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Abstract

This research investigated changes in students' academic

performance during the transition from primary to secondary school.

Students' perceptions of their experiences during the transition were

investigated in an attempt to provide an explanation for any changes

that occurred in academic performance. The study was conducted in

four feeder primary schools and one senior high school in the Perth
metropolitan area.
A review of the fiterature indicated that previous studies of

transition had focused on surface level aspects of the transition. Few

" studies had investigated students’ perceptions of the transition in

relation to their academic performance. Specifically, no studies had
investigated the experiences of students who had achieved "average"
levels of academic performance in their final year of primary school.
A case study approach was adopted to investigate students'
experiences of the transition. ' | |

Academic performance was measured at Years 7-Iahd"'8 using the
Monitoring Standards in Education tests of mathematics and English
which were designed to measure students' performance against the
Year 7 syllabus. Measures of students’ sclf-perceptions of
performance, attributions for success and failure, use of strategies, and
achievement poals were administered during six interviews which
spanned the period from the final term of Year 7 to the end of first
semester in Year 8. Classroom observations were conducted between
the third term of Year 7 and the end of first semester in Year 8.
Teachers of Year 7 and 8 students were interviewed to pather
information relating to their expectations for students in Years 7 and

8 and their perceptions of the target students’ academic performance.
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The principal findings of this study showed that students’
academic performance remained at the same level in relation to Year
7 syllabus after three terms in secondary school. Analysis of measures
of aspects of achievement motivation and interview responses
sugf_éested that students’ attitude towards schoolwork and general
. achievement motivation fell after the transition to secondary school,
Students adapted quickly to the organisational aspects of the
transition. They had little trouble finding their way around the new
school setting. However, problems emerged as students attempted' to
cope with the new instructional context. ‘Students reported that they
* were not aware of teachers expectatioﬁs for work standards and did
not know what they had to do in order to achieve high marks. They
had interpreted strong messages about the importance of submitting
work on time and believed this to be the most importént aspect of
doing well in secondary school.

Comparison of students' expectations of secondary school with
their experiences showed that generally students received less
homework at secondary scheol than in Year 7 and believed Year 8
work to be easier or no more difficult than Year 7 work. The
combination of these experiences with their beliefs about the
importance of punctual submission led to a reduction in effort
directed towards academic tasks. The emphasis on the importance of
assessment tasks and submission was reflected by an increase in the
number of students who held performance or work avoidance goals.
Students accepted less personal responsibility for their achievement
outcomes, and adopted external and uncontrollable attributions for
success and failure. Students demenstrated less use of adaptive

strategies and self-regulatory behaviours at Year 8. This appeared to
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be a function of the secondary instructional environment, the nature
of the instructional tasks and the increased volume of work.

Consideration of students' experiences and interpretations of
these experiences, along with classroom observations and teacher
interviews suggests that these average students encountered an
academic and instructional environment that encouraged them to be
less self-regulatory and to adopt debilitating motivational
dispositions. This led to a reduction in effort and decline in attitude
towards school work that limited their academic achievement. It may
be argued that the secondary schooi environment served to restrict
these students' educational opportunities.

The case studies that resulted from this study provided a rich
description of the experiences of the stl;ldents involved. Their
expectations, experiences, perceptions and interpretations combined
to form a detailed picture of the transition experiencé. While cach
individual perceived and interpreted experiences in their own way
the data from this study support the argument that there is much in
common among the experiences of these students. It is likely that
other students will also experience and interpret the transition in
similar ways, ' _

The resuits of this study have important implications for primary -
and secondary schools, as well as the-students themselves. If these
average students adopt negative attitudes to learning and
achievement which affects their learning outcomes then fﬁere are
serious implications for their academic future. Academic
discontinuity between primary and secondary school needs to be

addressed and the interpretation of curriculum at secondary school
P

=

should be reconsidered.
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CHAPTER ONE

Introduction to the Study

Introduction
Chaptet One provides background to the study. The purpose and
significance of the study are described and the resulting research questions
presented. Operational terms used in this study are explained and the

chapter concludes with an overview of the study.

Background io tee Study
Academic success in the early years of secondary school plays a critical
role in establishing the foundations for students' educational and
employment future. Academic performance can restrict or expand
students’ educational oppertunitics and future prospects. The first year of
secondary school would seem to be a critical time for students as they
develop beliefs about what is important about education, establish a

knowledge base and develop attitudes towards secondary school.

Anecdotal evidence from teachers and parenis suggests that some, .- -
students’ transition from primary to secondary school is characterised by 2 3
decline in academic performance and associated motivation. Most studies

of this transition have focused on students' expectations and concerns

prior to and after transition (Cotterell, 1981; Garton, 1986; Ward, Rounds,

Packer, Mergendoller & Tikunoff, 1982). Recent studies have described
general declines in students’ achievement related attitudes and
performance after the transition from primary to secondary scheol {Eccles

et al.,, 1993; Fouracre, 1991; Ward, Mergendoller & Tikunoff, 1982; Ward,
Tikunoff, Lash, Rounds & Mergendoller, 1982). Some have suggested that

declines in attitude or performance are the result of pubertal changes

-19-



(Simmons & Blyth, 1987) while others point to the effects of systemic
changes in the classroom environment (Feldlaufer, Midgley & Eccles, 1988,
Eccles et al, 1593). _.

" Eecles et al. {1993) a'lcl Midgley, Feldlaufer and Eccles (1989} suggest
that students' mathematics performance declines after transition as a
result of a lack of "fit" between the classroom environments experienced
by students in primary and secondary school. However, classroom
environment is just one aspect of the range of changes that students
experience. Explanation of the changes in students’ academic performance
will be informed by considering not only classtoom environment and
related aspects, but the effect of these changes on dimensions of students’
motivation and the ways in which they affect each other. According to
Henderson and Dweck (1990) motivational factors such as students' self
perceptions of ability, attributions, achievement goals, strategic behaviours
and beliefs about the value of school may predict whether high achievers
will remain high achievers and whether previously low achievers will
blossom in the new secondary schooel environment.

Students’ expericnces in secondary school may be the result of a
combination of factors: their past experiences in prill';ary school; their
expectations of secondary school; a range of aspects of academic motivation
including self-percepticns of ability, attributions, goals, stralegies, academic
ability; and their experiences and subsequent interpretations of the
secondary school environment. Previous studies have been somewhat
narrow in focus and have not included the range of factors that may
influence learning and motivation. Consideration of the changes in
classroom environment that students encounter is insufficient. Students’
motivational states are a response to their interpretation of the classroom
and school environments which will be influenced by a multitude of

persunal factors including individual values and expectations of high

-20-



schoel, To understand why students respond to secondary school in the
ways they do, it is necessary to explore their expectations of what secondary
school will be like and their experiences and interpretations of the
situation once they have arrived.

The contextual differences between primary and secondary school are
frequently described but there has been little formal investigation of this
area, The work of Feldlaufer, Midgley and Eccles (1988) has been notable.
At primary school students have usually one teacher for all or most
subjects and most lessons are held in the one room, Year 7 students are the
"top dogs" in the primary school, are experienced in participating in
primary school life and are placed in positions of responsibility, At
secondary school these students are confronted by new physical
surroundings, including a larger campus with specialised facilities (Dunne,
1989). They must learn to follow a complex timetable, change rooms and
teachers for lessons, and move around the school unsupervised. They
encounter a larger number of teachers each with differing expectations and
must learn the correct behaviour for a large number of discrete subjects
(subject specific knowledge and behaviour).  Furthermore, thé.
predominant curriculum framewerk at the time of this study {(unit
curriculum} resulted in students experiencing regular changes of teachers
over the year in most subjects. Thus, the difficulties experienced by
studenis as they identify and adapt to variations in teachers’ academic and
behavioural expectations are exacerb'::ted. Associated with the unit
curriculum is a regular, formal system of assessment which regulates
students’ academic future. These students are the most junior and
inexperienced of the school population and hold positicns of little power
and responsibility.

In addition to the changes in educational environment that students

experience in the transition from primary to secondary school, this
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transition occurs at what may be a particularly traumatic time of physical
and hormonal change as students enter adolescence. Western society
defines adolescence in terms of cultural, rather than biologica! change.
The transition from primary to secondary school has become a convenient
developmental marker for the fransition from childhood to adolescence
which intreduces 2 major change inte the lives of students. There is a
widely held expectation that when they enter high school students will
assume the social iole of an adolescent and conform to demands for
increased academic and social competence inside and outside school. Thus
the transition to secondary school represents a sharp "discontinuity” in
students' lives because it occurs at a sensitive time of development.

Most students appear to make the transition to secondary school
successfully. However, it seems that seme students experience difficulty
adjusting to the changed demands of the secondary school setting. Those
students who have performed poorly at primary school have generally
been identified and where possible, appropriate mterventions have been
implemented or sustained on entry to high school. However, a number of
students who have been performing at a satisfactory level in primary
school seem not to make the transition successfully, are not identified and

"get lost" in the larger secondary context.

Purpose of the Study
The present study focused on the expectations and experiences of
"average” Western Australian students as they made the transition from
primary to secondary school. This study sought to extend understanding
of the transition experience beyond the existing surface level descriptions
in order to provide an appreciation of the reasons why some students did
not maintain previous levels of achievement in the secondary context.

Measures of student achievement were gathered before and after the



transition in order to assess claims regarding changes in students'
achievement. To develop an understanding of the reasons for changes in
student achievement, specific dimensions of achievement motivation
including students' expectatiens for success, perceptions of their own
performance, attributions for success and failure and use of strategic
behavicurs were measured and described. Student perceptions of the
instructional environment, their values, and interpretations of the
messages that they received from teachers and the scheol system were
investigated. Classroom observations in the primary and secondary
setting provided evidence of changes in instructional environments, and
interviews confirmed students' perceptions and interpretations of these
changes.

Expleration and probing of the thoughts of target students during the
experience of primary-secondary transition allowed for the construction of
a detailed view of the experience through the eyes of key participants. This
student understanding of the situation along with student belief systems,
lines of reasoning, implicit personal theories, and generic understandings,
when combined with observational! data, provided the means of
develeping a "characterisation” of_students who were successful and less
successful in adjusting to the ne“:! academic demands of the secondary

school environment.

Significance of the Study
Much of the research that has been conducted into the field of
primary-secondary transition has focused on the surface level issue of
student perceptions of the transition process {Allen & Mc Kean, 1984;
Fouracre, 1991; Garton, 1987; Mc Gee, 1989; Mekos, 1989). Studies such as
those by Ward, Mergendoller, Packer, Osaki, Ward and Tikunoff (1982)
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have extended this investigation of students' perceptions of the transition
by investigating factors such as instructicnal practices.

Recent research has investigated developmental changes in aspects of
motivation such as self esteem (Marsh, 1989), perceptions of competence
(Nottelman, 1987), ability beliefs (Blumenfeld, Pintrich, Meece & Wessels,
1981), attributions (Harari & Covington, 1981; Stipek, 1981}, and self esteem
and ability beliefs (Eccles, Midgley & Adler, 1984). The results of these
studies suggest that there are significant differences in the ways that
children of various ages view different motivational constructs. These
differences are likely to be implicated in explanations of changes in
students' academic motivation and achievement in the transition from
primary to secondary school. However, it would seem that developmental
factors do not fully explain the changes that occur.

