables.

The method used to test these joint relationships is multiple linear regression.
From the appropriate regression equation, the beta weights can be used to
compare the relative influence of each independent variable on the dependent
variables. These beta weights remain constant irrespective of the order in which
the independent variables are entered into the regression equation. They indicate
how much the dependent variable changes (in standard deviations) when the
independent variable changes by one standard deviation. Consistent with the
model proposed, Overall Feelings, Attitudes, Behaviour Intentions, and Behaviour
are each considered as separate and distinct aspects of teacher receptivity to
change involving Student Outcome Statements. Each of these four aspects is thus

used separately as a dependent variable in the regression equations.




Chaopter 7 Multiple regression analysis 132

The analyses were undertaken using SPSS for Windows Linear Regression. (For a
discussion of regression refer to Using Multivariate Statistics, Tabachnick, B and
Fidel, L. 1996 and SPSS for Windows Base System User's Guide, Norusis, M,
1994.)

Dependent Variables and the Group One Independent Variables
The multiple regression equation used to examine the joint relationship between
the group one independent variables and the dependent variable, Overall Feelings,
takes the following form:

Y= b|X| + bzXz + bJX3 + b4}(4 +R

Where;

Y = Overall Feelings X, = significant other support

X,= non-monetary cost benefits b, = regression weipght for x,

b, = regression weight forx, %, =leelings compared to the previous system
x,= alleviation of fears and concerns b, = regression weight for x,

b, = regression weight for x; R = residval

Similar equations are used when Attitudes, Behaviour Intentions or Behaviour is
the dependent variable, in place of Overall Feelings, and the same independent

variables are used.

Muitiple R in the equation for Overall Feelings is significant (R = 0.72, p <0.001)
and the null hypothesis can be rejected. All the group one independent variables
together, account for 52% of the variance in Overall Feelings. The most important
independent variables are indicated by the beta weights in the regression equation
(see Table 7.1). Tables 7.1, 7.2 and 7.3 all have a sample size of less than 100 and
suggest that further research with larger numbers may lead to more meaningful

results.

Table 7.1: Summary of multiple regression analysis between the
dependent variables and the group one independent variables

Dependent Variables

Group One Independent Variables Overall Feelings Atlitudes Behaviour Behaviour
Intentions

"Non-monelary cost benefits = 0288 = .362 = 0.3 = 0,769
Alleviation of fears & concems =-0.289 €= D084 = -0.085 =-0.210
Significant other suppont E: 0.361 3= 0.164 = 0.147 = 0.167
Feelings compared to the previous = (0,422 i = 0.268 B = 0.4 E = 0.120
system —

Varance accounted for S1.6% 36.9% KRNI TI%
Significance <0.001 <0.001t <001 <005
Muliiple R 0.718 (.082 Q.66 0.370

Average Tolerance 0.735 0.610 0.651 0,622
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Nates:

B vefers to the e weight (ssandardised regressiun cocfiicienty i the nliple jegression cguation

n is inthe range 67 10 84

Tolerunew is the propenion of the vunanee of a varable not explamed by the independent variables already in the
equation. Zero indicates that an independent vasiable 15 a perfect lisear combmation of other independent varables
and | indicates that the variable is uncorretaled with the otler variables. Tolerioace levels for this sl of vacibics
e all average w high indicating that theve ure no significant intereasmelations,

o bl —

The numerical values for the standardised regression weights (beta weights), in
order of importance in accounting for the variance, are: 0.422 for feelings compared
to the previous system, 0.361 for significant other support, -0.289 for alleviation
of fears and concerns and 0.288 for non-monetary cost benefits, These beta
weights show that feelings compared to the previous system is the most
important predictor of variability in Overall Feelings, followed by significant other
support, alleviation of fears and concerns and non-monetary cost benefits, They
indicate, for example, that when feelings compared to the previous system is
increased by one standard deviation, Overall Feelings is increased by 0.422
standard deviations, and vice versa. This is as conceptualised in the model (see
Figure 3.1). These independent variables are all positively related to Overall
Feelings towards Student Outcome Statements except for the alleviation of fears
and concerns variable which has a negative beta weight, The latter means that
when alleviation of fears and concerns is increased by one standard deviation,
Overall Feelings decreases by (.289 standard deviations. This is an unexpected
and unusual resuit. This can be explained if the variable acts as a suppressor.
That is, the variable, alleviation of fears and concerns, enhances the importance of
other independent variables by virtue of suppression of irrelevant variance in other
independent variables or in the dependent variable. Although the beta weight is
significant (p significant at <0.01), the correlation between this variable and

Overall Feelings is close to zero.

Multiple R in the equation for Attitudes, as the dependent variable. is significant

(R = 0.68, p<0.001) and the null hypothesis can be rejected. All the group one
independent variables account for 46.5% of the variance in Attitudes. The most
important independent variables are indicated by the beta weights in the regression

equation (see Table 7.1). The numerical values for the standardised regression
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weights (beta weights), in order of importance in accounting for the variance, are
0.362 for non-monctary cost benefits, 0.268 for feclings compared to the previous
system, 0.164 for significant other support and -0.084 for alleviation of fears and
concerns. They indicate, for example, that when non-monetary cost benefits are
increased by one standard deviation, Altitudes are increased by 0.362 standurd
deviations and vice versa. This is as conceptualised in the model (see Figure 3.1)
These are all positively related to Attitudes towards Student Outcome Statements,
except for the alleviation of fears and voncerns variable which has a negative beta
weight, This result means that when the alleviation of fears and concerns is
increased by one standard deviation, then Attitudes decreases by 0.084 standard
deviations. This is not as conceptualised in the model. However, it does not make
a significant contribution to the prediction of variance although the correlation
with Attitudes is significant. The significance test only applies to the unigue
contribution made by the variable and it may be that the variable shares variance

with another independent variabie.

Mulitiple R in the equation for Behaviour Intentions as the dependent variable is
significant (R = 0.67, p<0.001) and the null hypothesis can be rejected. All the
group one independent variables account for 44.7% of the variance in Behaviour
Intentions. The most important ‘ndependent variables are indicated by the beta
weights in the regression equation (see Table 7.1). The numerical values for the
beta weights, in order of importance in accounting for the variance, are 0.339 for
non-monetary cost benefits, 0.314 for feelings compared to the previous system,
0.247 for significant other support and -0.055 for alleviation of fears and concerns.
They indicate, for example, that when non-monetary cost benefits are increased by
one s.undard deviation, Behaviour Intentions increase by 0.339 standard
deviations and vice versa. All the relationships are positively related to Behaviour
Intentions, except for the alleviation of fears and concerns variable. This variable
is significantly correlated with Behaviour Intentions but does not make a
significant unique contribution to the prediction of variance.

Multiple R in the equation for Behaviour is significant (R = 0.37, p<0.05) and the

nuil hypothesis can be rejected. All the group one independent variables account
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for 13.7% of the variance in Behaviour,  The most important independent
variables are indicated by the beta weights in the regression cquation (see Table
7.1).  The numerical values for the beta weights, in order of importance in
accounting for the variance, are 0.269 for non-monetary cost benefits, -0.210 for
alleviation ol fears and concerns, 0.167 for significant other support and 0.120 for
feelings compared to the previous system. These results indicate, for example,
that when non-monetary cost benefits are increased by one standard deviation,
Behaviour increases by 0.269 standard deviations and vice versa. This is as
conceptualised in the model. All the rclationships are positively related to
Behaviour, except for the alleviation of fears and concerns variable which has a
negative beta weight. It probably acts as a suppressor variable. The relationship
is not significantly correlated with Behaviour and does not make a significant

contribution to prediction of the variance.

These results indicate that the group one independent variables account for a
significant and large amount of variance in receptivity to Student Outcome
Statements. This means that when the group one independent variables change,
consistent with the model proposed, Overall Feelings, Attitudes, Behaviour
Intentions, and Behaviour each change in correspondence. The two most
important independent variables are Feelings compared to the previous system
and non-monetary cost benefits. The group one independent variables account for
about 45% of the variance in Overall Feelings, Attitudes and Behaviour Intentions

and about 14% of the variance in Behaviour.

Dependent Variables and the Group Two Independent Variables
The multiple regression equation used to examine the joint relationship between
the group two independent variables and the dependent variable, Overall Feelings,

takes the following form:
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Y = h].‘(' + hzxz t h]X_; + I1|.‘(4 8 bs.‘(; i l)f,.'(f, t R

Where:

Y = Overall Feehngs owards the $08
v = shared teaching goals

Iy, = regressien weighi tory,

%= colwesiverness

b, = regression weight for .

v, = team teaching

b, = egression weight for s,

- -
~ 2
i ¥

b,

-
1

x, = teacher learming

il

= igvolvednent @ decision-pitking
b, = regression wetght lor x,
= (eacher collaboriatinn

segression weight lor x,

= Teptession weight jor x,
R = resndil

Similar equations are used when Attitudes, Behaviour Intentions or Behaviour is

the dependent variable, in place of Overall Feelings, and the same independent

variables are used.

In examining the equation for Overall Feelings, the multiple correlation R is not

significant at 0.05. That is. the multiple correlation between the dependent

variable and the independent variables is not significantly different from zero.

Any observed correlation should be discounted. as it is strongly likely to be due to

sampling fluctuations or measurement crror.

Table 7.2: Summary of multiple regression analyses between the

dependent variables and the group two independent variables

Dependent Variables

Group Two Independent Variables Overal] Feelings Attitudles Behaviour

] ] Intentions Behaviour
Shared teaching goals = -1.05] P=0.408 g: [IXV¥5] p=-005"
Cohesiveness B=-0235 # = 0uN =.0.195 B = -0.088
Team teaching B=-0144 =.0.19] p=-0067 =-0.161
Involvement in decision-making = 0.317 E = 0.029 = {.425 = 0511
Teacher collaboration = 0072 = -0.059 =.0.017 = 0.193
Teacher learning = -0.20! - fB= 0147 _B=0.08] = -.192
Variance accounted for " 16.3% 8.3% 17.7% 31.4%
Significance ns ns <0.05 <0.001
Multiple R 0.406 02492 0421 0.560
Average Tolerance 0.6706 0.609 (0.647 0.640

oes;

f refers o the bela weight (standardised regression coelficient) in the mulliple regression equation

n is in the range 74 10 105

Tolerance kevels for this set of variables are all average 10 high.