There has been little research invesligating the reasons why students
do not make the transition successfuily and their attributions which result
from this experience. Consequently, there has been no basis for
recommendations fer significant change in the transition process.
Evidence indicates that from third grade, students' performange in one
year predicts their performance in subsequent years (Maruyama, Rubin &
Kingsley, 1981; Mason & Stipek, 1989). Students' relative position remains
reasonably stable possibly as a result of the skills that they bring with them
when they enter a new class. [f students are "behind” when they leave ene
year, they will begin the new year at a disadvantage. As the gap between
the students' current level of skills and the demands of the curriculum
widen, low levels of achievement may resuit. In addition to this there are
the more subtle influences of factors such as students' beliefs about
competence and their attributions which may impede academic progress.
Therefore, the early secondary school experiences of students would seem

te be critical in confirming the "base” from which they begin their high
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school academic career. Students’ early experiences of secondary school
play an important part in deciding their future success. Research suggests
that students rarely improve their grades in the later school years and the
best predictor of final secondary school success is provided by assessments
of attainments in the first two years of secondary school (Nisbet, Welsh &
Entwistle in Fouracre, 1991). The curreﬁt pressure on increased secondary
retention and the resulting student perceptions of their high school future
create a timely and appropriate context for more qualitative research into
the reasons for success or otherwise of the process of transition to the
secondary school system.

The current interest in Australin in the establishment of "middle
schools” (Barrett, Cormack & Eyers, 1992; Cumming, 1993; Education
Department of Western Australia, 1994; Eyers, Cormack & Barratt, 1992)
provides further support for the investigation of the effect of transition on
changes in students' motivation and achievement. Identification of the
reasons why some students are less successful than others in adapting to
secondary scheel will make it possible to develop appropriate intervention
strategies to alleviate the problems arising from unsatisfactory transition
experiences. Increased understanding of the complex relationiships
between primary-secondary transition, student academic motivation and
achievement may also provide suggestions for changes to practice in the
primary or secondary setting,

The major focus of previous research into the transition of students
from primary to secondary school has been the description of the surface
leve! factors of student perceptions of the transition experience and fact]?rs
that were of concern to students. This study extends and enriches
knowledge about how students perceive the transition, placing particular
emphasis on the meanings that students ascribe to their experiences, and

the ways in which they make sense of the situation. The focus of the study
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is the personal beliefs and expectations of students about the transition
experience and the reasons why some students are unable to maintain
pr'ewious standards of academic performance through the transition. This
study provides information about primary-secondary transition as it is

experienced by the students involved.
Research Questions

1.  What changes occur in the academic achievement of average
achieving students when they make the transition from primary to

secondary schoel?

2. How do these students perceive the primary-secondary school
transition experience? .

i) What is the nature of these students' affective and cognitive.:
responses in relation to their academic performance during the
transition from primary to secondary school? "

N
3. i) What school related factors appear to be implicated in changes in
these students’ academic performance from primary to secondary
school? ) ' B
" ii) What student related factors appear to be implicated in changes in

these students’ academic performance from primary to secondary

schoal?

26



Description of Terms Used in This Study

Achievertent goals are cognitive representations of what individuals are
attempting to achieve. Their function is to direct behaviour toward
attaining desired outcomes. The study of achievement goals has focused
on students' desires to increase or demonstrate levels of competence or
ability (Wentzel, 1992). Achievement goals are commenly classified as
either learning goals which may be directed towards mastery of the task or
understanding, and performance goals which focus on doing better than

others or winning approval (Nichols, 1984).

Achievement motivation is a set of conscious beliefs and values that are
influenced primarily by recent experiences in achievement situations and
variables in the immediate environment. The achievement motive is a
pattern of planning, of actions and of feelings connected with striving to

achieve some internalised standard of excellence.

Approacites fo learning  are "consistent ways of going about a particular
task or learning/study in general” (Biggs & Moore, 1993 p. 521) and include
the sets of motives and strategies that learners bring with them to the
learning task. They may describe an crientation to learning in a certain
way or the way in which a learner handles a particular task. Approaches to
learning may be described as "deep”, “surface” and “achieving” and a

combination of deep cr surface with achieving,
Attribution processes are the processes by which an individual interprets

their own or another's actions and makes inferences as to the causes of

that behaviour.
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Attribution theory in achievement related settings proposes that leamners'
willingness to engage in an academic task will be affected by the factors to
which they attribute previous successes and failures (Weiner, 1987). The
four most common factors to which success and failure are attributed are

ability, luck, effort and the task.

Learning strategies include the metacognitive and cognitive strategies that

learners use in completing academic tasks.

Ministry of Education refers to the central body directing the government
education system in Western Australia until 1994 when the title was

changed to the Education Department of Western Ausiralia.

Monitoring Standards in Education (MSE) refers to a project which was
initiated by the Ministry of Education (WA) in 1990 to monitor student
progress in key curriculum areas. Student performance was assessed
against a series of "benchmarks" of performance which were established
collaboratively by educators, curriculum specialists, parents and the
business community. The project assessed samples of students in Years 3,
7 and 10 in Government schocls throughout Western Australia in English

and mathematics (Ministry of Education, 1993).
Self-reguinted learning refers to the processes that students use to exercise

contrel over their thinking, affect and behaviour as they acquire

knowledge and skills.
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Secial psychology is the study of the real and imagined effects of one
individual upen the behaviour of another, The major focus of such an
approach is the individual within the group and the way in which

individuwals influence one another.

Student perceptions are "thoughts, beliefs, and feelings about persens,
situations and events” (Schunk & Meece, 1992, p. xi} and include those
understandings that students develop of the events and relationships that
oceur in the classroom. Students' perceptions of classroom events include
their interpretations of behaviours and intra- and inter-personal
relationships. On the basis of their perceptions of classroom evénts
students make meaning of and draw inferences from many aspects of
classroom life. Student perceptions include the thought processes or
cognitiens that contribute to the student's experience and understanding
of leaching, and which mediate learning and achievement (Wittrock,

1986).

Teaclier expectations are inferences which teachers make about the future
behaviour or academic achievement of their students, based on what they

know about these students.
Teacher expectation effects are effects on student outcomes which occur

because of the actions which teachers take in response to their

expectations.
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Transition is the point in social interaction when centexts change (Doyle
1986). Primary-secondary transition describes the process of change from
the primary school setting to the secondary school context, In this study
primary-secondary transition is deemed to occur between the final year of

primary school (Year 7} and the first year of secondary school (Year 8).

Unit curricuinon is the curriculum model in place in Western Australian
secondary schools at the time of this study. It is comprised of seven
curriculum component areas organised into units. The objectives of each
unit would be normally met in 40 hours instructional time. Enits in all
courses are arranged in sequences representing six stage of progress and
there are a number of units offered at each stage. Pathways describe the

various sequences of units which are available to students.

Ouerview of This Study

There is some support for the claim that for certain students the
transition from primary to sccondary school is accompanied by a decline in
academic performance which may negatively affect students’ long term
academic performance. Using a case study approach this study
investigated changes in students' academic performance and describes the
transifion experience from the students’ perspective. By understanding
how the students themselves understand and construct their own
explanations of the changes that they experience it is possible to posit

theoretical explanations of changes in students' academic performance.
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CHAPTER TWO
Review of the Literature

Introduction

This review of related literature and research identifies the pertinent
antecedent research areas from which the PI‘ESEI’;I: study evolved. These
areas have made theoretical and methodological contributions which
have been incorpoerated inte this study's rescarch design, This chapter
begins with an overview of the relevant research findings which relate
specifically to the transition of students from a primary to secondary
school setting. Relevant studies of student academic motivation, and
changes in motivational constructs are then reviewed. Research findings
telating to self-regulated learning are p':resented in the final section of this

chapter.

Transition From Primary to Secondary School

Much of the research into the field of primary-secondary transition
has focused on student concerns prior to the transition {Garton, 1986;
Mitman & Packer, 1982; Power & Cotterel, 1981). This research has
reiterated the preblems of adjustment and anxiety that occur prior to
secondary school entry and presented argtunents in favour of making
structural and organisational changes to existing educational systems to
accommaodate such concerns (Garton, 1986; McGee, 1989; Nisbet &
Entwistle 1569; Power & Cotterel, 1981),

Although these findings have been accepted by authorities, they have
resulted in little structural and organisational change. In Western
Australia the Beazley Report (1984} devoted a section to the transition

aspect of schooling, making five recommendations related to transition,
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None of these suggestions have been implemented. Eyers, Cormack and
Barratt {1992) draw attention to the fact that educational reform in
Australia has concentrated on the ends of the pre-school to Year 12 system
with most emphasis given to the upper end. Despite some variants,
schooling in Australia operates in its two original parts: primary (to Year 6
or 7) and secondary {to Year 12). However, recent interest in the role of the
middle school {Cumming, 1994) reflected in changes in South Australian
school organisation suggest that attention is now being given to this area

of schooling.

Student Expectations and Responses to Transition

The literature relating to primary-secondary transition is dominated
by works investigating students' thoughts prior to secondary school,
fecusing on factors that cause concern for students, Consistently these
factors fall into the categories of social (such as making new friends, being
the target of bullying), academic (such as the amount and difficulty of
work, the number of teachers they will have), and structural/
organisational (such as reading a timetable or finding their way around
new buildings) concerns. Generally, the studies have reported low levels
of student concerns regarding high schocl and positive student feelings
towards the move to high school (Garton, 1987; Mitman & Packer, 1982).

While common areas of student concerns have been identified, the
emphasis of these has varied across studies. Students’ major concerns are
generally reported te relate to academic aspects of secondary school such as
the amount of homework or the difficuity level of the work {(Fouracre,
1991; Mitman & Packer, 1992; Trebilco, Atkinson & Atkinson, 1977).

Another frequently reported concern is related to physical
intimidation. This was the major issue which emerged from Cotterrell's

{1981) study of transition and was significant for ali students but of more
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concern to boys than girls, Mertin, Haebich and Lokan (1989) found high
levels of anxiety among students prior to the transition which related to
feelings of vuinerability and worries about being victimised by older
students.

Other studies have investigated students' responses to secondary
schoel post-transition {Garton, 1986; Mertin, Haebich & Lokan, 1989;
Trebilco, Atkinson & Atkinson, 1977) and presented conflicting evidence .
Mitman and Packer (1982) reported that students’ levels of concern about
the academic aspects of high school were low prior to transition and that
these declined even further five weeks after transition. This was
interpreted as evidence that students adjusted quickly to the new academnic
setting. In contrast to this, Mertin, Haebich and Lokan reported that
academic aspects of school became more salient for students, replacing
concerns about bullying after six months at high school. Using
retrospective student accounts of concersis about primary-secondary
transition, Power and Cotterel (1981} found a significant decrease in
student concerns from "in the past" lo "today”, Students reported that
they believed that they had adjusted te any problems that may have
existed in the first few weeks after transfer, Student concerns after the shift
related to academic work rather than to sccial aspects of the transition,

supporting the findings of Mertin, Haebich and Lokan.

Attitude to School

Studies investigating students’ attitudes towards school following
transition have produced conflicting findings. Trebilco, Atkinson and
Akinson (1977) found students’ attitudes to learning represented by
interest and involvement were higher at secondary school than in
primary school. However, a more common finding is that students’

attitudes towards school decline over the transition (Power & Cotterel,



1981; Ward et al., 1982). Fouracre (1991) found students' attitudes to school
work were lower following the transition to secondary school. Harter,
Whiteseli and Kowalski (1982) reported that students' attitudes towards
school fell between grades six and seven and that the shift to high school
was accompanied by the development of negative academic attitudes.
Breen (1983) reported emerging discontent with schoeling towards the end

of the first year of high school.

Acadlemic Performance

There appears to be little empirical evidence to support claims of
declines in students’ academic performance resulting from transition.
Sorﬁe support is provided by studies which report declines in achievement
over time but the link is not clearly made to transition. Fouracre (1991)
found that fests of basic skills showed a drop in progress after transition to
secondary school. This was particularly significant in some of the
language skills. In an earlier study Galton and Willcocks (1983) also found
that British students scored lower on tests of basic skills after their first year
of secondary school and their average levels of progress were lower in the
first year after transfer. However, Galton and Willcocks found only
slightly lower levels of motivation and attitudes towards school among
those students whose academic performance declined. They suggested that
the decline in atfitude accompanied, rather than preceded, falls in
students' test scores. The question remains as to the extent to which this
decline occurs in Australian students’ performance and the reasons for

vhanges which may occur.
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Classroom Environments and Student Participation

Few studies have addressed the more immediate classroom level
teaching-learning environment, Research performed at a classroom level
would allow the investigation of student and teacher factors alongside
structural changes, providing an understanding of student perceptions of
the transition. A recent focus of educational research has been the
consideration of classroom teaching and learning from a student
participation parspective. There is a growing interest in the ways in which
students influence the teaching-learning process. Good and Power (1976)
investigated the types of classroom environments in which different types
of students functioned most successfully and identified four major types of
students who may appear in the typical classroom: Swuccess, Secial,
Dependent and Alienate.

Suceess students are task oriented and academically successful. Social
students are person oriented and have the ability to achieve but value
friendship more highly than schoolwork. Dependent students are always
seeking increased direction and help, and are frequently rejected by their
peers. Alienate students are described as disadvantaged or reluctant
learners who reject school and everything it represents. An additional
classificaticn of student is the Phantem, who are those students who are
neither seen not heard. Phanfom students are average in all aspects of
classroom behaviour, except outward invelvement in public settings.

Whard et al. (1982) recognised the importance of investigating teaching
and learning at the classroom level and were particularly concerned with
examining teaching practices that would assist students in moving
successfully from primary to secondary setfings. They suggested that a
consideration of the types of students described by Good and Power (1576)
was an essential component for understanding the classroom factors that

support the successful transition of students. Since a vast majority of
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instructional settings demand that students communicate with the teacher
and with one another in order to obfain instruction, receive feedback and
inform others of what they have learned, each student must be an active
participant in the teaching and Iearning process.

Mitman and Packer (19__.{32) found the student participation style
described by Good and Power (1976) to be the most significant variable
affecting student transition. Success students expressed least concern about
the difficulty of work that they were expecting to experience while the
Alienate and Phantomt groups expressed highest levels of concern.
Dependent and Secial groups were in the mid to lower levels of expressed
concern over difficulty of academic work. Those students who had made
the most successful transition had been described by Grade 7 teachers as
Success, Social or Success/Social students. Of the students from these
classifications none experienced unsuccessful transitions. Those students
who had been described as Alienale participants were largely unsuccessful
in the transfer while Dependents, Phantoms, Dependent/ Phautoms and
Phantom/Isolates had transition problems. Certain classifications of
student appeared to be mere vulnerable in particular instructional settings
but Secial and Siccess students made successful transitions regardless of
instructional setting. While these findings suggest that there may be
certain individual student characteristics that facilitate successful
transition there is litfle empirical data about the features of classroom
..inst'ruction that facilitate successful transition,

Eccles et al. (1993) explored the influence of changes in classroom
environment on students' motivation in the middle grades, They
investigated students’ achievement related beliefs, motives, values aﬁd
behaviours in mathematics classrooms and lhe relationship between
teachers' beliefs, school and classroom environments and student

motivation. Teachers in middle grades felt less efficacious, controlled



their stﬁdents more and provided them with fewer opportunities for
decision making. These changes in teacher behaviours were related to
decreased student motivatio.n. Eccles et al. (1993) noted the increased use
of ability groupings in middle years and the negative consequences of
being placed.':'in the low ability mathematics groups. The researchers
suggested that the reported declines in young adolescents’ academic
maotivation could be avoided by correctly designing classroom
environments, .

Power and Cotterel (1981) mapped the changes in school
environment that were enccuntered by students, and the resulting
changes in student behaviour, perceptions, achievement and satisfaction.
They discovered that despite the rhetoric about bridging the gap between
primary and secondary school, it is largely left to individual students to
adjust to what may be considered an unnecessary discontinuity in
schooling experience. These findings agreed with previous research
(Nisbet & Entwistle, 1969), suggesting most students expected and
encountered identifiable problems of adjustment at the point of transfer to
secondary school. While most children look forward to going to secondary
school, and most quickly adjust to the new school environment there
remain a number of students for whom the transition is a traumatic and
unsuccessful experience. The most frequent and persistent stresses seem
to arise from difficulties in adjusting to the academic environment of the

secondary school.

Aspects of Motivation
In seeking to explain declines in students' academic achievement the
construct of achievement motivation becomes salient. Academic
achievement in school is seen to be the result of students' abilities and

efforts. As the absolute level of students' academic ability is unlikely to
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decline, the explanatory factor in declining achievement would seem to be
that of motivation. It is the level of motivation or the student's
willingness to engage in, and persist at academic tasks that will affect
performance on that task.

Various studies have reported decreases in motivational constructs
such as interest in school (Epstein & McPartland, 1986), intrinsic
motivation (Harter, 1981), self concept of ability (Marsh, 1989), and self
esteem (Simmons & Blyth, 1987). Some of these changes may be
developmental, but they are also likely to occur in conjunction with
transition. Eeccles and Midgley {1989) and Wigfield, Eccles, Maclver,
Reuman and Midgley (1991) found transition effects on various
motivational measures such as self esteem, ability beliefs, liking of subject,
and ratings of importance of scheol activities. Simmons and Blyth (1987)
found clear evidence of the negative effect of transition on self concept and
Harter :'(1981) found a distinct decline in students’ preference for
independent mastery and challenge (both aspects of intrinsic motivation)
between Years 6 and 7.

There are a number of possible explanations for these changes in
aspects of motivation. The timing of transition may be a critical factor.

The students in the middle years of schooling (that is, between the ages of

10 and 15) comprise a group with particular developmental characteristics.

During these years rapid ph);:_isica], intellectual, social ancl.lemotional
changes occur.  The rapidity of these changes is exceeded onl.y by those
occurring in early childhood. Comment has been made of the significance
of such major transitions occurring at developmentally sensitive times in
a child's life (Paris & Newman, 1990).

-~ Simmons, Blyth, Van Cleave and Bush (1979} suggested that early
transition to secondary school is more difficult than late transition and

that transition is more difficuit for girls than for boys. Simmons and Blyth
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{1987) focused on the timing of transition suggesting that it occurs at a time
when the need to cope with changes in scheool environments coincides
with the pressure of pubertal changes. They argued that as it is more
difficult to deal with rr"i'ultiple change, later transition should alleviate
many of the problems of coping with change.

There has been little support for earlier transition (Nottelman, 1987).
Investigations of the effect of transition at different year levels (Thornburg
& Jones, 1982) found that students who moved to a new school in Year 6
had lower self esteem than students who did not change schools, but at
Year 7 there was no difference between groups who did and did not make a
transition. Nottelman (1987} also found that earlier transition did not lead
to less disturbance and that self esteem was higher in transition students
than non-transition students.

Nottelman (1982, 1987) found that across the one year transition
period, students' perception of competence remained constant, but that
there were significant differences between pre- and post-transition teacher
ratings of student competence. This may be the result of different teacher
expectations and grading practices at primary and secondary levels. Post
transition teacher ratings were lower than pre-transition ratings suggesting
that students face increased demands for academic, social and physical
competence. Differences between teacher and student ratings of student
competence were much greater pre- than post-transition which suggested
that students used higher standards than their teachers at primary or
elementary level, but used similar standards at secondary level. In all
cases it was common for males to overestimate their competence while
female students underestimated their competence.

Harter, Whitesell and Kowalski (1982) suggested that changes in the
size and structure of high schools may contribute to the reported decline in

academic performance and motivation that has been observed in



transition studies. Specifically, they suggested ihat environmental changes
force students to adopt a more extrinsic orientation towards scheolwork,
leading to more cbjective self evaluations and potentially undermining
the perceived competence of less competent students.

Similér explanations have been offered by Eccles and Midgley (1989)
whe suggested that at junior high the school environment becomes more
impersonal, formal, competitive and evaluative which results in
increasingly negative attitudes towards school, Nicholls (1979) suggested
that in the high school setting, teachers cause students to focus on the
assessment of their ability rather than on the.'learning task itself and this
change in focus has a negative impact on students’ motivation to learn.

Eccles and Midgley (1989) and Eccles et al. {1993) suggested that a-lack
of "fit" between the schocl environment and the needs of young people
contribute to the documented shift in attitudes typified by more negative
self evaluaiions and attitudes to school learning. They suggested that at a
time when adolescents are seeking to become more autonomeus they are
confronted by a school situation which becomes more controlling.
Relationships between teachers and students become more impetsonal at a
time when adolescents need increasing support from adults other than
their parents. This is compounded by increasing social comparison at a
time when adolescents are becoming more self conscious. Eccles et al.
{1993) stressed that a decline in motivational orientation is not inevitable
but th;llf classroom environment factors such as quality of student-teacher

relatioﬁ'ships can influence students' beliefs and self-perceptions.

Othes ‘Factors Influencing Transition
Some studies have suggested that gender differences exist in students'
responses to the transition experience. Richards (1980) found that girls

expressed greater satisfaction and confidence during the transition than
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boys. This finding was supported by Mertin, Haebich and Lokan (1989)
who found that boys reported more than twice as many concerns as girls
regarding the transition to high school and had higher levels of anxiety
about changing schools. In contrast to this Garton {1986) folti'nd no major
differences in the views expressed by boys and girls. |

The previously mentioned research studies have been descriptive in
" nature and commonly recommend organisational level interventions
such as hansition programs or orientation programs in which future
secondary students visit the new schoeol setting and are given the
opportunity to become familiar with operational aspects of secondary
school such as room locations and timetables. Breen (1983) investigated
students’ transition between schools which participated in a formal
progra.m and his results suggested that students had more realistic

expectations as a result of the transition scheme. However, there was still

emerging discontent with schooling towards the end of the- first year of.

high school.

Power and Cotterel (1981} described .the nature and intensity of
student transfer problems as a funckion of student social .ba:kgrounds,
gender, age, ability and personality characleristics. Under the conditions
which oper.ate in most schools, transition is likely to create most problems
for less able, socially immature childrer who were low' achievers in
primary schaol, those who came from wnrking class families and those
who had negative attitudes towards primary schools {Ni.;g\l:llet & Entwistle,
1969). Transfer to secondary school is likely to be a stimulus to able,
matufe children, particularly those whose parents have post-secondary
education. In effect, it would seem that transition is likely to sustain the
attitudes and performance of thuse students from primary school to the

secondary context. _
Uy i!

o)
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To this point, the findings presented in t;lis literature review have
suggested that while students have some concerns about the transition to
secondary school these are generally short lived, and related to
organisational aspects of the change. Of greater concern are the reported
declines in academic achievement and various assocciated motivational
constructs such as attitude towards school, self-perceptions of ability and
expectancies of success. In order to understand how lhese changes affect
students’ academic performance and motivation at secondary school, the
relationship between motivation and achievement should be explored.

The literature presented so far has focused on studjes that have
specifically investigated the process of transition. However, there is much
related literature that deals with aspects of motivational behaviour which
is relevant to this study. It has previously been acknewledged that
transition to secondary school occurs at a time when the individual is
undergeing a number of developmental changes. Literature relating to
the various motivational constructs which may affect students' responses
to transition are presented in the following section.

Achievement motivation is a multi-dimensiorial phenomenon
composed of related constructs including self-perceptions of ability,
cxpectations for success, attributions for success and failure, goals, learning
strategies, approaches to learning and theories of schooling. Pintrich and
De Groot (1990) have suggested that there is a close relationship between
these motivational constructs, self-regulated learning and academic

achievement.