N
1.
2.
3. ns means pot significant al the 0.05 level.
4
5

ns= not significanl

Multiple R in the equation for Attitudes is not significant and the nuil hypothesis

cannot be rejected. That is, the multiple correlation between the dependent

variable and the independent variables is not significantly different from zero.
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Multiple R (0.421) in the equation for Behaviour Intentions is significant at 0.05
and the null hypothesis can be rejected, The numerical values for the beta weights,
in order of importance in accounting for the variance, are involvement in decision-
making 0.425, -0.195 for cohesiveness, 0.081 for teacher learning, -0.067 for tcam
weaching,

-0.017 for teacher collaboration and 0.005 for shared teaching goals.

Altogether 17% of the variance in Behaviour Intentions was predicted by knowing
scores for these independent variables. Three variables, team tcaching, teacher
collaboration and cohesiveness have negative beta weights. This means that if the
independent variable increases by one standard deviation then the dependent
variable decreases, and vice versa. This is not as conceptualised in the model,
however, their correlations with Behaviour Intentions are not significant and their
unique contributions to the variance are not significant. The negative beta weights
may be explained by their acting as suppressor variables. That is, the variables,
team teaching, teacher collaboration and cohesiveness, enhance the importance of
other independent variables, such as involvement in decision making by virtue of
suppression of irrelevant variance in other independent variables or in the

dependent variable.

Multiple R (0.560) in the equation for Behaviour is significant and the null
hypothesis can be rejected. The numerical values for the beta weights, in order of
importance in accounting for the variance, are 0.511 for involvement in decision-
making, 0.193 for teacher collaboration. Altogether 31% of the variance in
Behaviour is predicted by knowing scores for these independent variables.
Negative beta weights were recorded for four of the group two independent
variables (-0.192 for teacher learning, -0.16] for team teaching, -0.088 for
cohesiveness and -0.055 for shared teaching goals). This is not as conceptualised
in the model. The four variables with negative beta weights are acting as
suppressor variables. Their correlations with Behaviour are not significant and

they do not make a significant unique contribution to the variance.
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These results indicate that, while the group two independent variables do not
account for a large amount of variance in predicting receptivity (o Student
Outcome Statements in terms of Overall Feelings and Attitudes, they do account
for a significant and moderale amount of variance in relation to Behaviour
Intentions and Behaviour. This micans that when the group two independent
variables change. consistent with the mode! proposed, Behaviour Intentions and
Behaviour each change in correspondence. The group two independent variables

account for 18% of the variance in Behaviour Intentions, and 3 1% in Behaviour.

Dependent Variables and the Situation Variables
The multiple regression equation used to examine the joint relationship between
the situation variables and the dependent variable, Overall Feelings takes the

following form:

Y= b]K] + bQX2 + b3X3 + b4)(4 + b5X5 + bﬁX(, + b';,'?(? + ngg + ngg + b][)X[g +R

Where:

Y = Overall Feelings towards the S0S X, = leacher experience

x,= school size b, = regression weight for x,
b, = regression weight forx, X, = sex

x,= school location b, = regression weight for x,
b, = regression weight for x, X, = age

X, = socio-economic status b, = regression weight for x,
b, = regression weight for x, x, = use of SOS

x, =department size
, = regression weight for x,
x, =teacher status

b, = regression weight for x,
X, 2 purpose of SOS
by, = regression weight for x,

bs=regression weight for xs R =residual

Similar equations are used to describe Attitudes, Behaviour Intentions and

Behaviour.

Multiple regression analysis for each of the dependent variables with the situation
variables indicates that multiple correlation R is not significant at 0.05. That is,
there was no significant difference from a null hypothesis that all the multiple
correlations between the dependent variables and the situation variables were zero.
The amount of variance accounted for by the situation variables appears moderate
(28% to 38%) but no meaning should be attached to these figures. The sample

size is low (n = 33 to 47) and the individual correlations are very low. The
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number of cases under consideration is limited due 10 missing responses on e
situation variables. Because of the errors of estimating correlation with small

samples, fewer than 100 cases may lead to solutions which are meaningless.

Table 7.3;: Summary of multiple regression analyses between the
dependent variables and the situation variables

Dependent Variahles

Situation Vanables UOneralt Feelengs Aihtudes Hehavur Hehavtur
. intentinns
School size F=u14} I = 0625 T p=-n2al f= 02yl
Location B =535 =08y b= 0 1%} = 0204
Socio-geunomiv status B =022l =00l = tivo fi= 0120
Depanment size ned =0y §= 0327 = 0.2%5
Teacher status ]lij 238 1= (1060 ’i = -1 258 B=-0312
Teacher experience = 1.550 f= 0130 b= 0399 |[1J= 0274
Sex = 0187 1= 0016 = 11.004) =-00639
Age §= -0.261 = .008Y fsj: -0.125 = 159
Use of SOS =026 B= 0143 (‘1 =072 = 0421
Purpose of SOS E;’ = -0.307 B= 0241 = (1029 = {1L9]
Vanance accounted for IS8T RIS kS _27 6%
Significance s ns ns ns
Muliiple R 0597 0.548 0615 0.525
Average tolerance 0.601 0.557 (4579 0 56%

Notes:

B refers 10 the bewa weight (standardised regression coeffizient) in the mueltzple regression equatinn

n1s in the mnge 33 to 47

ns means not significant at the 0.05 [evel

The tolerance levels for this ser of varbles are uverage eweept for the variables teachar expericnce and teacher
age which have low levels in regard 1o Anrttudes, Behaviour Intentions and Behaviour. A relationship between
teacher expenience and age was expected

5. ns= pot significant

B

Dependent Variables and all the Independent Variables and the
Situation Variables

The multipie regression equation used to examine the joint relationship between all
(group one and group two) independent variables and the dependent variable,

Overall Feelings, takes the following form:

Y = b|X| + bng + b3X3 + bq.“_g + bsxj + bﬁX{,‘l" b',r.\'.'r . bu.\lg + bnxg + bw.‘m“"R

Where:

Y = Overall Feelings towands the SOS x,= vohestvencss

X,= non-monelary cost benefits b, = regression weight for x,
b, = regression weight forx, %, = team teaching

x,= alleviation of fears and concerns b, = regression weight for a,
b, = regression weight for x, x, = involvement in decision-making
x4 = significant other support by = regression weight for x,
b, = regression weight for x, x, = teacher collaboration

x, = feclings compared 1o the previous system h, = regression weight for x,
b, = regression weight for x, X = leacher learning

X, = shared teaching goals b, = regression weight for x,,

b, = regression weight forx, R = residual
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Similar equations are used to describe Atlitudes, Behaviour Intentions and
Behaviour. The sttuation variables are not included in the equations because they

were not found to make a significant difference for any of the dependent variables.

In Table 7.4, multiple R (0.770) in the equation for Overall Feelings is significant
at the 0.001 ievel and the null hypothesis can be rejected.  Feelings compared to
the previous system. signiticant other support. non-monetary cost benefits and
alleviation made a significant contribution to the regression equation with feelings
compared to previous system and significant other support significant at 0.005,
non-monetary cost benefits at 0.01 and alleviation of fears and concerns significant

at 0.05.

The numerical values for the beta weights. in order of importance in accounting for
the variance are 0.385 for feelings compared o the previous system. 0.355 for
non-monetary cost benefits. 0.343 for significant other support, -0.287 for
alleviation of fears and concemns (see Table 7.4). These give an indication of the
relative importance of these independent variables in their relationship with the
dependent variable. Overall Feelings. Altogether, with the addition of the group
two variables, 59% of the variance in Overall Feelings was predicted by knowing
scores on these independent variables. The addition of the group two independent
variables added 8% to the variance accounted for by the group one variables.
Alleviation of fears and concerns has a negative beta weight of 0.287; however, the
correlation with Overall Feelings is not significant, suggesting that the variable is

acting as a suppressor variable.

Multiple R (0.698) in the equation for Attitudes is significant (p<0.001) and the
null hypothesis can be rejected. Feelings compared to previous system. non-
monetary cost benefits and significant other support made a low to moderate
positive contribution to the varance in Attitudes. Non-monetary cost benefits,
feelings compared to previous system, cost benefits and signiticant other support
are the most important variables. The numerical values for the beta weights, in

order of importance in accounting for the variance are 0.339 for non-monetary cost
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benefits, 0.291 for feelings compared to the previous system, 0,237 for significan
other support and -0.215 for involvement in decision-making (sce Table 7.4).
Four of the beta weights are negative but only involvement in decision making
makes a significant contribution to the variance. This variable does not corrclate
significantly with Behaviour and is acting as a suppressor vanable. Altogether
49% of the variance in Attitude was predicted by knowing scores on these
independent variables. The addition of the group two independent variables added

only 2% to the variability accounted for by the group one variables.

Table 7.4: Summary of multiple regression analyses between the
dependent variables and all the independent variables

Dependent Vasiables

All the Independent Variables Overal]l Feelings Attitudes Behaviour Behaviour
[entions

Non-rmonetary cost benefits = 0.33% B=10339 = (L.34] = (L.264
Alleviation of fears and concerns = -0.287 g: 0.100 =-0L.HD =327
Significan other suppon B= 0343 = 0.237 B= 0236 = 0.008
Feelings compared 1o the previous = 0385 $=0.29] B= 0327 = 0.057
system

Shared Ieaching goals B =-0.167 p=-0015 = (0.062 = 0.03]
Cohesiveness g: 0.123 =011 = 0.051 = 0.026
Team teaching =-0.006 =.0.054 B = 0.055 =-0.208
Involvement in decision-making p= 0081 =.0.215 B= 0192 p= 0437
Teacher collaboration g: 0.001 g: = 0.005 B= 0021 g ={0.137
Teacher learming = -0.025 = 00583 B=-0.179 =-0.131
Vanance accounted for 59.3% I8 T% S04% 'R
Significance <0.001 <(.00] <0.001 <0.004
Mutltiple R 0.770 0.698 0.710 0.630
Average Tolerance 0.566 0.563 0.548 0.567

Notes:

I. P refers to the beta weight (siandardised regression coeflicient) in the multiple regression equmtion
2. nisinthe mnge 601076

3. The tolerance levels for this sct of variables are all average.

Multiple R (0.709) in the equation for Behaviour Intentions is significant and the
null hypothesis can be rejected. Non-monetary cost benefits, alleviation of fears
and concerns, significant other support and feelings compared to previous system,
made a significant contribution to the regression equation (p<0.001). The
numerical values for the beta weights, in order of importance in accounting for the
variance are: 0.341 for non-monetary cost benefits, 0.327 for feelings compared to
the previous system and 0.236 for significant other support. Altogether, 50% of
the variance in Behaviour Intentions was predicted by knowing scores on these
-independent variables. The addition of the group two variables added 5% to the

'variance accounted for by the group one variables.
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Multiple R (0.630) in the equation for Behaviour was significant (p<0.001) and
the null hypethesis can be rejected.  Involvement in decision-making  and
alleviation of fears and concerns made a significant contribution to the regression
cquation (p<0.001). The numerical values for the beta weights, in order of
importance in accounting for the variance are 0.437 for involvement in decision-
making. -0.327 for alleviation of fears and concemns, 0.264 for non-monetary cost
benefits. -0.208 for tcam teaching (see Table 7.4). Altogether 40% of the
variability in Behaviour was predicted by knowing scores on these independent
variables. (group one and group two together) and the addition of the group two
independent variables added 26% to the prediction of variance. Alleviation of
fears and concerns has a negative but statistically significant beta weight. This
variable does not correlate significantly with Behaviour and is acting as a

suppressor variable.

Summary

The multiple regression analysts provides strong support for the general model of
teacher receptivity used in this study. The general model uses four aspects of
receptivity (Overall Feelings, Attitudes, Behaviour Intentions and Behaviour) and
two sets of independent variables (group one and group two). The conclusions
reiating to teacher receptivity to the change to Student Outcome Statements are
presented in four different sections since the pattern of relationships differs for
the four dependent variables. The situation variables as a group do not appear to
contribute significantly to the relationships. However, the size of the sample
available for this analysis was reduced and further consideration could be given to

these variables with a larger initial sample.

Overall Feelings

The group one independent variables (non-monetary cost benefit, alleviation of
fears and concerns, significant other support and feelings compared to the
previous system) accounted for 52% of the variance in Overall Feelings. Each of
the independent variables made a contribution to the prediction of variance, as

‘conceptualised in the model. Alleviation of fears and concerns is inversely related
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to Overall Feelings while all the other variables are positively related to Overall

Feelings.

The group two independent variables (sharcd teaching goals, cohesiveness, team
teaching, involvement in decision-muking, teacher collaboration and teacher
learning opportunities} did not make a significant contribution to the prediction of

variance in Overall Feelings.

Combined with the group one independent variables, the group two variables
added 8% to the prediction of variance in Overall Feelings. The group one and
group two variables together accounted for 59% of the variance in Overall
Feelings. However, in the joint analysis, only the four group one variables made a

significant unique contribution to the variance in Overall Feelings.

Attitudes

Group one independent variables (non-monetary cost benefit, alleviation of fears
and concerns, significant other support and feelings compared to the previous
system) contributed 47% of the variance in Attitudes, with a significant unique
contribution being made by non-monetary cost benefits and feelings compared to
the previous system as conceptualised in the model. Alleviation of fears and
concerns is inversely related to Attitudes while all the other variables are

positively related to Attitudes.

The group two independent variables (shared teaching goals, cohesiveness, team
teaching, involvement in decision-making, teacher collaboration and teacher
learning opportunities) alone did not make a significant contribution to prediction

of Attitudes.

Combined with the group one independent variables, the group two independent
variables added only 2% to the prediction of Attitudes. In the joint analysis, non-
monetary cost benefits, significant other support and feelings compared to the

previous system made a significant unique contribution to the prediction of



Chapler 7 Multiple reggression mulyses 144

Attitudes. All the group one and group two variables accounted for 48.7% of the

variance in Attitudes.

Behaviour Intentions

The group one independent variables accounted for 45% of the vanance in
Behaviour Intentions. Non-monetary cost benefits, significant other support and
feelings compared to the previous system each made a significant unique
contribution to the prediction as conceptualised in the model. The group one
independent variables accounted for 44.7% of the variance in Behaviour

Intentions.

The group two independent variables alone accounted for 18% of the variation in
Behaviour Intentions, with a significant positive and unique contribution being

made by involvement in decision-making.

The group one and group two independent variables together accounted for 50%
of the variance in Behaviour Intentions. Therefore, the addition of the group two
variables added 5% to the prediction of Behaviour Intentions. All the group one
variables were related positively to Behaviour Intentions as conceptualised, except

for alleviation of fears and concerns which was inversely related

Behaviour

Although the contribution was statistically significant, the group one independent
variables contributed only 14% to prediction of variance in Behaviour. Non-
monetary cost benefits had a low positive relationship with Behaviour and

alleviation of fears and concerns was inversely related.

The group two independent variables contributed 31% to the prediction of
Behaviour. Involvement in decision-making had a low positive relationship with
Behaviour, as did teacher collaboration. Teacher leaming opportunities, team

teaching, cohesiveness and shared teaching goals had inverse relationships.
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Together with the group one variables, the group two variables contributed 40% to
the prediction of variability in Behaviour, adding 26% to the variance predicted by
the four group one varables alone. Only alleviation of fears and concerns and

involvement in decision-making made a contribution to the prediction.

In overall terms. the group one independent variabies contribute significantly to
the prediction of Overall Feelings, Attitudes and Behaviour Intentions, but are not
as important in the prediction of Behaviour, Three of the group one variables, non-
monetary cost benefit, significant other support and feelings compared to the
previous system, have a moderate to low positive relationship with the dependent
variables, while alleviation of fears and concerns has a low negative relationship

with the dependent variables.

The group two independent variables (shared teaching goals, cohesiveness, team
teaching, involvement in decision-making, teacher collaboration and teacher
leaming opportunities) are not as strong as the group one independent variables as
predictors of the dependent variables except in regard to Behaviour. Only one of
the group two variables (involvement in decision-making) has a moderate to low

positive relationship with the dependent variables.

The situation variables do not appear to contribute to prediction of variance in

Overall Feelings, Attitudes, Behaviour Intentions or Behaviour.

Therefore, the group one independent variables appear to be the best predictors of
Overall Feelings, Attitudes and Behaviour Intentions. However, the group two
varjables are better predictors of Behaviour. For all dependent variables, better
predictions can be made by combining group one and group two independent
variables, however, this adds only 2% to 7% to the variance predicted by group

one alone, except in the case of Behaviour where 26% is added.
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CHAPTER 8
SUMMARY, CONCLUSIONS AND IMPLICATIONS

This chapter provides a summary of the study and brings together the main
conclusions. The practical and research implications of the main findings relating
to teacher receptivity towards Student Outcome Statements and the main variables
affecting teacher receptivity to this system-wide change in Western Australian

government secondary schools are discussed.

Studies by Waugh and Godfrey (1995, 1993) and by Waugh (1994) and Waugh
and Punch (1987, 1985) into teachers’ receptivity to system-wide educational
change examined the literature on planned educational changes which suggested
that “when successful”, planned educational changes “have a life cycle that can be
divided into three stages, initiation, implementation and routinization. Initiation
refers to the processes and planning which lead up to and include the decision to
proceed with the change... Implementation refers to the first use of the change on a
system~-wide basis in the classroom... and routinization refers to whether the

change becomes an ongoing part of the system” (Waugh & Godfrey, 1995, p.39).

The present study deals with the end of the initiation stage and the beginning of
the implementation stage. Waugh and Godfrey (1995, p.50) suggest that “during
the initiation stage, administrators should sell the change to the teachers in terms
of the general variables refated to receptivity in the implementation stage”. They
developed a model which was based on previous research and literature on
system-level change and identified six critical variables: non-monetary cost
benefits, practicality in the classroom, alleviation of fears and concerns, teacher
participation in decision-making, significant other support and feelings compared
to the previous system. The model that provides the theoretical framework for
this study has been developed by combining and utilising variables from recent

research on change (Rosenholtz, 1991; Fullan & Hargreaves 1991; Hargreaves,
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Davis, Fullan, Wignall, Stager & Macmillan, 1991; McLaughlin, 1990, 1987,
Waugh & Godfrey, 1995, 1993; Waugh & Punch, 1987, 1985).

There are many factors that influence how teachers may react to changes generated
by an cducation system, or how employees of any organisation react to and
manage change. 1t would require a complex process to analyse all the relationships
between vartables that may influence teachers’ receptivity and actions towards
change. In order to simplify the problem, a model has been developed which
describes the perceived most important relationships between the variables.
Although the creation of a model may be seen as somewhat artificial, it serves as a
useful tool, in a study such as this, to show the main variables of interest and how

they may be related,

SUMMARY

The study has three aims in line with the model that is used in this research:

1. To investigate teachers’ receptivity to the use of Student Outcome Statements
in Western Australian, government, secondary schools. Receptivity is defined
in four aspects, overall feelings, attitudes, behaviour intentions and behaviour.

2. To investigate the relationships between receptivity, as the dependent variable
and ten independent variables: non-monetary cost benefit, alleviation of fears
and concerns, perceived support from senior staff, feelings compared to the
previous system, shared goals (shared teaching goals and cohesiveness,
collaboration (team teaching, involvement in decision-making teacher
collaboration) and teacher learning opportunities.

3. To investigate the relationships between receptivity and the independent
variables in the context of the situation variables related to the school,

department and teacher.

Teachers from government secondary schools were surveyed through a
questionnaire that was developed using previous instruments. There were 126
valid responses to the questionnaire from 30 different government schools across

Western Australia including about half from country schools and half from
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metropolitan schools.  The questionnaire was  trialed using 15 secondary
curriculum consultants who had extensive experience working in sccondary
schools with teachers who were using the Student Oulcome Statements.  The
original questionaire was modified according to the feedback received from the
trial and as a result the questionnaire was reduced from 160 items to 129 items.
After the editing. the questionnaire could be completed in twenty o twenty-five
minutes. Seven experienced secondary principals were asked 1o provide further
feedback on the questionnaire and further improvements were made to ensure that
the language was appropriate and friendly. An open-ended scction was designed
to add a deeper qualitative dimension to the study by allowing teachers to express
themselves in their own words and to state how the system could be improved to
produce better outcomes and to manage the change better. The feedback suggested
that more space would be required and this modification was incorporated into the

final version of the questionnaire.

The sample attracted a younger group of teachers than the average state age of 42
(Education Department, 1999) with over sixty percent of the respondents being
below the age of forty. Some twenty-cight per cent were aged between 41 and 50
and approximately the same number were aged between 20 and 30. Overall the

group was aged between 20 and over 61 years.

The model that provides the theoretical framework for this study has been
developed by combining and utilising variables from recent research on change.
There are two groups of independent variables and the situation variables. The
first group of independent variables are a selection taken from the studies done by
Waugh and Godfrey (1995, 1993) and Waugh and Punch (1987,1985): non-
monetary cost benefit, alleviation of fears and concerns, perceived support from
senior staff, feelings compared to the previous system. The inclusion of the
second group of independent variables is an attempt to build on the previous
model and the second group is a selection taken from the work of Rosenholtz
(1991) and Hargreaves, Davis, Fullan, Wignall, Stager and Macmiilan (1991):

shared goals (shared teaching goals and cohesiveness), collaboration (team teaching,
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involvement in decision-making and teacher collaboration) and teacher leaming.
The situation variables relate to the school (socio-ceconomic status, size and rural
or city). department (type and size) and teacher (age, experience, status, gender,
decision to participate in the change, use of Student Qutcome Statements and

purposes of Student Outcome Statements).