Changes in Motivation
Anderman and Maehr (1993) identified a number of studies which
have shown changes in motivation ameng students in the middle years of

school. These studies do not focus specifically on the effect of transition
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on motivation, but describe aspects of the motivational states of students
at the time when transition occurs.

As students get older their aititudes towards school in general, and
towards specific academic domains such as mathematics, science and art
decline (Haladyna & Thomas, 1979; Harter, 1981; Marsh 1989). Motivation
and self concept of ability also decrease, particularly in grades six and seven
(Harter, 1981; Marsh 1989). A number of researchers (Marsh 1989;
Nicholls, 197%a; Stipek, 1984) have demonstrated that competence and
expectancies for success are higher during the primary school years than in
secendary school.

Marsh (1989) suggests that there is a general decrease in some of the
major components of self concept around the middle secondary school
vears. Students’ general feelings about the quality of their scheol life have
also been shown te decline during the secendary school years (Ainley,
Reed & Miller, 1986). Surface approaches to learning are normally
associated with perceiving school to be a negative place.

Research shows that declines in motivation in adolescence are
associated with environmental contextual factors and that motivation is
not merely a function of pubertal change (Eccles & Midgley, 1989). A direct
link has been established between changes in classroom learning
environments before and after transitien fo junior high and students'
motivation toward and performance in mathematics, The differences
between elementary and middle schools are often inappropriate for
maintaining motivation and investment of students after the transition

{Eccles et al., 1993; Weinstein & Butterworth, 1993}
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Ability Perceplions

One of the factors that plays an impertant rele in students'
willingness to engage in tasks is the perceptions that they hold of their
own ability. Stipek and Tannatt (1984) found clear differences in the ways
in which children between the ages of four and eight judged their own,
and others' ability. Younger children were more likely to refer to
sociability in their ability judgments, and were less likely to base their
judgments on social comparison or on the difficulty of the task. Children
of all ages frequently explained ability in terms of work habits or efforts
although older children placed more emphasis on work habits. By Year 4,
children were aware of their academic standing in the classroom. Stipek
and Tannat found that students' ratings of their own ability declined by
year level. Ratings of the ability of peers were lower than self ratings, and
did not decline as a function of year level. There were significant
correlations between students' ratings of their own and classmates” ability
and teacher ratings of relative student academic standing. It seems that
children judge their own performance more critically as they progress
through the school system, possibly as a result of basing their judgments
on different criteria.

Changes in children’s ability judgments may arise as a result of
differences in ways in which children make such judgments, and the types
of information that they use to evaluate themselves and others in
achievement settings, As children move from one year level to the next,
the educaticnal environment including task demands and the nature of
feedback changes considerably. The most radical changes occur during the
transition from preschool to the early primary grades. At the same time
there are important changes occurring in children's cognitive processing

abilities that should influence how they process and interpret evaluative
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feedback., These changes are repeated at the time when students are
making the transition from primary to secondary school.

Not only does the nature of feedback change, but there is some
evidence that positive academic feedback decreases with school year level.
Blumenfeld, Wessels, Pintrich and Meece (1981) found that positive
academic feedback constituted a higher proportion of teacher comments to
students in Year 2 than in Year 6. It is also likely that social comparisons
increase with children's grade in school; both explicitly (teachers’
comments directly to the child) and implicitly (grades that are based on
normative standards). Teachers' attributions for performance may also
change with year level. Teachers of very young children may emphasise
lack of effort as an explanation for poor performance more than do
teachers of older children. Stipek and Tannat's (1984} results go beyond
those of previous studies by suggesting that the degree to which children’s
perceptions of their own and their classmates' ability reflects teachers'
evaluations is not determined by age or year level alone, Classroom
environmental factors must also be considered salient.

Blumenfeld, Pintrich, Meece and Wessels (1981), and Stipek and
Tannatt {1984} reported that elementary school age children did not
explicitly consider the quality or nature of effort. Strategies such as
persisting, applying alternative strategies or sceking help were not
identified and "trying" was apparently synonymous with good conduct.
Children used reasons like "he fools around” and "mucking around is
why kids don't do well” in response to questions about classmates.
Blumenield et al. {1981) suggested also that children's judgments of ability
depend on cffort exerted and that judgments of effort rely on conduct.
Considering the degree to which procedural issues and conduct are

stressed in carly elementary classrooms (Blumenfeld, Hamilton, Wessels
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& Falkner, 1979), it is perhaps not surprising that children's concepts of "
' ability, effort and conduct are confounded.

Research into children's ability perceptions and the ways in which
they form these judgments has consistently found that children’s
perceptions of competence decline with age. Possible explanations for this
decline include classroom environmental factors such as the amount and
nature of feedback. Teachers in upper primary school make greater use of
objective performance feedback suck as marks and number correct, while
in secondary school there is greater use of normative standards to apply
grades. Students’ perceptions of ability have been shown to influence
achievement patterns. Individuals who hold a positive perception of
their ability report higher performance expectations, greater intrinsic
interest and more control over their learning {(Covington, 1992). It seems
that ability perceptions also guide learners’ selection of achievement goals
(Meece, 1994) as individuals use different conceptions of ability to judge

their competence.

Goal Orientations

From a motivational perspective, students' construction of
meaning and purpose in learning is most often represented in terms of
goals or belief variables (Maehr & Pintrich, 1991; Wentzel, 1991). Learners’
goal orientations, combine with their perception of the learning
envircnment and the nature and demands of the task, to influence both
the learning strategies they adopt and their learning outcomes (Ainley,
1992).

Nicholls (1984) identified two major achievement goals: learning or
mastery (or task-involved) and performance (or ego-involved). Learning
goals are task intrinsic. Students who hold a learning goal want to

- develop skills or a deeper understanding of an area and value the process
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of learning rather than demonstrating ability. These goals represent
outcomes which reflect the actual process of learning. Students who hold
a performance goal want to demonstrate their ability to others by being
successful, particularly by deing well through the expenditure of minimal
effort. Performance goals are task extrinsic and are often derived from
values associated with the consequences of task performance (Ames &
Archer, 1988; Archer, 1992; Elliott & Dweck, 1988; Nicholls, Patashnick &
Nolen, 1985).

There is a third non-academic goal: work avoidance (Meece,
Blumenfeld & Hoyle, 1988, Nolen, 1987) and the student who hoids this
goal wanis to do enough work just to "get by". Orientations to particular
goals may be the result of individual differences or induced by situational
constraints.

Achievement goals are an important motivational construct and
the adoption of a goal has consequences for a range of student factors
including beliefs about the nature of achicvement (Ames & Archer, 1987;
Nicholls, et al., 1985), attributions for and affective response to academic
results (Ames & Archer, 1988), behaviours such as choosing tasks (Elliot &
Dweck, 1988; Ames & Archer, 1988) and using effective learning strategies
(Ames & Archer, 1988; Mecce et al. 1988; Schunk, 1991; Wentzel, 1985).

The pursuit of learning goals has been associated with high levels of
effort, persistence at finding solutions to problems and the development
of new or alternative learning strategies. Regardless of their self-
perceptions of ability, students with learning goals seek challenging tasks
that provide them with opportunitics tc develop new competencies
{Dweck, 1986). When they encounter difficulties they assume either that
their current strategy is inappropriate and should be altered, or that they
are not trying hard enough. Their respanse is fo analyse their strategy or

increase their effort. judgments of their own competence are based on the
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amount of effort expended and the level of learning or mastery achieved.
Students whe hold learning goals see their teachers as facilitators, guides
or resources in the learning process.

Performance goals have been associated with helplessness,
withdrawal from tasks, and negative emotional states which seem to place
children at risk of academic failure (Dweck & Leggett, 1988; Lepper &
Hodell, 1989; Nicholls, 1984). Students who hold performance geals and
are confident in their ability choose moderately difficult tasks that allow
them to display their competence. Because they are confident of their
ability to succeed they engage in effort strategies. Their aim is to look
confident and they will frequently engage in short cuts. Students who lack
confidence in their ability will choose easy tasks to avoid demonstrating
lack of competence. Their response to difficulty is cither to engage in self-
defeating strategies to avoid being seen as lacking ability, or to give up
because they lack belief in their own competence (Dweck, 1986). Students
who hold performance goals commonly perceive the role of the teacher to
be evaluative or judgmental.

The task related goals that teachers set for students can influence
learning (Ames, 1984; Ames & Archer, 1988). Compelitive reward
structures are those in which evaluation criteria are normative. These
structures are most likely to promote performance orientations in
students, with a focus on attributions of ability for success and comparison
of one's own performance with others. By conirast individualistic reward
structures where evaluations are based on individual student progress and
self improvement tend to promote mastery goals, a focus on effort as an
attribution for success and failure, comparisons of current progress with
past performance and the use of self-regulated study and learning
strategies (Ames & Archer, 1988; Nolen, 1988). Clear links exist between

patterns of learning behaviour and different goals in learning situations
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when students set goals for themselves and when the goals are set by
teachers.

The achievement goals that students pursue in learning situations
play an important role in the regulaticn of their learning processes.
Achievement goals can affect students' use of learning strategies, patterns
of attributions (Ames & Archer, 1988), activity choices (Ames & Archer,
1988; Elliot & Dweck, 1988; Nicholls, 1984), help-seeking behaviours
(Arbreton & Roesner, 1993), and cognitive processing strategies (Nolen,
1988; Nelen & Haladyna, 1990). Meece (1994) supports Ames, 1990, Corno
and Rohrkemper (1985) and Nicholls (1989) in identifying the role of the
classroom environment as an impertant factor influencing students' goal
orientations. Teachers' instructional practices are particularly salient
influences on students' achievement orientations and there is strong
evidence to support the role of the teacher in enhancing students'
metivation to engage in self-regulatory processes, Research indicates that
students are more likely to engage in self regulatory processes that
enhance conceptual learning when the classroom environment
encourages them to focus on mastering the task rather than competing

with athers for grades,

Approaches to Learning

Approaches to learning can refer to both the processes adopted prior
tothe outcome of learning or to predispositions te adopt particular
processes or the way in which students go about their learning (Biggs,
1992). Approaches to learning include the sets of motives and strategies
that learners bring with them to the learning task and have been
categorised as deep, surface and achieving (Biggs, 1987; Biggs & Moore,
1993). A surface approach is characterised by attention to detail rather than

to meaning, and to putfing in minimum effort in order to satisfy task
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demands, A deep approach is characterised by attention to meaning, and
the expenditure of maximum effort required to satisfy a personal need to
understand the material. An achieving approach is focused on the
outcome, the strategy is aimed at maximising marks or performing well
and will involve the type of engagement that is rewarded by the teacher or
system.

The extensive literature on approaches to learning and their
relationship to learning shows a positive relationship between the deep
approach and more complex responses (Biggs, 1989) and higher self
estimates of achievement (Watkins & Hattie, 1990) while the achieving
approach also relates positively to achievement and self-perceptions
{Watkins & Hattie, 1990). Conversely, the surface approach has been
shown to be negatively related to achievement {Cantwell & Moore, 1950;
Moore & Telfer, 1992). Work avoidance goals (Nichols, Patashnick &
Nolen, 1985) are associated with surface achieving approaches.

Many studies have shown that there is an important association
between the perceived school environment and student approaches to
learning, Some contextual factors which have been shown fo be linked
with deep, achieving or combined deep-achieving approaches to learning
are a positive perception of the school or academic department, (Watkins,
1982}, a good relationship with the teacher {Prosser & Trigwell, 1990) and
less formal assessment and teaching methods (Selmes, 1986; Watkins,
1982).