The dependent variable. teacher receptivity towards Student Qutcome Statements,
involves teachers® beliefs. attitudes, behaviour intentions and behaviour, as they
have developed while using the Student Qutcome Statements. These have been
chosen because previous research support their inclusion. Behaviour is added to
extend the model and bring all these variables together in one study. Teacher
receptivity to Student Qutcome Statements is expected to be related to many
variables in a complex way, as there are many factors which influence how
teachers may react to changes generated by an education system. The model
created in this study, serves as a useful tool to show the main variables of interest
and how they may be related. This general model of teacher receptivity to change
illustrates the relationships between the most important variables influencing the
receptivity of teachers in government secondary schools to a system-wide planned

educational change, the use of Student Outcome Statements.

Teachers” receptivity to Student Outcome Statements, measured in four aspects,
is expected to be related to the sequence of overall feelings, attitudes, behaviour
intentions and behaviour (Ajzen, 1989). The model suggests a correlation between
the components of the dependent variable, teacher receptivity to change: overall
feelings, attitudes, behaviour intentions and behaviour. In particular, it suggests
that overall feelings influence attitudes that, in turn, influence intentions and

behaviour.

The variables in the model are measured using statements on a four point Likert
Scale (for example, from strongly agree to strongly disagree). The study also
incorporates the use of the Rasch Measurement Model, which is a more recent

development in the measurement of latent variables wvith such tools as Likert and
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Semantic Differential Scales. The model creates a scale at interval measurement
level based on the log odds of respondents agreeing with the jtems.  The
consistency of the teachers® responses are checked and the scale score needed for
fifty percent chance of passing [rom onc response category to the next is
calculated. The scale scores are called threshold values. They are calculated in
logits and they must be ordered to represent the increasing receptivity needed to
answer from each response category to the next one. Items whose thresholds are

not ordered are not considered to {it the measurement model and are discarded.

The development of the Student Outcome Statements emerged from the policy
direction, which was launched after the release by the Education Department of a
document called Better Schools in Western Australia in 1987. This direction,
combined with the fact that processes were being developed to work on national
collaborative curriculum projects, provided the impetus for this development. A
decision was taken by the Education Department in 1990 to develop eight sets of
student outcomes, that would be mandated by the system and delivered at the
school level. These student outcomes apply to the compulsory years of schooling
in Western Australian, government schools. In the next few years, this
commitment was reinforced by the compietion of a set of policies and guidelines,
on school planning, decision-making, financial management and accountability. By
mid 1993, the National Statements and Profiles were completed in draft form
ready for endorsement by the Australian Education Council. In Western
Australia, a decision was made to develop the Student Cutcome Statements, based

on these National Statements and Profiles.

CONCLUSIONS

The conclusions are set out in three parts that correspond to the aims and the
model used in the study. Part | provides a preliminary and qualitative summary
of conclusions. Part 2 provides the conclusions from the zero-order correlations.

Part 3 provides the conclusions from the multiple regression analysis.
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Part I: Conclusions from the preliminary analysis

The preliminary analysis of the data, which is essentially qualitative in nature,
suggests that teachers were generally positive about their experiences using the
Student Qutcomes Statements. Just over 91 pereent of the teachers stated that
they support the use of Student Qutcome Statements, They felt that the Student
QOutcome Statements were valuabic (86.5%), liberating (76.1%) cflective (71.8%)
and necessary (68.3%). However, they also felt that the Student Outcome
Statements were complicated (63.5%), time inefficient (54.7%) and unclear
(53.2%). This feedback was consistent with the feedback from the Education
Department’s trial, which suggested that the Student Qutcome Statements needed
refinement, an initiative that was undertaken throughout the years of 1996 to
1998. It also suggests that perhaps the Student Outcome Statements may well
become clearer and more time efficient as teachers become more familiar with their

content and their use.

The most significant reason for using the Student Qutcome Statements was for the
purpose of monitoring student achievement (96%), followed by planning teaching
and learning programs (91%) and collecting student assessment information {84%).
Over half of the teachers (64%) were using the Student Outcome Statements with
all of their lower school classes. Just over ninety percent of teachers reported that
they will probably say that Student Outcome Statements are useful for monitoring
student achievement; for planning teaching and learning programs; and for school
development planning. Seventy-three percent indicated they would probably say
that Student Outcome Statements are useful for reporting student achievement to

parents

The behaviours of the respondents in terms of attendance at Student Qutcome
Statement professional development sessions, sharing knowledge with colleagues
and generally voicing support for Student Outcome Statements were supportive
and positive. Teachers felt that in weighing up the balance between any extra
work generated by using Student Outcome Statements and their satisfaction with

teaching, the use of Student Qutcome Statements was worthwhile (81%). The
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extra work was beneficial for better student classroom leaming (80.2%) but not as

strong for student assessment (67%).

Teachers were positive about the opportunity to alleviate their fears and concerns
with cighty-cight percent reporting that there was at least one school person with
whom they can talk about any student problems associated with Student Outcome
Statements. Teachers™ feelings towards the use of Student Outcome Statements
compared to their feelings about the Unit Curriculum (the previous system) were
generally positive. In particular, they agreed that Student Outcome Statements
were better than the Unit Curriculum in facilitating judgement about student

learning achievement (80.1%).

There was a high level of agreement of shared goals at the department level,
including agreement on outcomes that students should be achieving. Teachers also
reported a high level of school-wide commiitment to student leaming. At the
department level, the respondents reported that most teachers within the
department and the Head of Department or Teacher-in-Charge of the Subject have

similar values and philosophies of education.

There were marked contrasts between the department and school items dealing
with cohesiveness and, as expected, they showed more cohesion at the department
level than throughout the school. The level of involvement in decision-making of
teachers was very high in departments and not as high across the whole school. In
their departments, teacher collaboration was high. Across the school, the level of
teacher collaboration was high, but not as high as in departments. Both the
department and the whole school were seen to strongly facilitate opportunities for

teachers to learn new things.

A statistically significant relationship was shown to exist between the dependent
variable, overall feelings, and the group one independent variable, feelings
compared with the previous system. A similar relationship was shown to exist

for behaviour intentions. In both cases the trend was in the same direction —
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teachers who have positive feelings towards Student Qutcome Statements and
who have positive intentions in their regard, are likely to be receptive towards the

change.

Teachers who have positive feelings towards Student Outcome  Statements
compared with the previous system are also likely to have positive attitudes.
This is confirmed by the finding that the teachers who believe the benelits of the
new system outweigh the problems. are supportive in terms of their attitudes
towards the change. Teachers’ behavioural intentions are directly related to their
involvement in decision-making. A more positive attitude towards student

Outcome Statements occurs as teachers age.

The model of teacher receptivity towards the introduction of Student Qutcome
Statements suggests a number of bivariate relationships between the group one and
group two independent variables and receptivity and between the situation
variables and receptivity. These relationships were tested and the following
conclusions are set out in three sections. The first deals with the relationship
between the dependent variables and group one independent variables, the second
deals with the dependent variables and group two independent variables and the

third with the dependent variable and situation variables.

Part 2: Conclusions from the zero-order correlations

Correlations between the dependent variables and the group one independent
variables

Overall Feelings has;
1. a moderate postitive relationship with non-monetary cost benefits, significant
other support and feelings compared to the previous system; and

2. no relationship with alleviation of fears and concerns.
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Attitudes has:
3. moderate positive relationships with non-monetary cost benefits, alleviation of
fears and concerns, signiticam other support and jeelings compared o the

previous system,

Behaviour Intentions has:
4. moderate positive relationships with non-monetary cost benefits, significant
other support and feelings compared to the previous system: and

5. a low positive relationship with alleviation of fears and concerns.

Behaviour has:

6. a low positive relationship with non-monetary cost benefits and feelings
compared to the previous system: and

7. no relationship with alleviation of fears and concerns and significant other

support.

Correlations benveen the dependent variables and the group rwo independent
variables

Overall Feelings has:
8. a low positive relationship with involvement in decision-making; and
9. no relationship with shared teaching coals, cohesiveness, team teaching, teacher

collaboration and teacher learning opportunities.

Attitudes has:

10. low positive relationships with cohesiveness, involvement in decision-making
and teacher learning opportunities;

11. a low negative relationship with team teaching; and

12. no relationship with shared teaching goals and teacher collaboration.
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Behaviour Intentions has:
13. low positive relationships with involvement in decision-making, teacher
collaboration and tcacher learning opportunities; and

14, no relationship with shared teaching goals, cohesivencess and 1eam teaching;

Behaviour has:

15. a moderate positive relationship with involvement in decision-making;

16. a low positive relationship with teacher collaboration; and

17. a negative relationship with team teaching; and

18. no relationship with shared teaching goals, cohesiveness and teacher leaming

opportunities;

Correlarions between the dependent variables and the situation variables

Overall Feelings has:

19. a low positive relationship with teacher experience; and

20. no relationship with school size, school location, socio-economic status,
department size, department type, teacher status, sex, age, use of Student

Qutcome Statements and purpose of Student Qutcome Statements.

Attitudes has:
21. no relationship with school size, school location, socio-economic status,
department size, department type, teacher status, teacher experience, sex, age, use

of Student Outcome Statements and purpose of Student Qutcome Statements

Behaviour Intentions has:

22 .a low negative relationship with school size; and

23. no relationship with school location, socio-economic status, department size,
department type, teacher status, teacher experience, sex, age, use of Student

Outcome Statements and purpose of Student Qutcome Statements.
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Behaviour has:

24. low positive relationships with teacher status, teacher experience and use of
Student Outcome Statements; and

25. no relationship with school size, school location, socio-cconomic status,
department size, departinent lype, sex, age and purpose of Student Outcome

Statements.

Part 3: Conclusions from the Multiple Regression Analysis

The multiple regression analysis provides strong support for the general model of
teacher receptivity used in this study. The general model used four aspects of
receptivity (Overall Feelings, Attitudes, Behaviour Intentions and Behaviour) and
two sets of independent variables (group one and group two). The conclusions
relating to teacher receptivity to the change to Student Outcome Statements are
presented in four different sections since the pattern of relationships differs for
the four dependent variables. The situation variables as a group do not appear to
contribute significantly to the relationships. However, the size of the sample
available for these analyses was reduced and further consideration could be given

to these variables with a larger initial sample.

Overall Feelings

The group one independent variables (non-monetary cost benefit, alleviation of
fears and concerns, significant other support and feelings compared to the
previous system) accounted for 52% of the variance in Overall Feelings. Each of
the independent variables made a significant unique contribution to the prediction
of variance, as conceptualised in the model. Alleviation of fears and concerns is
inversely related to Overall Feelings while all the other variables are positively

related to Overall Feelings.

The group two independent variables (shared teaching goals, cohesiveness, team
teaching, involvement in decision-making, teacher collaboration and teacher
learning opportunities) did not make a significant contribution to the prediction of

variance in Overall Feelings.
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Combined with the group one independent varkables, the group two independent
variables added 8% to the prediction of variance in Overall Feelings. The group
one and group two independent variables together accounted for 59% of the
variance in Overall Feelings with the four group onc independent variables

accounting for most of this variance.

Attitrides

Group one independent variables (non-monetary cost benefit, alleviation of fears
and concerns, significant other support and feelings compared to the previous
system) contributed 47% of the variance in Attitudes, with a significant unique
contribution being made by non-monetary cost benefits and feelings compared to
the previous system as conceptualised in the medel. Alleviation of fears and
concerns is inversely related to Attitudes while all the other variables are

positively related to Attitudes.

The group two independent variables (shared teaching goals, cohesiveness, team
teaching, involvement in decision-making, teacher collaboration and teacher
learning opportunities) alone did not make a significant contribution to prediction

of Attitudes.

Combined with the group one independent variables, the group two independent
variables added only 2% to the prediction of Attitudes. In the joint analysis, non-
monetary cost benefits, significant other support and feelings compared to the
previous system made a significant unique contribution to the prediction of
Attitudes. All the group one and group two variables accounted for 48.7% of the

variance in Attitudes.

Behaviour Intentions

The group one independent variables accounted for 45% of the variance in
Behaviour Intentions. Non-monetary cost benefits, significant other support and
feelings compared to the previous system each made a significant unique

contribution to the prediction as conceptualised in the model. The group one
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independent  variables accounted for 44.7% of the variance in Behaviour

Intentions.

The group two independent variables accounted for 18% of the variation in
Behaviour Intentions, with a significant positive and unique contribution being

made by involvement in decision-making,.

The group one and group two independent variables together accounted for 50%
of the variance in Behaviour Intentions. Therefore, the addition of the group two
variables added 5% to the prediction of Behaviour Intentions. All the group one
independent variables were related positively to Behaviour Intentions as
conceptualised, except for alleviation of fears and concerns which was inversely

related.

Behaviour

Although the contribution was statistically significant, the group one independent
variables contributed only 14% to prediction of variance in Behaviour. Non-
monetary cost benefits had a low positive relationship with Behaviour and

alleviation of fears and concerns was inversely related.

The group two independent variables contributed 31% to the prediction of
Behaviour. Involvement in decision-making had a low positive relationship with
Behaviour, as did teacher collaboration. Teacher learning opportunities, team

teaching, cohesiveness and shared teaching goals had inverse relationships.

Together with the group one independent variables, the group two independent
variables contributed 40% to the prediction of variability in Behaviour, adding
26% to the variance predicted by the four group one variables alone. Only
alleviation of fears and concerns and involvement in decision-making made a

significant unique contribution to the prediction.
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In overall terms, the group one independent variables contribule signiticantly (o
the prediction of Overall Feelings, Attitudes and Behaviour Intentions, but are not
as important in the prediction of Behaviour. Three of the group one independent
variables, non-monetary cost benelfit, significant other support and  feelings
compared to the previous system, have a moderale o low positive relationship
with the dependent variables, while alleviation of fears and concerns has a low

negative relationship with the dependent vartables.

The group two independent variables (shared teaching goals, cohesiveness, team
teaching, involvement in decision-making, teacher collaboration and teacher
learning opportunities) are not as strong as the group one independent variables as
predictors of the dependent variables except in regard to Behaviour. Only one of
the group two independent variables (involvement in decision-making) has a

moderate to low positive relationship with the dependent variables.

The situation variables do not appear to contribute to prediction of variance in

Overall Feelings, Attitudes, Behaviour intentions or Behaviour.

Therefore, the group one independent variables appear to be the best predictors of
Overall Feelings, Attitudes and Behaviour Intentions. However, the group two
variables are better predictors of Behaviour. For all dependent variables, better
predictions can be made by combining group one and group two independent
variables, however, this adds only 2% to 7% to the variance predicted by group

one alone, except in the case of Behaviour where 26% is added.

These results support the conclusion that the teacher receptivity to Student
Outcome Statements is related to teachers’ beliefs about the change and, in
particular, their attitudes and beliefs about its benefits and support and the
comparison with the previous system. The teacher receptivity is related to
teaching processes such as cohesiveness, collaboration and teacher leamning
opportunities, although these relationships are generally less strong than those

between receptivity and teachers’ beliefs. Factors associated with the schools,
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departments and teacher backgrounds do not appear to be strong factors

influencing receptivity.

The model of teacher receptivity towards the introduction of Student Quicome
Statements suggests a number of bivariate relationships between the group one and
group two independent variables and receptivity and between the situation
variables and receptivity. Moderate to strong correlations/relationships were
shown to exist between the group one independent variables and three aspects of
receptivity: feelings, attitudes and behaviour intentions. On the whole, the group
one independent variables are less strongly correlated with behaviour than with the
other three dependent variables, presumably because there are other factors that

influence teachers’ actual behaviour, despite their beliefs, attitudes and intentions.

The major predictor indicated by correlations between the group two independent
variables and the dependent variables is involvement in decision-making as a
predictor of behaviour. Thus, involvement in decision-making may be one of the
factors influencing teachers’ actual behaviour, regardless of their feelings or
attitudes, as noted in the discussion relating to the group one independent
variables. The moderate strong correlation with behaviour intentions provides

support for this suggestion,

The only significant correlations between the dependent variables and the situation
variables were between years of teaching experience and feelings; gender and
feelings; age and intentions; and years of teaching experience and behaviour, but
they are of no practical significance because they explain less than five per cent of

the variance.

IMPLICATIONS

The implications are set out in four parts. Part 1 discusses the implications for
Central Office, Administrators and principals in terms of implementing the change
for Student Outcome Statements. Part 2 discusses the implications for

implementing system-wide major educational changes in general. Part 3 discusses
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the implications for teachers and Part 4 discusses the implications for further

research on system-wide cducational change in a centralised system.

Part 1: Implications for administrators in implementing Student Qutcome
Statements

The findings in this study support previous research on system-wide changes in
Western Australia, which suggest that a key success indicator for the
implementation of these changes is teacher receptivity. Where teacher receptivity
is high, teachers commit to implementation of the change and remain happy in
their jobs. Waugh (1994) summarises the three main characteristics of previous
changes that were successfully implemented in Western Australia. One, a long
lead-in time and opportunities for discussion preceded the implementation
process. Two, there was strong commitment by administrators to the change and,
three, there was strong and positive teacher receptivity to the change. The factors
influencing teacher receptivity such as non-monetary cost benefits, alleviation of
fears and concerns, significant other support, feelings compared to the previous
system, shared teaching goals, cohesiveness, team teaching, decision-making,
teacher collaboration and teacher learning opportunities, as discussed in this study,
are indicators which can provide a focus for administrators to maximise the
positive impacts of change. Opporiunities may be taken by administrators to
provide professional development in these areas, to develop structural changes
that enhance these positive indicators and to take these factors into consideration

in their school decision-making processes.

In regard to the first characteristic relating to the change to Student Qutcome
Statements, a long lead-in time involving considerable effort, resources and
expertise were invested in a two year trial to improve teacher awareness and to
incorporate the feedback from the teachers into the implementation strategy. A
comprehensive consultative process was initiated with teachers and administrators
from schools during the period of the refinement of the Student Outcome
Statements which further developed awareness and highlighted the benefits for

teachers and the successes they could achieve in meeting the needs of their
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students. This process of voluntary implementation of the Student Outcome
Statements at an carlier stage in some schools assisted in providing knowledge and

expericnce that other schools were then able to use o (ind solutions.

The implementation of the Curriculum Framework and the Siudent Outcome
Statements has a five year lecad-in time for implementation. This has provided
schools with an additional five years to implement the now mandated Student
QOutcome Statements in Wesltern Australia. Resources have been provided to
schools and districts for professional development, which can target arcas of need
for teachers in order to develop knowledge and skills, and support is being
provided for structural changes through the Local Area Education Planning
process. This supports the second main characteristic of successful change, which
is strong commitment by the administrators, in this case the Senior Executive of
the Education Department. A decision was also taken by Senior Executive to
focus on school leaders as the key personnel in the process of implementation.
The responsibility would rest with the principals of schools to develop
collaborative processes that would engage their teachers and ensure that they were
involved in meaningful decision-making. The approach was supported through the
provision of resources to schools for the professional development of staff and

teams of curriculum officers were appointed to support the schools.

The third main characteristic of successful change, which is the main focus of the
present study, relates to teacher receptivity to Student Outcome Statements. The
findings in this study suggest that principals will have greater success in
implementing the Student Outcome Statements if they maximise those factors in
their schools that contribute most to teacher receptivity. The moderate positive
relationship with Overall Feelings, Attitudes and Behaviour Intentions and non-
monetary cost benefits, significant other support and feelings compared to the
previous system provides a guide to the strategies that might be employed. It
would be advisable to reassure teachers about the benefits of the change by
providing them with time to reflect and be involved in professional development

such as visits to other schools that have been part of the trial. It would be helpful
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to demonstrate support by cnsuring that significant educators within the school
are providing leadership to classroom teachers and that messages ol support are
reinforced throughout the system. This can be achicved by appointing Deputy
Principals. Heads of Department or key teachers as co-ordinators of various
aspects of the change. In addition, there are moderate positive relationships
between Attitudes and alleviation of fears and concerns. It would therefore be
advisable for principals to ensure that support systems are in place so teachers
can discuss concerns, can access information and solve problems that concern

teachers.

Non-monetary cost benefits of Student Qutcome Statements for teachers were
measured by asking teachers to weigh up the balance between any extra work
generated for them by Student Outcome Statements, satisfaction with teaching,
their home life and better student classroom leaming. They were asked to weigh
up the balance between the total problems for them and the total benefits for the
students and to weigh up the balance between any extra responsibility for student
assessment and their workload. It is important that principals provide an
environment where teachers feel that on balance the use of Student Qutcome
Statements is worthwhile for them. The alleviation of fears and concerns can be
achieved by providing regular school meetings at which teachers can raise concerns
about Student Outcome Statements. It is important to ensure that senior peopie
are available to provide advice at the school for teachers who may have a problem
with Student Outcome Statements and it is helpful for teachers to feel that there is
good general school support whenever they have problems with the
implementation of Student Outcome Statements in the classroom. Significant
other support for Student Outcome Statements needs to be given by the principal,
deputy principals, senior teachers, other teachers and colleagues. Teachers need to
feel that these other people support the implementation process. An important
element is that teachers need to feel that the use of Student Outcome Statements in
comparison to the Unit Curriculum will provide for better student learning, more
relevant content and more varied experiences for the students. They need to feel

that they can manage their classrooms better, address the needs of individual
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students better, make better judgement about student learning achievement and

plan more relevant learning expertences for their students.