Ramsden, Martin and Bowden (1989 found that where students
perccived scheol environments to be offering supportive teaching,
coherent structure, an emphasis on autcnomy and moderate stress on
achievement there was an associated active search for understanding,
organisation of study methods and avoidance of superficial approaches. In

schools where teaching was characterised by an extreme emphasis on



formal academic achievement students exhibited a tendency towards
minimalist, reproductive and very competitive approaches to learning.
Ainley and Sheret (1992} found a significant association between increased

student achievement and the use of a deep approach to learning,

Students’ Theories of Schooling

An important issue for understanding student motivatior. in
learning is to investigate the patterns of relationships between students'
general orientations to learning and their perceptions of the quality of
school life. The cumulative beliefs, expectations and misconceptions that
students hold constitute a "theory of schooling” which directs their
intentions, establishes goals and ascribes attributions for actions. These
beliefs relate to academic tasks, social cognitions about school, motivation,
and self competence and become students’ motives for action (Paris &
Newman, 1990). By the age of 10 - 12 students have developed their own
theories of schooling and these "theories” undergo modification in
response to impertant transitions in schooling (Carcy 1985; Paris &
Newman, 1990). These theories of schooling are enacted through
students’ expectations for success, attributions, eoals, values and
metacognitive activities, The development of students' theories about

school and learning can be affecled by teachers’ instructional practices.

Attributions

Causal attributions refer to those factors to which studenis attribute
their academic successes and failures (Weiner, 1979, 1991). The factors to
which successes and failures are most commonly ascribed are ability,
effort, task, and luck and these can be classified along three continua: locus
(internal / external), controllability and stability (Weiner, 1984), If students

are to be successful in academic tasks they musl believe that their success is
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due to their effort, something over which they can exert control (Gardner,
1983). In situations where students believe that success or failure is the
result of an uncontrollable factor they will be unlikely to attempt the task,
believing that they will not be successful. Attributional beliefs are the
result of interpretations of past successes and failures.

Students who believe that they have contrel over school successes
or failures are likely to have higher expectations of success and are
motivated to work hard because they realise that success or failure will
depend on their own cffort and appropriate use of strategies (Borkowksi,

Carr, Rellinger & Pressley, 1990).

Self-regulated Learning

Self-regulation of cognition and behaviour is an important aspect of
student learning and academic performance in the classroom context.
(Corno & Mandinach, 1983; Corno & Rohrkemper, 1985}, Self—regulait‘j’gzd
learning reveals control, reflection and planning and is implicated in the
work on attributions, metacognition, self-perceptions, motivational goals
and self efficacy. Current models of self-regulated learning build on social
and cognitive rescarch to explain the ways that students choose goals,
select learning strategies and monitor their behaviour. Self-regulated
learning focuses on both the process and outcome or consequence of
learning.

There are a number of definitions of self-regulated learning but
three components emerge which seem especially important for classroom
performance. The first includes students’ metacognitive strategies for
planning, monitoring and modifying their cognition (Brown, Bransford,
Campione & Ferrara, 1983; Corno, 1986). The second is students'
management and control of their effort on classroom tasks. This is

important since, for example, capable students who persist at a difficult
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task or block out distracters maintain their cognitive engagement in the
task enabling them to perform better (Corno, 1986; Corno & Rohrkemper,
1985). The third component of self-regulated learning relates to the
cognitive strategies that students use to learn, remember and understand
the material {(Corno & Mandinach, 1983). Different cognitive strategies
such as rehearsal, eluboration and organisational strategies have been
found to foster active cognitive engagement in learning and result in
higher levels of achievement (Weinstein & Mayer, 1986). However,
knowledge of cognitive strategies is not enough. Students also have to be
motivated to use the strategies as well as regulate their cognition and
effort.

Classroom situations and tasks can foster motivation (Corno &
Rohrkemper, 1985) but there is alsu evidence that students' perceptions of
the classrcom as well as their individual motivational orientations and
beliefs about learning are reievant to cognitive engagement and classroom
performance (Ames & Archer, 1983; Nolen, 1988). Pintrich and De Groot
{1990) suggested that there is a relationship between the three components
of self-regulated learning and individual differences in motivation which
would explain the ways in which personal characteristics affect students’
cognitive engagement and academic performance. Pintrich and De Groot
proposed threc components of self-regulated learning: an expectancy
component which includes students’ beliefs about their ability to perform
a task; a value component which includes students' goals and beliefs about
 their ability to perform a task, and an affective component which includes
students' emotional reactions to the task,

The expectancy component has been conceptualised in a number of
ways in the motivational literature {e.. perceived competence,
attributional style, self efficacy and control beliefs), but the basic construct

involves students’ beliefs that they are able to perform the task and that
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they are responsible for their own performance. Different aspects of the
expectancy component have been linked to students’ metacognition, their
use of cognitive strategies and their effort management. In general, the
literature suggests that students who believe that they are capable engage
in more metacognition, use more cognitive strategies and are more likely
to persist at a task (Schunk, 1985).

The value component for student motivation invelves students'
goals for the task and their beliefs about the importance and interest of the
task. This motivational component has been conceptualised in many
ways but relates to a student's reasons for deing the task. Research
suggests that students with a motivational orientation involving goals of
mastery, learning and challenge, as well as beliefs that the task is
interesting and important will engage in more metacognitive activity,
more cognitive strategy use and more cffective effort management {Ames
& Archer, 1988; Dweck & Ellict, 1983; Eccles, 1983; Nolen, 1988).

The third motivational component concerns students’ affective or
emotional reactions to the task. The important issue here involves the
question "How do 1 feel about this task?” There are a variety of affective
reactions ranging from anger, guilt, pride and anxicty. Positive responses
to the task are more likely to result in students being willing to attempt
similar tasks in the future. Negative responses will decrease the
likelihood that students will be prepared to tackle similar tasks in the
future.

The three motivational components are positively related to the

three self-regulated learning components. However, Pintrich and De -~

I

Groot (1590} found that cognitive engagement variables are more directly
tied to actual performance. This implies that teaching students about
different cognitive and self regulatory mechanisms may be more

imporlant for improving actual performance on classroom tasks, but that
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improving students' self efficacy beliefs may lead to maore use of the.:;'é_l _
cognitive strategies (Schunk, 1985). R
Pintrich and De Groot found that intrinsic value was very strongly
related to the use of cognitive strategies and sclf regulation. Students whb’i.
were motivated to learn the material (not just get good grades) and
believed that their schoolwork was interesting and important were more
cognitively engaged in trying to learn and comprechend the material.
These students were more likely to be self-regulating and to report that
they persisted with their academic work. Intrinsic value did not have a
significant direct relation to student performance where self regulation or
cognitive strategy use was involved. Cognitive variables, particularly self
regulation were better predictors of actual academic performance.
Students' intrinsic value and motivation o learn are important
considerations in models of how students come to use different cognitive
strategies and become self-regulating learncrs. The results imply that it is
important for teachers to socialise students’ intrinsic value for schoolwork
{Corno & Rohrkemper, 1985), not because it will necessarily lead to higher
grades or scores on academic assignments directly, but because it may lead
to more cognitive engagement in the day to day work of the classroom.
Students who were more actively engaged in trying to learn by
employing strategies such as organising and transforming classroom
material performed better than students who tended not to use these
strategies (Corno & Mandinach, 1983; Weinstein & Mayer, 1986). Self-
regu!atibn was the best predicter of academic performance on all outcome
measures. This suggests that the use of self-regulating strategies such as
comprehension monitoring, goal sctting, planning and effort
management and persistence is essential for academic performance on
different types of classroom tasks (Corne, 1986). These findings provide

strong support for the importance of teaching students not only the
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"what" of cognitive strategies, but also the "how and when" to use

strategies appropriately (Brown et al,, 1983; Pressley, 1986).

Conclusion

The preceding review of the literature has identified studies which
have focused their investigations on students’ experiences and perceptions
associated with primary-secondary transitien, Findings dealing with
students’ expectations and experiences both prior to and after transition
have been discussed. While clear areas representing students’ concerns
prior to transition have emerged, the findings post-transition are less
consistent. Generally, it seems that students' concerns with aspects of the
transition such as organisational and social factors diminish quickly after
the change to secondary school.

Recent studies have reported decreases in student achievement
following transition and declines in levels of student motivation. A
number of previcus studies of transition and motivation have suggested
that classrcom and instructional environments are critical factors
influencing students' motivation and subsequent performance.

Literature relating to classroom environments and the motivational
constructs: goals, attributions, self-perceptions of ability, expectations and
approaches to ]earr.ei_ng was reviewed. In addition, the construct of self-
regulated learning was introduced as important since this allows for the
self-regulation of cognition and behaviour which is an important aspect of
student learning and classroom performance. The ability to self-regulate
learning gives students control over their learning and allows them to be
active participanls in their own learning process.

This literature review has presented findings from relevant studies

which informed this study. Relationships between the constructs
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presented in this chapter are described in the theoretical and conceptual

frameworks presented in Chapter Three.
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CHAPTER THREE

The Conceptual Framework

Introduction

This chapter describes the theoretical context of the present study
within a conceptual framework. The purpose of the conceptual
framework is to identify those constructs which will be studied and to
describe the relationships between them. The review of literature
covering student transition from primary to secondary school has referred
to some necessary theoretical domains. Yin (1989) highlighted the
necessity of theory building befere the collection of data in a case study
approach. Such theory development provides not only a sound base and
research design for the study but allows for analytic generalisation of the
resulting data. This chapter highlights those theoretical domains which

underlie this study and the constructs which were investigated.

Theoretical  Framework

A number of theoretical domains have emerged as relevant to the
attempts of the present study to make sense of the experiences of students
as they move from primary to secondary school. Consideration of
previous research and related theoretical areas has identified the
philosophical beliefs that underlie the research questions. The conduct of
the present study was based on certain philosophical assumptions which
affected the methodological approach adopted and the perspective from
which data were analysed. In essence, the way in which the researcher
made sense of the situation was determined by the theoretical framework

around which the present study was constructed. The theoretical domains
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identified as relevant to this study suggested the key constructs within the
conceptual framework and the relationships between those factors.

At one level there is a need to consider those factors which may affect
students’ ability to make a successful transition from primary to secondary
school. These factors include general background factors, individual
student characteristics and attributes, and organisational and structural
factors at a school and system level. Below these factors lie the domain of
general transition theory, the concepts of continuity and discontinuity and
specifically the way in which individual students adjust to a new school
situation when they move from primary to secondary schoeol. The
literature review has identified that previous studies of transition have
concentrated en surface level details,

As this study sought to understand the way in which students made
sense, and developed meaning during the course of transition, it was
important to consider the domain of student perceptions. By discovering
both how students perceived the events which cecurred and the types of
explanation that students made for thein, it is possible to generate an
explanation as to why certain phenomena occurred.

Events at a classroom level are the resuits of interactions between
teachers and students. To explore the relationships between the key
players in relation to student academic achievement, the field of teacher
expectations, specifically the teacher expectancy effect and the role of
student perceptions suggested ilself to be an important area of
consideration.

This study was concerned with exploring ways in which students
perceived the transition from primary to secondary school and the
subsequent effects on their motivation and academic performance.
Students in classrooms actively engage in a range of cognitive

interpretations of the environment and themselves which in turn affect
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the amount and kind of effort that they are prepared to expend on
classroom tasks. Corno and Mandinach {1983, p. 89) describe this as a
"common measure of motivational behaviour™.