As there is a moderate positive relationship between involvement in deciston-
making and Behaviour and a low positive relationship between involvement in
decision-making and the other three aspects of receptivity, it is advisable for
principals to ensure that cpportunities exist in the school for teachers to be
involved in making decisions about the change. The preliminary qualitative data
analysis suggests that, whilst the level of involvement in such decisions as the
content of professional development teachers might undertake and the use of
Student Outcome Statements was high at the department level, there was much
less involvement in these decisions at the whole school level. Principals need to
focus on whole school processes to raise this involvement and at the same time
continue to empower and support Heads of Department and Teacher-in charge of
subjects to continue to provide opportunities at the department level. In order to
maximise the involvement of teachers in decision-making, it 1s helpful if they
participate in selecting instructional material and resources and participate in
determining appropriate instructional methods. It is critical that processes are
developed where they can be involved in making decisions regarding the
implementation of Student Outcome Statements. Teachers need to be presented
with a variety of learning opportunities. They need to be encouraged to try out
new ideas and they need to have a senior person assisting them to improve their
skills. The professional development opportunities need to be such that teachers

will be motivated to implement the new ideas presented.

Low positive relationships exist between cohesiveness and Attitudes, and between
teacher collaboration and Behaviour Intentions and Behaviour. Low positive
relationships exist between teacher leaming opportunities and Attitudes and
Behaviour Intentions. Strategies need to be employed which give teachers time to
meet and collaborate on issues to do with the implementation of Student Outcome
Statements and their opportunities to be involved in leaming about the change

need to be enhanced.
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Part 2; Implications for genceral system-wide change

A general model was used in this study which could be applied to many
educational  system-wide changes other  than  curriculum, such as the
implementation of Behaviour Management policies and Risk  Management
policies. The gencral model was developed using previous research which
investipated system-wide cducational change in a centralised system in Western
Australia and overseas. The general model found that four aspects of receptivity
are related to four group one variables and two group two variables (the situation

variables are not related and can be excluded).

Planned educational changes, when successful, have a life cycle that can be divided
into three stages, initiation, implementation and routinization (Waugh & Godfrey,
1993, 1993, Waugh & Punch, 1987, 1985). “Initiation refers to the processes and
planning which lead up to and include the decision to proceed with the change...
Implementation refers to the first use of the change on a system-wide basis in the
classroom... and routinization refers to whether the change becomes an ongoing

part of the system” (Waugh & Godfrey, 1995, p.39).

In relation to the first general characteristic of system-wide educational change,
administrators need to be mindful of the need to have sufficient lead-in time and
discussion time and this couid be done in the context of a proposed timeline for
the change. Ideally, an extended timeline assists in developing processes and
strategies that provide opportunities to obtain teacher commitment and to
minimise any negative impact such as perceived or actual increase in teacher
workload. Changes that are initiated by the system will have greater chance of
successful implementation if they contain support mechanisms such as mandated
and clear policies and are accompanied by resources, sufficient to implement the
change.

In relation to the second general characteristic of change, administrators could give
strong verbal and policy support for the change. For example, the administrators’
policy could ensure that a certain amount of ownership and the power to

implement the change rests with those who actually carry out the change. They
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could provide mechanisms that will ensure that close interaclion exists among
people involved in the change. The work organisation and cultures in school can
be enhanced to ensure that there is a collaborative environment of trust, support,
openness and a willingness to encourage nsk-taking and professional support.
Collaborative cultures in schools generally foster an approach to continuous
improvement and a commitment to improving practice. It is helpful if teachers
have concrete and current practical experience related to the change. These
conditions contribute to ensuring that the impact of the change is less intrusive
than it may otherwise have been. Regardless of the change that is being proposed
or mandated, its success will depend on the capacity and willingness of the
individuals to implement the change. Swrategies such as the provision of networks
for individuals. have proven to be successful. Policy making and change
management strategies made at the central level need to be tlexible and adaptable to
local contexts which are bevond the control of high tevel policy makers. Principals
need to contextualise the changes: and that is. they could take into account local

factors that will assist the individual and the school to implement the change.

In relation to the third general characteristic of change. administrators could
implement policies to provide strong, positive teacher receptivity to the change.
The present study suggests that teachers will support the change if they perceive
that the benefits of the change will outweigh any difficulties. if they believe that
the change compares favourably with the previous system. if they believe their
concerns will be addressed, if the principals, most teachers and close colleagues
support the change, if they are involved in decisions about the change and if they

are provided with learning opportunities about the change.

Other implications can be drawn by educators involved in designing change
management programs for curriculum implementation across the whole school
system, if they wish to maximise the involvement and support of one of the key
stakeholders, the teachers. They need to be mindful that teachers will adapt
changes to suit themselves, their classrooms and their students and that whilst the

implementation of the Student Outcome Statements has been designed with
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maximum flexibility in mind, administrators will have more success i they
incorporale the variables identified in this study into their change processes for
teachers. Administrators need to ensure that the new program can demonstrate
benefits that arc superior to the previous system. They need to develop
processes which will allow teachers to be involved in decisions relating to the
change as this will influence the way in which they intend to behave in terms of
implementation. Given that the average age ol secondary teachers in Western
Australia is about 42 years, it is encouraging that older teachers were positive
about the change (Education Department, 1999). This has implications for the
current curriculum program being implemented by the Education Department
which demands a change in teaching methodology from an inputs approach to an

outcome oriented focus.

Part 3: Implications for teachers

The results in this study support the conclusion that the teacher receptivity to
Student Outcome Statements is related to teachers’ beliefs about the change and, in
particular, to their attitudes and beliefs about its benefits, support and the
comparison with the previous system. Teacher receptivity is related to teaching
processes such as cohesiveness, collaboration and teacher leaming opportunities,
although these relationships are generally less strong than those between
receptivity and teachers’ beliefs.  Factors associated with the schools,
departments and teacher backgrounds do not appear to be strong factors

influencing receptivity.

Clearly, the advice for teachers is to ensure that they engage in the process of
implementation of the Student Outcome Statements. The study suggests that
there are practical and tangible strategies that can be employed to ensure that they
are well positioned to implement the change. Teachers can make a commitment to
work closely with colleagues, to establish networks and to build on previous
knowledge and practice and to attend meetings and forums in order to develop
understandings about the Student Qutcome Statements. They can ensure that

they become proactive in establishing and being involved in the decision-making
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processes both at the school and the department Jevel and that they request

appropriate support and professional development.

The preliminary qualitative data analysis suggests that teachers agree that Student
Outcome Statements address the needs of individual students better, provide for
better student learning, more relevant content and they better describe student
leaming than Unit Curriculum. There was strong support for the notion that
Student Outconte Statements were better than Unit Curriculum in facilitating
judgements about student learning achievement and effective reporting on student
achievement. Given that the teacher respondents had actively engaged in
implementing the Student Outcome Statements, the advice to teachers is to begin
using them in this way so that thev can assess the benefits compared to the
previous system. The preliminary result indicated that 91% of teachers
supported the use of Student Qutcome Statements. The most significant reasons
for using Student Qutcome Statements were for the purpose of monitoring student
achievement (96%), planning teaching and leaming programmes (91%) and
collecting student assessment information (84%). These results are very high and,
as the variables indicate, these are tangible and practical reasons why teachers

might see benefits in the use of Student Outcome Statements.

The preliminary data analysis shows that shared teaching goals. cohesiveness,
involvement in decision-making and teacher collaboration were higher at the
department level than at the whole school level. Teachers in secondary schools
rely on their departments to ensure that these factors arc maximised, a process
which Heads of Department, Teachers-in Charge of subject and individual teachers
can influence. Ifteachers arc aware of these factors, they would be more likely to

contribute to the implementation and would be less inclined to work in isolation.
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Part 4: Implications for further research

Further research is warranted, as the sample of 126 teachers was relatively small,
and a larger sample is likely to provide results that can be generalised to the
population of all teachers in Western Australia. For example, the situation
variables as a group do not appear to contribute significantly to the relationships.
However, the size of the sample available for these analyses was reduced and

further consideration could be given to these variables with a larger initial sampie.

The data collection instrument, the teacher questionnaire, could be improved by
providing both easier and harder statements for the items relating to the
independent variables and the dependent variabies. In this study, the analysis of
the scales measuring each variable was undertaken using a Rasch measurement
model. For each variable, the difficulties of the valid items were calibrated on the
same interval level scale as the variable measures. While acceptable scales were
developed and used, they could all be improved and refined in future research. For
example, the person measures are generally reasonably well spread along the scale
but the item measures are not well distributed along the scale. In particular, the
items for the variables, alleviation of fears and concerns and team teaching need
revision and probably more items need to be designed and tested. Some
correlations are very low or zero, which suggests that these could be left out of the
model as they contributed very little to teacher receptivity and this might have

been due to the measurement scales, in some cases.

It is suggested that there may be other variables that might contribute to teacher
receptivity which have not been included in this model. Other variables used by
Waugh and Punch (1987) such as practicality in the classroom and support for
new teacher roles may add to the explanatory power of the model. For example, if
teachers were able to see that there are practical benefits for them and their
students in their classroom, then it would be expected that the correlation between
_practicalit_y in the classroom and receptivity would be positive, Such benefits

mlght be that the new system provided a sufficient range of classroom learning
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experiences, was sufficiently flexible to help teachers manage day-to-day running

of the classroom and reflected the educational philosophy of the teachers.

There are, at least, four other variables thal may account for extra variance in
teacher receptivity. These are teachers’ beliefs that they can successfully
implement the change, teachers’ psychology of student leaming in relation to the
change, the level of participation of the teachers and how practical the change is in

the classroom.

There is potential for further research into the success of the change to Student
Qutcome Statements as the process moves through the five years of
implementation (1999-2003). A follow-up study would be particularly interesting
to test whether teachers® receptivity continues to improve as the identified factors
are addressed. It is suggested that the following model be used as the basis for any

future study of teacher receptivity to a major educational change in a centralised

system.
INDEPENDENT VARIABLES INDEPENDENT VARIABLES DEPENDENT
(GROUP 1) (GROUP 2) VARIABLE
Teacher receptivity
towards the new system
(measured in four aspects)
non-monetary cost benefits involvement in decision-making
alleviation of fears and concerns teacher learning opportunitics ¢  Ovemnll Feelings
significant other support teacher participation *  Auitudes
feelings compared to the previous system + Behaviour Inentions
practicality in the classroom e Behaviour

teachers' psychology of student lcarnjng

o '.'_bél_i'cfs that teachers can successfully

- | imptement change
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APPENDIX A: QUESTIONNAIRE



Teachers' Attitudes Towards the Use of Student Outcome Statements

(This Questionnaire has been designed for those secondary teachers, Fleads of Depariment and
Teachers-in Charge of Depariments who are afready using Student Quicome Statements).

Thank you for agrecing to participate in this rescarch by completing this questionnaire which is designed 10
collect in urmiation nbout the use of Student Oulcome Statements by secondary teachers. | am currently
undertaking a study for my Master of Education into teacher receptivity to change in secondary schools. with
particular reference to the use of Student Qutcome Statements.

The research cxplores teachers™ attitudes, beliefs and behaviour intentions towards the use of Student Outcome
Statements and attempts to establish how work organisations might affect the way in which teachers respond to
change.The study is significant as it will add to knowledge about the use of Student Qutcome Statements in
secondary schools and to our knowledge of change theory.

All responses will be treated confidentially. No individual, group or school will be identified in any report
arising from this study.

Please feel free to contact me at any time should you wish 1o oblain more information,

IWork: Phone XXXXXXX Home: Phone: XXXXXXX
Fax  XXXXXXX Fax  XXXXAXY

Thank you for your cooperation, it is very much appreciated.

Rose Moroz

In Sections A and B please respond o the items by cireling the appropriate number that best describes vour
response. Sections C and E require you o respond on a scale ranging from ‘swrongly agree’ to ‘strongly
disagree” or ‘often’ to ‘never’ with an ‘unable to comment” category provided. Please limit your use of the
‘unable to comment® category. This should only be used in cases where you genuinely have no identifiable or
clear feeling about the statement and are unable to comment. The following rating codes have been used:

Strongly Agree (SA) Agree (A) Disagree (D) Strongly Disagree (SD) Unable 1o comment (U)
) (8] {2) (1) U

Often Sometimes Rarcly Never Unable to comment
« Q) 2 (1) U

Shouid you make a mistake or change your mind. simply cross out the initial response and circfe another,

Abbreviations: SOS  Student Ouicome Statements
HOD  Heod of Department
TIC Teacher-in Charge of Depaniment

Note: HOD/TIC
Where an item refers to HOD/TIC pleasc treat the item as referring directly to you and make a judgement
about yourself. e.g. Substitute HOD/TIC with ‘1",



Section A: Demographies

Site:
Case:

[. How many students are enrotled a this school?

less than 300 {1} 80O 1o 999 (4)
300 10 599 (2) 100010 1§99 (5)
) to 79Y {}) 1200 to 1499 {6)

more than 1500 (7}

-

. Where is this school located? I Metro (1) [ Country (2) |

[PV )

. What type of schoo! is this? LPSP (D | PCAP (23] Other (3) |

o

. How many teaching stafl in vour depanment? (faclude the Head of Department/Teacher-in-charge in your rotal).
1 (1)
2-5 (2}
6-10 (3)
11-15 (4)
16-20 {5
21+ (6)

5. To which teaching department do vou belong? ¢if yor work in more thun one, identify the department in which
vou teach the mosi).

The Arts:  Art (1) Dance (2} Drama {3) Media {d) Music (5)

English (1}

Health & Physical Education (1)

LOTE (1}

Mathematics (1)

Science (1)

Social Studies/Society & Environment (1)

Tech & Enterprise: Business Ed (1) Computing (2) Home Ee (3) Design & Tech (4)
Other (Please specily)

6.Teaching status | Hob (1 ] TIC () | Teacher (3) | Othcr {4) Specify: |

7. Years of teaching experience

less than 1 vear (1) Jio s vears (1) 1] to 20 vears  (5) 31 or more vears  (7) |
Ito 2 years (2) 6 to 10 years (4) 2] 1o 30 years  (6)
8. Sex I Male (1) | Female (2) |
9. Age | 20t030(1) | 31wd0@) | 4lto50() [ 51w6d@) | 61+ (5) |




Section B Student Qutcome Statements

10, For what length of time have you been using Student Outcome Statements?

{}-o munths (1)
7-12 mopths  (2)
|3-18 months (3}
19-23 months  {4)
2-3 years {5)
3 vears + (6)

i1. To what extent are you using Student Outcome Statements in Years 8, 9 and 107

—ry

All lower school classes (1) ] Some lower school classes  (2) | One lower school class 3) |

£2. Are the Student Qutcome Statements being used:

by the whaole school? (1)

only by your department? (2}

by ather departments as wetl as your own?  {3)
only by vou? (4}

13. The decision to begin using Student Outcome Statements was made by:

the principal (1)

the whole school (2}

some individuals in the school (3}
only by vou (4}

14, Are you using SOS as part of EDWA's Gifted and Talented Program?

] Yes () | Ne (2}

15. Student Qutcome Statements were trialed by EDWA in 88 schools in 1994 & 1995, Were you
involved in the trial?

] Yes (D | No (2

16. Do you use the Monitoring Standards in Educaiion (MSE) tesis?

[ Yes() | No(2

1

17, For what purposes are you using Student Outcome Statements?

monitoring student achicvement Yes (1) No (2)
collecting asscssment information Yes (1) No  {2)
reporiing siudent achievement o parents Yes (1) No ({2)
planning teachinp/lcarning programs Yes (1) No  (2)
school development plannin Yes (i) No (2

i



Section C: Beliefs and Behaviours

Feelings Townrds the Unit Curriculum Compared (o Student Qutcome Statements

In comparison to tie Unit Curriculum, (he use of Student Qutcome Statements

allows me to:

v
-

-

—
L

$D

18, provide fur better student learning.

19. manape my classroom belter,

20. provide more relevant content,

21, address the needs ol individual students better.

22, provide more varied experiences for the students.

23, better describe student learning,

24. make better judgements about sident dearning achicvement.

25. plan more relevant learning experiences for my students,

26. demonstrate my accountability,

S RSE] I RIoNE IR Y g N S]] )N

27. report more effectively on student achievement.

b e | ] e R fbe [ | b | |

Lt o fla s o]t ] a] b

Benefits of Student Qutcome Statements

28. In weighing up the balance between any extra wark generated for you by $08S
and vour satisfaction with teaching, the use of SOS is worthwhile.

29. in weighing up the balance between any extra work generated for you by SOS
and vour home life, the use of SOS is worthwhile,

30. In weighing up the balance between any extra work generated for you by 508
and berter sindeni classroom learning, the use of SOS is worthwhile.

31. In weighing up the balance between the total problems for you and tie total
benefits for the student, the use of SOS is worthwhile.

32. In weighing up the balance between any extra responsibility for student
assessment and veur work load, the use of SOS is worthwhile,

Attitudes Towards Student Qutcome Statements

33. 1 have opposed the use of SOS.

34, I will prabably support the use of 308 in the next few vears,

35, 1 dislike using SOS.

36. | will probably dislike the use of SOS in the next few vears,

37. [ support the use of SOS.

B2y ETY FEY F 5 /)

(PF] (DU} () [TRY () L

Lg L Lo LR L ]

— === =]
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Support for Student Qutcome Statements

SA A 0 5D
38, The principal ut this school supports S08S. 4 3 2 I
39, Most teachers in this depariment supporl 808, 4 3 2 ]
40. My closest colleapue at this school daes not support SOS, 4 3 2 i
41. The district superiniendent supports SOS. 4 3 2 I
42, Most teachers in this school support SOS. 4 3 2 ]
43. The learning arca superintendent supports SOS. 4 3 2 [
44. A deputy principal at this school supports SOS. 4 3 2 I
45. The HOD/TIC in my main teaching area suppotis SOS. 4 3 2 ]
General Behaviour Intentions Towards Student Quicome Statements
In my behaviour and communication with others I will prebably: SA | A D SD
46. actively oppose the use of SOS. 4 3 2 I
47. sav that SOS are useful for monitoring student achievement. 4 3 2 1
48. say that SOS are useful for reporting student achicvement to parents. 4 3 2 ]
49. say that SOS are useful for planning teaching/leaming programs. 4 3 2 1
50. say that SOS are not useful for schoo! development planning, 4 3 2 1
51. avoid discussing issues about the use of SOS. 4 3 2 ]
Alteviation of Concerns

SA | A D )
52. There are regular school meetings at which | can raise my concems about SOS., 4 3 2 ]
53. Whenever there are SOS problems there is a senior person at this school to 4 3 2 ]
whom | can turn for advice.
54. There is good general school support whenever I have problems with the 4 3 2 1
implementation of SOS in the classroom,
55. There is at lcast one school person with whom I can talk about any student 4 3 2 |
problems associated with SOS.
§6. Any concerns [ have about SOS can be solved informally in general 4 3 2 i
conversalion at school,
57. 1 can access Central Office support to oblain advice about SOS. 4 3 2 ;
58. ] can access District Office support to obtain advice about SOS. 4 3 2 !

e
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Behaviours

Oficn | Sume- | Rerely | Seves
times
59. 1 have spohen in support of the tse of SOS in Jones such as <tall o 1 1 2 )
departmental meetings.
60 T have openly voiced niy concerns about the vse of SOS i torums such A i 2 i
as stft or depadmental neetings.
61. 1 have attended meetings ind professional deseloptient to e my 4 i 2 !
knowiedge about the tse of SOS.
62, [ have refused o participate in forums w hich address the use of SOS 1 1 2 }
63. 1 have shared my knowledee about the use of 508 with other teachers 4 ) 2 !
64. 1 have provided writien feedback (o Certral Office of Distrt Cllice 4 3 2 !
personnel on aspects of SOS,
Section D: Attitudes Towards Student Quicome Statements.
65. As you read down the kst of adjective pairs, place a cross in the box on the continuum which best
dascribes how vou feel aboul Student Quicome Statements
satisfactory uniativfaclory
valuable woribies
wise unwise
|_good bad
intelligent absurd
permissive restricthve
realistic idealistic
effective ineflective
necessary UDRECELVRTY
uncomplicated complicated
clear untlear
time efficlent time inefficlent
liberating consiraininp
Section E; Work Organisations
Teacher Collaboratien
In this departiment: S A b sh
66. | share teaching resources/malctials with other leachers. 4 3 2
67. | do not give suppont 1o other teachess when they are having probleats in 1 3 ]
their teaching.
68. | share teaching ldeas with other tcachers 4 I 2 \
69. | can pet advice from other teachers if | have a teaching peublem 4 ) 3 3
70. Teachers seck my advice abaut their leaching problems 4 3 3 i

vi




In this scheol: SA A n SD
711 give support o teachers wiw are ot in my depirtiment when they are having | 4 1 2 !
probiems with their weaching.