Social :cognitive explanations of student achievement motivation
which focus on these cognitive dimensions and interpretations of the
learning environment are used to provide explanations of the ways in
which students construe the situation, interpret events and process
information about their own learning. Included in the range of learning
relaied cognitions are students' perceptions of their ability and
competence, their expectations and attributions for success and failure,
achievement goals, approaches to learning, and use of learning strategies.
These student expectations are linked to the process of self-regulated
learning to form a set of student interpretive processes lhat are useful for
accomplishing @ range of academic tasks, Self-regulated learning can be
inferred from measures of motivated behaviour and is critical to the onset
and maintenance of student motivation in classrooms {Corno &
Mandinach, 1983). Those students who are able to adapt their forms of
engagement to a range of task siluations will function more effectively in
learning situations. There is a need to consider the classroom
environment, the nature of the learning tasks and students' expectations,
goals, perceptions and strategy use in order to understand how they adapt
to the new learning environment.

The present study is embedded in the social psychological domain. In
order to expose the underlying causal factors it is necessary to consider
theories of achievement moli\*étfnn, attribution theory and social
cognition. 1t is the application of these theoretical perspectives to the study
which will assist in explaining why some students experience difficulty in
transition. The following sections summarise the study's theoretical

foundations.
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Social Psychology of Classrooms. o

Social psychology can be defined as "the study of the ways in which
the behavicur of ene individual person is affected by the actual and
imagined presence of others, together with the study of the ways in which
that individual's behaviour in turn affects the behaviour of others who
may or may not be physically present at the time" (Rogers, 1982, p. 3}. By
studying the cognitions of the individual the social psychologist seeks to
explain the behaviour of that person, paying attention to the processes of
interpersonal interaction. Emphasis is placed on what actually happens in
schools and classrooms and the actual experiences of these conlexts by the
people in them. Social psychological theory may be used to predict some

of the things which happen in the classroom.

Teacher Expeclations

Teacher expectations may be viewed as the inferences which teachers
make about the future behaviour or academic performance of their
students based on what they know about them (Good, 1981; Good &
Brophy, 1994), Teacher expectancy effects are those student outcomes
which occur because of the actions that teachers take in respense to their
own expectations. Teachers have been shown to hold expectations about
individual students, groups of students and whole classes. These beliefs
may be communicated to students through the teacher's classroom
behaviour and the nature of assigned work. In general terms teachers may
communicate their expectations for students through such things as the
allocation of Hime lo various activities, the nature of curriculum materials
used, the amount and nature of feedback provided to students, the nature
and extent of teacher-student interactions and the opportunities provided
for students to interact. The nature of tasks and work assignments may

also vary in accordance with teacher expectations as will classroom rules
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and norms, and the provision of opportunities for students to learn.
These variations may result frem conscious and unconscious teacher
decision making,

The present study is concerned mainly with teachers’ expectafions of
Year 8 students, and the resulting classroom learning environments.
Research has suggested that teachers and the learning environments they
create play a critical role in the formation of student self-perceptions of
ability, attributions for success and failure, the formation and maintenance
of learning goals and the oppertunity to develop and use appropriate
strategies. Self-regulated learning can be diminished if aspects of the
classtoom such ag the teacher or the instructional task do not allow or
require students to engage in planning and monitoring of their cognitive
engagement.

Brophy and Good (1970) have suggested a model by which the process
of teacher expectancy effect may work. The model begins with the
formation of differential behavioural and academic expectations for
student performance. On the basis of these expectations the teacher
behaves differently toward different students. This treatment informs
students about how they are expected behave in the class and how to
perform certain academic tasks, If the teacher's treatment is consistent
over time and students do not try .-Edlcti\fe]y to resist or change it, then such
factors as student achievement metivation, self concept, classroom
conduct and interactions with the teacher will be affected. Generally, these
effects will complement and reinforce the teacher's expectations, so that
students come to conform to these expectations more than they may have
otherwise. Eventually this will affect student achievement and other
outcome measures.

For teachers' expectations to influence students' levels of

performance in school a number of things must happen. Among the
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more important of these are that teachers must form impressions of
students and, on the basis of these impressions, establish expectations for
these students' future performance. Whether or not they are aware of it,
teachers’ behaviour must be influenced by their expectations. There must
also be some level of student awareness of those aspects of teacher
behaviour related to the teacher's expectations for that particular student.
In addition there must be some student response to teacher behaviour, so
that the students come to behave in a manner that more closely matches
teacher expectations.

To demonstrate the existence of the teacher cxpectancy effect two
things have to be established. The teacher's expectations have to be fairly
accurate, and this accuracy must be due to these predictions having a
causal effect on student performance rather than the predictive powers of
the teacher. While there has been contradictory evidence regarding the
validity of the expectancy effect it is possible to describe those conditions
under which expectancy effects are more likely to occur. Such effects are
more likely with older rather than younger students and when teachers
have "social" expectations for their students (Crano & Mellon, 1978; Rist,
1970). Murphy (1974) argued that it was the social aspect of students'
classroom behaviour rather than their academic potential that teachers
saw as being alterable.

Teacher expectancy effects as presented in Brophy and Good's model
would seem to be a significant factor contribuling to the changes in the
degrec of academic success achieved by students as they move from
primary to secondary school. If teachers hold generally lower academic
expectations for Year 8 students, or for groups within that year and they
communicate these through their classroom interactions and instructicnal

behaviours (such as the nature of instructional tasks and assessment
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practices), then it is likely that some students will respond to the resulting

teacher behaviours with decreased academic performance.

Student Perceptions

Students are active perceivers and mediators of classroom events.
During the last decade there has been substantial research documenting
the wide variety of student thinking (Weinstein, 1985; Wittrock, 1986).
There is evidence that students construct detailed views of the ability and
behaviour of themselves and their peers {Blumenfeld, Pintrich &
Hamilton, 1986; Rohrkemper, 1985). Recent study of such student thought
processes has brought a distinct perspective to the understanding of
teachers' cffects upon learning and the development, design and analysis
of teaching. This perspective emphasises the critical role that a range of
factors play in teaching, and in influencing student .achievement. These
factors include student perceptions of instruction, atfention to the teacher,
motivation, attributions for learning, affective processes as well as their
ability to generate interpretations and understanding of instruction.

Research into student thought processes examines how teaching and
teachers influence what students think, feel, believe, say or do that in turn
affects their achievement. The central assumption of such research is that
teaching influences student thinking and students’ thinking mediates
their learning and achievement. While it is possible that teaching can
directly influence achievement, research on students' cognitive processes
suggests that teaching can be better understood by knowing its effects on
the learners' thoughts which mediate achievement.

Learning is not automatic, but rather occurs primarily through active
information processing by students who must perceive and interpret
teachers' actions for them to influence achievement. Those student

thought processes that mediate achievement include an awareness or
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perception of teaching, attention to it, and the motivation to learn.
Therefore, research on students' cognitions and resulting perceptions
promises to enhance understanding of teaching and its outcomes by
providing information about the learning process as it is experienced by
the learners.

Student perceptions research has identified the role that teaching
plays in influencing student thinking, and the mediating role of student
thinking in learning and achievement. This cognitive dimension is an
inherent part of Brophy and Good's model of the teacher expectancy effect,
where student perception of differential teacher behavicur is necessary if
the expectancy effect is to occur. If some Year 8 students perceive teacher
behaviours to communicate a lower level of academic expectations than
they have previously experienced, then it seems likely that some students
will respond to this by performing at 2 level below potential academic
performance. It is suggested that student perceptions of lower teacher
expectations will encourage students to respond by adopling learning goals
and approaches which constitute what Henderson and Dweck (1990) have
described as "maladaptive” patterns of motivational behaviour. Students
demonstrating such behaviour aveid challenge and have low levels of
persistence when confronted by difficult learning situations. Henderson
and Dweck suggest that this pattern of behaviour can have profeund

negative effects on cognitive performance.

Theories of Achievement Mokivation
Motivational concepts are traditionally used to account for the
initiation, direction, intensity, and persistence of behaviour. Motivation
may be scen as that factor which causes or helps to cause something to
happen. A large number of factors may affect a student's level of

motivation to succeed at an academic task. Most approaches to motivation
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fit within Feather's expectancy x value theory (1982). This theory holds
that the effort that an individual is prepared to expend on a task is a
product of both the extent to which they expect to be able to perform the
task successfully if they apply themselves, and the degree to which they
value those rewards that will ensue from successful task performance.
Such theories of motivation imply that teachers need to help their
students appreciate the value of school activities and to allow
opportunities for success in these activities when reasonable effort is
applied. In a classroom setting, students who are engaged in self-regulated
learning activities are able to achieve success because they know how to go
about learning, can adapt their strategies if they encounter difficulties and
have experienced the rewards of learning for its own sake (Good & Tom,

1985},

Learned Drive Theori.es

Contemporary achievement motivation theories have their roots in
the learned drive model of motivation which posited that students’
behaviour will be influenced by a natural desire to succeed and to aveid
failure. Learners' levels of motivation towards success would depend
upon how they resolved this conflict. They may develop the confidence to
work hard toward gaining success (and risk failure) or may."-:‘direct their
energies towards aveiding failure (limiting their chances nf achieving
success), This would depend on learners’ estimates of the chances of
gaining some level of accomplishment and the value attached to possible

cutcomes of the behaviour.
Attribution Theory
The principles of attribution theory (Weiner, 1979) guided a

reinterpretation of Atkinson's learned-drive theory (1964}, Attribution
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theory assumes that individuals' perceptions of the causes of theit success
or failure influence the quality of their future achjevement. According to
Weiner (1985) there is a basic human tendency to attribute the causes of
success or failure so that the learner can deal effectively with a situation
when it next occurs. Success or failure may be attributed to facters such as
ability, luck, level of effort, or task difficulty. Weiner's model recognised
three dimensions of causality to be controllability, locus of control and
stability. Weiner (1985) argues that the underlying dimensions of the
attributions are the most impertant determinant of achievement
behaviour, Over time the attributions that learners form for a particular
success or failure become cognitions which influence both their
willingness to attempt similar tasks and the quality of future
achievements. Causal attributions made by students affect their
motivation toward future efforts. The more often students meet with
faflure the more likely it becomes that their confidence and motivation
will decrease and the more likely failure becomes. The major focus on
achievement dynamics in the attribution model is the role of effort.
Because of the widespread belief that effort is modifiable by the actions of
teachers, studenl effort is considered centiral to achievement.

Causal attributions have significanl consequences on students’
expectations and emctional reactions. Performance expectations usually
rise following success and fall following failure when a stable attribution
for past performance is made. Outcomes attributed to unstable causes do
not have clear implications for the future performance of similar tasks.
Motivational research suggests that effort attributions are the most
preductive for future learning because of the implications they have for
future performance expectations. Effort is the one cause that is under the
control of the iearner. Students who attribute past negative outcomes to

lack of effort may realistically expect to be successful in the future if they
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exert effort. When students attribute failure to a lack of ability they are
unlikely to expect to be successful at similar future tasks because ability is
fixed. It is also important for students to make effort attributions when
they are successful so that they realise the importance of effort. If students
attribute success to ability only, they may come to believe that effort is not
necessary for success risking low achievement on future tasks.

Learned helplessness (Dweck, 1986} is an extreme example of
‘maladaptive behaviour which results from students attributing failure to
factors beyond their control. Students who have experienced consistent
failure develop a belief that there is nothing that they can do to avoid
future failure. They typically attribute failure to lack of ability, exert little
effort on academic tasks and give up easily when they experience difficulty.
Learned helplesstiess is not confined to low achieving students and may be
exhibited by students performing at a satisfactory level. This suggests that
beliefs about the causes of academic performance are relevant to the
optimal achievement of all students (Stipek, 1925).

Different causal attributions will also affect learners’ emotional
responses in achievement situations (Weiner, 1985, 1986). Some emotions
may function solely as a result of the outcome (for example students may
feel happy when they are successful and sad when unsuccessful). Weiner
argues that in other situations, emotions are linked with attributions,
Students may feel surprised when they attribute success or failure to luck,
grateful when they atiribute success to the help of another person and
guilty if they attribute failure to lack of effort. Pride and shame are
emotional responses to internal atiributions. Students who attribute their
success to hard work are likely to feel proud when they achieve positive
outcomes while students who believe that their success was due to the
assistance of someone else are unlikely to feel proud of themselves.

When failure is attributed to internal causes such as Jack of effort or ability
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the most likely emotional response is shame. In contrast the student who
attributes lack of success to external factors such as distractions or
interference is less likely to experience feelings of shame in response to
failure.

The emotional responses to success and failure attributions have
important implications for the classroom setting. Anticipation of pride
may sustain students' efforts on a difficult task and the anticipation of
fesling ashamed may inhibit others' efforts in attempting or persisting
with a task (Weiner, 1985). Covington and Omelich {1984) report findings
which support the link between attributions, emotional responses and

future effort.

Social Cognitive Theories of Motivation

Covington's (1984b) self worth theory of motivation draws heavily
on the work of Weiner (1979, 1985, 1986) in the ficld of attribution theory
and adds a cognitive dimension to earlier learned drive theories of
motivation. Both theories share the view that achievement behaviour
can be most meaningfully conceptualised in terms of self-perceptions of
causality but self-worth theory includes a metivational compenent.
According to Covington, student achievement behaviour is best
understood in terms of attempts to sustain a reputation of competency and
self worth. This assumes that individuals are most motivated by the
desire to demenstrate their ability and establish their worth. Individuals
will therefore aveid situations where they believe they are unlikely to
succeed in an effort to protect their feelings of self-worth. Self-worth
theory stresses the importance of learners’ perceptions of their ability in
developing achievement motivation and the likelihood of success.

Achievernent motivation theory has demonstrated that children,

especially older children, recognise and value ability as the greatest
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determinant of achievement despite teacher reinforcement of effort over
ability. If the strongest motive to achieve is to establish and maintain a
sense of self worth then the best way for a student to do this is to
demonstrate ability and accomplish competence at'a given task. Effort is
seen to play an important role in the individual's ability to influence
performance but there is the danger that an individual who applies a great
deal of effort and still fails will have no alternative but to view failure to
be the result of a lack of ability. The development of a self-perception of
low ability increases feelings of gﬁi]t and humiliation and leads to the
development of expectation of failure in other related situations and/or
tactics to avoid potential failure situations.

Cognitive theories of achievement motivation involve a
developmental consideration. Research evidence suggests that there is a
progressive shift from an early effort/ability equivalency to a value system
that emphasises ability (Stipek, 1993). This would seem to arise from the
developing capacity for adultlike reasoning in young children and the
introduction of competition into classroom life, Older students and young
adults have been shown to perceive ability as the dominant causal factor
in achievement {Ames & Ames, 1981). Ability valuation is held to be
important in the classroom as a major predictor of who will learn the
fastest and hence who will be selecied to learn more. For older students
being motivated is threatened by the poessibility ef humiliation should
they fail after trying hard on a task. Ofien this conflict is settled by the use
of failure avoiding strategies.

Paton, Waiberg and Yeh (1973) found that many minority students in
high school felt that they had the ability to learn but believed that luck
determined academic achievement. These students believed that
although they had the ability to learn, some external factor, usually a

person, hindered them from learning in schoel. A related finding was
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reported by Brookover, Beady, Flood, Schweitzer and Wisenbaker (1977)
who reported that the strongest variable related to the variance in
achievement was the belief held by elementary school students that it was
futile to pursue success in school. The attributions that students make
about their sense of achievement and the control over destiny they
experience in school seem to be powerful cognitive pracesses that mediate
schoel performance.

Motivational thought patterns can differentiate high and low
achievers in school and can predict learning from teaching. Not only can
motivational factors predict school achievement but importantly, they can
suggest ways in which teaching processes influence student thought
processes that mediate achievement. Such thcories of achievement
metivation may be a contributory explanatory factor of student behaviour

during the process of transition from primary to secondary school.

Student Perceptions of Teacher Expectations

Students’ percepticns aboul their teachers, feaching processes and
differential teaching behaviours seem to mediate their achievement in
school, particularly from about the age of seven when students begin to
develep more abstract and deeper perceptions of people based on
consistent qualities that transcend observable behaviour. Students
discriminate differential teacher behaviour in the classroom, in particular
differential teacher responses to high and low achievers {Cooper & Good,
1983; Weinstein & Middlestadt, 1979). Cooper and Geod reported that
students for whom teachers had high expectations described themselves as
receiving less frequent criticism and more frequent praise than did
students for whom teachers held low expectations.

it is clear that students perceive expectations held by teachers and

differentiated classroom treatment given to high and low achievers. The
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differential treatments may induce variations in both self concepts of
ability and attributional patterns among students. Wittrock (1986)
suggested that the teacher expectancy effect would not be found by studying
whole classrooms because teachers only produce the effect with those
students whe perceive differential and inappropriate treatment from
teachers, Therefore, the teacher expectancy effect is best investigated by
exploring individual student’s perceptions of differential teacher

treatment.

Relationship between teacher expectations and student perceplions.

There is a weight of evidence to support the existence of the teacher
expectancy effect. The relationships between the factors affecting the
formation of teacher expectations and the teacher's responses are complex
and vary greatly from one teacher to another. However, the consequences
of the different expectations that teachers hold for students in terms of
learning opportunitics and self expectations appear to be the intermediate
links between student-teacher interaction patterns and student
achievement.

Students’ views of themselves compared to their peers are important
determinants of their academic performance and motivation (Levine,
1983}, and student mediational processes may themselves be affected by
various structural and motivational differences among classes and schools
(Marshall & Weinstein, 1984; Rosenholtz & Simpson, 1984). Marshall and
Weinstein suggested that there are six sets of classroom features that
communicate differential expectations to students: a) the task structure, b)
grouping practices, ¢) feedback and evaluation procedures and information
about ability, d) motivational strategies, e} locus of responsibility for
learning (teacher vs student), and f) the quality of teacher-student
refationships. Rosenholtz and Simpson emphasise four features that

i
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overlap substantially with those of Marshall and Weinstein. These are
task differentiation, student grouping, student autonomy and formal
performance evaluations.

An individual student’s belief that success in schoeol is possible is one
of the most important factors related to school achievement (Corno &
Mandinach, 1983; Skinner, Wellborn & Connell, 1990). Additionally, the
teacher expectancy effect is dependent on the student's ability to perceive
the teacher's expectations and subsequent differential treatment of
students in the class (Brophy, 1983; Dusek, 1985; Weinstein, 1983, 1985).
When student motivation is considered it has been found that the
learner’. attributions about the causes for their successes and failures
influence their interest and persistence in learning in school (Corno &
Mandinach, 1983; Platt, 1988; Weiner, 1985). Success in school enhances
motivation primarily when students attribute their results to their own
effort, rather than to other people or factors outside their control.

Eder {1981) found that in some classrooms teachers provided less
educaticnal opportunity for these students who were believed to be less
capable than peers judged to be more capable. Students' academic
experiences depend not only on which teacher they have, but on factors
such as length of instructional time and quality and quantity of assigned
work which may result from the teacher's beliefs about individuals and
groups of students. Teachers' actions resulting from their beliefs about
students’ ability levels may directly affect student academic performance
through the provision or restriction of academic opportunities, but
students also interpret the behaviour of the teacher towards themselves
and other students. Students who perceive and interpret differentiated
teacher behaviour demonstrate changes in motivation and effort.
Students may experience the instruction that they receive in a way that is

different to that intended by the teacher. [t is the studenls' perceptions of
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teaching that influence subsequent learning and achievement. According
to Wittrock (1986) both teacher behaviour and the interpretation of this
behaviour by classrcom participants are important determinants of
classroom performance.

Good (1981) asserted that certain students will learn to become
intellectually passive as a result of differential feedback they receive from
the teacher, He found that over time low achieving students ask fewer
questions than students operating at other achijevement levels. Not all
students in a class will experience the same environment, or educational

materials that are appropriately different.

Stndent passivity.

Good (1981) identified a range of teacher behaviours that induced
intellectual passivity in certain students. He observed that low achieving
students were called on less, received less wait time, were given answers
rather than prompts, received less praise for success and received greatet
criticism for failure. As Iow achieving students are less likely to answer
correctly and more likely to experience public errar they have to deal with
high levels of ambiguity and risk when respending to teacher questions.
As a result of this, these students learn that an effective coping strategy in
this situation is to become passive. They become less invelved in school
work over time and the school environment can be shown lo have an
effect on student activity and participation rates.

Good, Slavings, Harel and Emerson (1987) found that the number of
questions asked by low achieving students increased when the student
moved inlo elementary or high school.  These questions were
predominantly non-academic, which suggests that these students were
“learning Lhe rules of a new academic context”. This also suggests that

these students have difficulty keeping up with the new academic role that
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they are being required to adopt in the transition, and that they have to ask
a large number of questions about requirements and procedures of the
new context. Good et al. suggested that changes in the school
envirenment, peer group or teachers may have moti\;at:ed the students to
explore different roles or to attempt to achieve new successes. Certain
students may be motivated by this new setting but if teachers and other
students do not reciprocate their efforts and if reasonable achievement is
not forthcoming then these students will give up fairly quickly and regress
radically in their classroom participation.

Low achieving students have been seen to elicit a wider variety of
teacher expectations than other students. Good et al. (1987) have suggested
that teachers may treat low achieving students differently over the course
of the schoel year as they search for an approach that is successful.
Similarly, when support structures and interventions are implemented,
low achieving students often have an increased number of teachers who
may use a variety of teaching approaches. Hence lew achieving students
are exposed to a variety of teaching approaches and teacher expectations.
Student passivity is a likely culcome of such diverse treatment and
expectations (Good et al.,, 1987). Being in a situation where they do not
know what to do, or how to behave appropriately, low achieving students
may learn to avoid initiations and wait for the teacher to structure their
behaviour, To some extent it may be argued that students in secondary
school receive similar treatment as they are taught by a number of teachers
all of whom may use different teaching approaches.

The findings of Good et al. (1987), Mehan, Hertwick, Combs & Flynn
(1982) and Morine-Dersheimer (1985) support the idea that for some
students Lhe situation encountered on entry to secondary school may lead.
te students adopting passive behaviour patterns as they seek to respond to

a variety of teacher expectations and teaching behaviours. The need to
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learn new rules and procedures, and often different sets of rules for a
number of teaching-learning situations in secondary school may result in
some students avoiding initiations and allowing teachers to structure their
behaviour in what may be an inferior manner to that previously exhibited
in primary school,

It may also be that students respond to the secondary school situation
in a way that leads them to reduce their efforts in an attempt to protect
their sense of self worth. Researchers have proposed that when students
expect a failure that will indicate their incompetence, they intentionally
reduce effort so that failure can be attributed to this, rather than low ability
(Covington, 1984, 1985; Covington & Beery, 1976; Covington & Omelich,
1979; Frankel & Snyder, 1978). lmpaired performance has been found
when students anticipate feedback that would indicate incompetence.
Jagacinski and Nicholls (1990) suggested that students may reduce their
effort because they have withdrawn their commitment to the task. Effort
reduction may be one aspect of the process of dilsengagf_’.menl' from tasks
when feedback indicates an individual's incompetence {Carver & Scheier,
1981; Klinger, 1975; Nicholls, 1984). As students become more certain that
they are not competent at a given task, their commitment to
demonstrating competence at that activity declines. Effort reduction
wotuld be accompanied by other indications of disengagement, such as
devaluing the activity inveolved or questioning the validity of the task as
an index of competence. Within a personal framewerk this could be seen
as adaptive (Klinger, 1975) because students might protect their self esteem,
but would not maintain a perception of high ability in that task situation.
Pyszcynski and Greenberg (1983} found that subjects who anticipated
failure on an ego-involving task lended to expend less effort on the tasks
and were more likely to claim it was a bad day for taking the test than

subjects’ who anticipated success. Wortman, Costanze and Witt (1973}
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found that students who failed reported expending less effort than
successful students and indicated that it was less important for them to do
well. [t seems that students will withdraw or diminish their efforts to
protect their own feelings of competence in difficult situations. Not trying
and failing, is seen as better than trying and failing. Rather than risk the
chance of unsuccessful performance in a situation where they have tried,
students in secondary schoo! may distance themselves from the situation

and devalue effort and achievement.