72. | share reaching resoureessmateriils with teachers whie are notan my 1 3 2 I
departinent.

73. Teachers who are not in my department seeh an advace about thei 1eacheny 1 1 2 !
prohlents.

7406 have a teaching problem [ get advice from teachers who are not inoany 1 i 2 I
departinent,

73, 1 don't ofler advice o teachers about thetr teaching enless | am ashed for 1t 3 3 2 i
76. | share ideas with wiechers who are ol oy department. 4 1 2 !
Involvement in Decision-making

In this department: SA A D 50
77. Teachers participate in selecting instructional matenals resources. 4 3 2 |
78. Teachers participate in determining the content of the professional development | 4 3 2 1
sessions we hase,

79. Teachers do nor panicipate in delerminine appropriate instructional methods. 1 3 2 I
80. The HOD'TIC panicipates in instructional related decision-makine with the 4 3 2 i
teachers.

81. Teachers are encouraged by the HOD TIC 10 madifs the cerriculum to meet 1 3 2 )
students” nieds.

82, | am involved in decisions which are related to the use o} SUS. 4 3 2 |
In this school:

83. Teachers are encouraged by the principal 10 modify the curmculum 1o meet 4 3 2 1
students’™ needs.

84. Teachers participate in determining the tpe of whole school professional | 3 2 1
development we have.

85. 1 am involved in decisions outside of my depastment which are related 1o the use | 4 3 2 1
of SOS.

86, Teachers are encouraged hy a deputy principal to modi'y the curriculem 10 meet | 4 3 2 i
students” needs.

e




Shared Tesching Goals

In this department: SA | A D 5D

R7 The waching staft agrce on the outcomes o students shioald be o neving 1 1 2 |

88, Teachers die nor share o dnvh lesel of commtinent to sadent keatineng 3 3 2 !

89 The values and phulesophsy of cducainm of the HODZTIC are sl e those held | 4 i 2 ]

by the oiher 1eachers

W There are explicn departmentad gudelimes abo the 1hmgs e bees are 1 3 2 I
emphasise an ther jeaching.

91 Most teachers have yaloes and phadosoplacs of cducstion somglay Boms own 1 3 2 !

In this school:

Q2 Teachers ~hate 4 hieh Ievel o commutmaen! to studem beirmng 1 3 2 i

Y3 Aot teachers have s alues and phidosophes o) educalion sarmdar Woons oy 4 3 2 |

Wl The teaching dalt seree on the outcomes out ~tadents strsld be achievange 4 3 2 1

93 The values and philosophy ol education o the principal are ~omilat 10 ms wan ] 3 2 |
Cohesiveness

In this depariment: 5A A D sh i
96, Most of the 1cachers bnow what 1 doomm my classtoom 4 5 2 i ;
47, [end 1o do things that are hheh 1o he acoepted by onh 2 few tweachers inom 4 3 2 i
departmen:. '

95 1 feel that what goes o0k this denatiment 1+ M reepoaahiiine 4 3 2 i

Q9 Most of the teachers Jdan 7 bnow what me feachins goals afe 1 3 2 1 :
1001 1end 10 do thrags that mosd teacners 1o iy depanment don't underaand 4 3 2 !

101, 1 work for davs without talling to colleagues ahoui my 1eaching 3 3 2 1

In this schaool:

112, Most of the ather wwachers don 't know what § do in ms claswoom 4 3 2 ]

103, Most of the ather icachery hnow shst my tesching poals are 3 2 i

104 1 1end to do things that are likely 10 he azcepted by anly o tew 1eachers mnom 4 3 Z ! !
schoal. -

105. 1 tend 10 do things that most (eachers 1n ms ~chon! don 1 undes~tand 4 k! 2 I 1
106. | fee! that what poes on in this school ity sesponsihglin 3 2 ] I
107 | work for davs withoot 1allang 1o collcagues about my seachme 1 3 2 | i

vin



108 Have you been mvolved i weam teachmg

[ Yoo 01y Na o )y
I NQ. please proveed 1o e net section Teachers” Learning (ppartunities
Team Teaching

SA A b Sh

104 ¥ enpoy sharmge Wweam weachmyg fesponsibalities 4 1 2 |
114 | svalue team weaching 1 3 2 I
FIT There should be amore team teactmy 4 3 2 [
V12 1 do mor Took torward 1o team teaching 1 3 2 1
113 Team lcaching i beat for studenits 4 3 2 !
1 Students prefer team teaching 1 3 2 I
TI3E § Yike 1o share tcam teachmg sesponsthibnes with other teachers 3 1 2 ]
Teachers' Learning Qpportunitics
In this department: SA A n sn
116 New ideas presented a1 depantment fevel profe~sonal deselopment ~osaons are | 4 3 2 I
implemicnted by teachers
11T When tweachers are not dinng 3 geod job the HODTTIC works wab them to 1 3 2 1
impros ¢ ther shalls
HE The HOD TIC pronedes segzestions o help teuchon improne ther 1 3 2 i
xTiommance.
19, {nhar teachers cncourage me 10 10 0wl pow Bleas 4 3 Iy 1
120. The HOD TIC provides suppernt materials tiv help teachers 4 3 2 i
121§ do not have opporTunitics o leamn new things 4 3 M 1
122 The HOD TIC encosrapes trachers 10 0 oot oow adess 3 3 2 1
In this school:
123, Onher teachers encotrage me 10 10 ool pew ndeas 4 3 2 i
124 When teachers are not daing 2 poad b the prinaipal works wath them 1o 4 3 i 1
improve ther shills
125 1 do nwd have opportunitics 1o dcarn new things 4 ki - 1
126. The principal encourages me (0 10 o niew 1dcas 4 3 2 |
127 When teachers are not doing 2 good job. the depaty principal works with them | 4 3 2 i
10 smprose their shills.
128 New ideas presented at whole school professional devclopment sexsions are 4 3 2 |
mmplemcnied b tcachers.
i29. The deputy principal encourages me 1o 10 oul new ideas 4 3 2 1




COMMENTS

Please feel free to comment on any aspect of this research.

THANK YOU FOR YOUR HELFP

Please return your completed questionnaire to

Mrs Rose Moroz

XXXXXX Senior High School
OONXX

X



APPENDIX B: LETTERS



The Principal
High and Senior High Schools

Dear Colleague,

I am seeking your support for a study which | am currendy undertaking for my
Master of Education at Ldith Cowan University. The focus of the study is on
teacher receptivity 1o system-level change in secondary schools: in this casc. the
use¢ of Studemt Quicome Statements. The information obtained will be of benefit
and available to all Secondary Principals. The study is significant as it will add to
knowledge about the use of Student Outcome Statements in secondary schools
and 1o our knowledge of change theory., Approval for the study has been granted
by the Edith Cowan University Ethics Commitiee.

All responses will be treated confidentially. No individual, group or school will be
identified in any report arising from this study.

As there is no information available on how many teachers are using Student
Qutcome Statements in secondary schools | have provided a form (buff) which
you could distribute to all teachers at a staff neeting to assist you in identifving
teachers who use Student Outcome Statements. There is no need to distribute this
form if vou already know how many teachers are using Student Outcome
Statements and who they are.

The best possible information would result if all teachers using Student Qutcome
Statements were 1o participate. ! am seeking vour support in order 10 maximise
this participation and would appreciate it if vou would distribute the
questionnaire (white) to those teachers who are using Student Quicome
Statements and who express their willingness to participate.

The questionnaire, Teachers™ Attitudes Towards Snudenmt Outcome Statements,
explores teachers™ attitudes, beliefs and behaviour intentions towards the use of
Student Outcome Statements and attempts to establish how work organisations
might affect the way in which teachers respond to change.

I have enclosed what I hope will be sufficient questionnaires. If you require more
please feel free to copy whatever number you require or contact me by phone

(ooxxxxx) or by fax (xxxxxxx) and I will send vou the appropriate number.

Please complete the attached form (green) and return it to me as soon as it is
convenient. I have enclosed an addressed retum envelope.

Thank you for your assistance.

Rose Mecroz



Teachers® Attitudes Towards Student OQutcome Statements

TEACHER SURVEY

Teachers in Secondary Schools
Dear teachers

I am currently undertaking a study for my Master of Education into teacher
receptivity to u.lmnuc. in secondary schools, with particular reference to the use of
Student Outcome Stalements.

I would appreciate it if you could take a few minutes to complete the following
information and would be grateful if you would then commit to the completion of a
20 minute questionnare as - the best pusslblc outcome for this research would be for
all secondary teachers who are using Student Outcome Statements 1o participate.
Your principal will then distribute the guestionnaire,

The questionnaire, Teachers ™ Attinddes Towards Stedent Ouicome  Statements.
explores teachers’ attitudes, beliefs and behaviour intentions lowards the use of
Student Outcome Statements and attempts to establish how work organisations
might affect the way in which teachers respond to change.

The study is significant as it will add to knowledge about the use of Swdent
Qutcome Statements in secondary schools and to our knowledge of change theory.

All responses n il be treated confidentiallv. No individual. group or school will be
identified in any report arising from this smd}

Are you using Student Outcome Statements?
| YES (D]INO 2)]

IF YOU HAVE ANSWERED YES

PLEASE COMPLETE THE FOLLOWING INFORMATION [F YOU ARE WILLING TO
PARTICIPATE IN THE RESEARCH.

Name: Depariment:

PLEASE RETURN THIS SURVEY TO YOUR PRINCIPAL & YOU
WILL BE PROVIDED WITH A QUESTIONNAIRE

Thank you for your assistance

Rose Moroz
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SCHOOL SUMMARY RETURN

The Principal
High and Senior High Schools

Dear colleague

[t would be helpful it vou could complete the fellowing informauon and retumn
this form 1o me as soon as convenment.

*Teachers™ includes Heads of Depariment and [ eachers-in-charge of Departments.

NUMBER OF STUDENTS AT THE SCHOOL

NUMBER OF TEACHERS ON STAFF

NUMBER OF TEACHERS USING STUDENT OUTCOME STATEMENTS

NUMBER OF TEACHERS ISSUED WITH THE QUESTIONNAIRE (white)

Your assistance and support is very much appreciated. Thank you

Rose Moroz
Phone: xoooxx
Fax: oo

Retumn to: Rose Moroz
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