Summary

This study proposes that secondary teachers hold certain expectations
for the academic performance of incoming Year 8 students and that these
expectations may be lower than those held for the same students by the
Year 7 primary teachers. Teacher expectation research suggests that
teachers may hold expectations for class groups as well as individual
students. As a result of these lower academic expectations, teachers of Year
8 students may slructure a learning environment that places fewer
demands on students including less support for those students who
require a high degree of interaction with the teacher to keep them on-task
and working to their potential level. This is supported by Brophy (1983b)
who suggests that teachers play a key role in determining the curriculum
that students actually receive even in situations where there are clear
curriculum guidelines and materials in place. If this is the case then it is
possible that teachers holding lower expectations for certain students will
present them with a different (lower level) curriculum from that officially
in place in the school {and lewer than that being experienced by other
students). This may lead te students performing at a lower than potential
academic level. It may be that it is not only the individual teacher who

holds lower expectations for Year 8 students, but that the curriculum
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encourages such thinking. The teacher's interpretation and
implementation of the curriculum may exaggerate decreases in academic
expectations from primary to secondary school.

From a meotivational perspective teachers’ interpretation and
implementation of curriculum influenced by their academic expectations
of Year 8 students may create classroom environments which cause
students to behave in certain ways. Students may perceive aspects of the
classroom environment and form subsequent cognitions about the
significance of this for their own academic expectations and beliefs. They
may also be denied cpportunities to develop self-regulated learning
processes and learning strategies, and the structure of the classroom may
communicate clear achievement goals, All of these have been
demonstrated to affect subsequent academic motivation.

In addition, the increased number of teachers with whom high
school students have to interact in a classroom setting means that students
must deal with a variety of teacher expectations. Raudenbush (1984)
reported that teacher expectation effccts were strongest at Year 7, the first
year of junior high school for most students. It would seem that the effects
are stronger when students are new to the institution and those who will
be teaching them. Differentiation is likely to be high in secondary school
as a result of the quantity of individualised teacher-student interactions.
Previous research into teacher expectations (Good ct al., 1987) supports this
notion,

~ Many studenis may be unaware of these lower teacher expectations or
may continue to work at their previous level, However, it would seem
that certain students notice these lower expectations and respond to them
by working at a lower standard than previously. It may be that these are
students who cxhibit the dependent participation style described by Good

and Power {1976) and are especially susceptible in situations where they do
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not receive high levels of teacher support and interaction. Research into
student perceptions has demonstrated that students are aware of
differential teacher expectations and treatment {Brophy, 1983; Dusek, 1985;
Rosenthal, 1985; Weinstein, 1983, 1985) so it is likely that these students
will notice the type of treatment that is being cffered by the teacher and
that they will make some sort of judgement regarding the expectations
that the teacher holds for them.

On the basis of the findings of research into the effect of teacher
expectations {Cooper & Good, 1983; Good et al, 1987, Weinstein &
Middiestadt, 1979) if secondary teachers hold lower expectations for
students at Year §, then it is likely that some students will perceive these
expectations and will reflect the teacher’s expectations in lower academic
performance. The effect of teacher expectations has been shown to be
strongest when students are new to a situation. Therefore, it is likely that
when students are new to the high school situation, teacher expectancy
effects will be stronger and particularly salient for these sludents who take
longer to learn the rules and norms of the new siluation or who are
particularly responsive to teacher actions.

It may also be that lower academic outcomes result from decreased
student motivation, reflecting students' efforts to protect their sense of self
worth. Students may hold school achievement in lower stead than
previously, withdrawing their efforts on academic tasks in an attempt to
protect themselves if they believe that they are unlikely'to be successful.
Students may consciously cheose to adopt either performance or work
avoidance goals to avoid personally challenging situations. If students
lack the capacity to be self-regulating then they will be unable to adapt to
the situation and will have few stralegies to call upon other than work

avoidance.
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Conceptual Framework

The review of literature in the area of research into primary-
secondary transition suggests that the degree of success of the transition
may be affected by a number of factors. Individual student factors such as
ability, general seif concept, level of physical and social development,
amount of knowledge about high school, and attitudes and expectations
towards school in general and high school in particular may affect the
degree of success with which the student makes the transition. Other
student factors including participation style and aspects of metivation,
including expectations, learning goeals, attributions, self-perceptions of
ability, and strategy use may also play a part in the student's resolution of
the change in educational setting.

The student's ability to adapt to the new situation may be influenced
by additional external factors. The beliefs lhat a student's family holds
regarding the value of schooling along with the level of family support
provided will play some part in the success of the transition. Similarly
socio-economic status, the prevailing wider social culture, the nature and
extent of school and community links and whether the student has
siblings who attend the secondary schoel are likely to have an impact on
the transition.

At the school level it seems likely that such organisational factors as
transition programs and policies will affect the initial transition
experiences of students. On arrival at secondary school, school culture
reflected in structural factors including timetabling, assessment policies
and practices, unit curriculum operation, staffing levels and policies,
student involvement in the school and the provision of support
structures seem likely to affect transition.

School contextual factors such as the size of the student and staff

population, the size of the school grounds and buildings, the nature of the



surroundings, the degree of interaction with peers, the level of
responsibility afforded to students, the academic culture or ethos of the
school and the nature of individual subjects may also impact on students’
ability to adapt successfully to a new educational environment.

At a classroom level, the expectations and beliefs held by the teacher
for individuals and groups of students are likely to affect the nature and
extent of feedback provided regarding academic performance and
possibility of future success. The level of communication, teaching styles,
and grading and assessment practices of individual teachers may also affect
students' performance in the classroom. Personal attributes of teachers
and the perceptions that teachers have of Year 8 students and their needs
and abilities, may also affect the learning experiences that these students
encounter and their success at secondary school,

Research into primary-secondary transition has focused on the
surface level factors mentioned previously. There would seem to be a
need to investigate the phenomenon of the transition experiences of those
students whe fail to make the change successfully. Evidence suggests the
transition experience niay be subject to a more sophisticated set of
influences than the surface level factors studied by earlier research. A
social psychological approach’would most appropriately investigate these
deeper influences by examining student perceptions. By understanding
the students’ perceptions of their experiences, and the meanings which
they ascribe to the situation, it may be possible to gain a deeper
understanding of the ways in which students make sense of their
experiences and the effects of this on motivation and achievement.

A focus of this study is the teacher expectancy effect (Brophy & Good,
1970), particularly the role played by student perceptions of the teacher
behaviours which communicate teacher expectations for Year 8 students'

academic performance. Students' interpretations and sense making of
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teachers' expectatibns for their academic achievement were interpreted
within a social cognitive metivational framework.

This study investigates student perceptions of the transition process
and their experiences in the classroom teaching-learning environment.
Students' experiences are described and analysed to discover the ways in
which the primary-secondary transition experience affects their academic
performance. Personal student factors relating to aspects of motivation are
investigated along with the effect of interactions between students and
structural, contextual and classroom level factors. The ways in which the
student perceived and responded to the various factors and situations was
considered to be germane to this study. Figure 1 presents a conceptual
model of those factors that the present study investigated in relation to
their influence on the academic performance of students during the
transition from Year 7 to Year 8.

This study was concerned with exploring the ways in which students
made sense of the transition from primary to secendary school,
particularly the ways in which they respended in achievement related
situations. The construct of achievement motivation including the role of
student perceptions is central in explaining the ways in which students
respended to the new academic situation.  Achievement motivation is
closely linked with seif-regulated learning. If students are to be able to

'
adapt appropriately to now academic s.iltua_ti_nns then th:é'y need to possess
the relevant sclf-regulatory processes that allow them to monitor their
task performance and adjust it appropriately for the situation. Aspects of
motivation as seen from a socinl cognitive perspective include self-
perceptions of ability, attributions for success and failure, achievement

goals, approaches to learning and learning strategies.
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These factors are all affected by learners’ past performances and
interpretations of performance situations and outcomes which in turn
affect their expectations for future performance in similar situations. If
individuals are to engage in a learning task then they must have some
expectation that they will be able to achieve suc¢ess on that task and they
must value the task or outcome in some way {Covington, 1984). Learners'
past experiences and subsequent attributions will affect the extent to which
thev expect to be successful on the task (Covington & Omelich, 1984, 1988}
Another factor affecting students' expectations of success is their own
perceptions of their ability. Again, these perceptions are constructed over
time on the basis of experiences in similar learning situations. Individuals
who believe that they have little ability are less likely to engage in or
persist at a task than those who believe that they possess ability and are
likely to be successful. Covington has suggested that in an effort to protect
feelings of competence, individuals will choose to hold back effort and not
engage in a task if they believe that they do not have the ability to be
successful. An important contributing factor to learners' expectations of
success is the amount of control they believe they have over their success
and failure. This is a function of their attvibulions, whether they attribute
success to controllable factors, their perceptions of abilily and the range of
learning strategies that they have at their disposal. Learners with a wide
repertoire of strategies to tackle learning tasks and monitor their
performance have a greater chance of completing e task successfully
than learners who possess only a limited number of simple sirategies.
They are more able to adapt to unusual situations appropriately, and hence
increase the likelihood that they will perform the task successfully.

The second dimension of the motivational cquation is the extent to
which the learner values the task itsell, or the outcome of the task., There

are obvious considerations here such as the nature of the task, and

-B4-



whether it is intrinsically interesting or useful to the learner. There are
also more subtle influences including the goals that the individual holds
for learning. Learners who hold mastery goals are more likely to attempt
tasks because they value the process of learning while those holding
performance goals will engage in tasks in order to achieve pgrades.
Students motivated to aveid work will simply de the bare minimum to
aveid negative consequences. The approaches to learning held by students
will alse affect their willingness fo engage in the task and ability to persist
in the face of difficulty.

The relaticnship between student beliefs and performance is bi-
directional. Students' beliefs about themselves as learners and the value
of the learning task are the result of previous learning and performance.
The beliefs that learners hold about themselves as learners will affect their
performance, which will in turn, usually confirm lheir beliefs about
themselves. Se, learners who hold little expectation of success because
théy attribute their past lack of success to low ability are unlikely to be
motivated to attempt a leaming task. Similarly, students who believe that
they have the ability to complete the task successfully but do not see any
value in doing so are unlikely to be motivated to engage in the task,

Students’ academic achievement may be the result of many factors.
The present study proposed thal any changes in the academic achievement
of students in the study were the result of students’ interpretations of the
secondary cducational envircenment and their responses to the new
situation, [t was suggested that students would interpret aspects of the
new cnvironment to construct a perception of what was important in
secondary school and thal some weuld respond to this perception by
altering their achievement related behaviour in some way. Specifically, it
was proposed that students would interpret teachers' messages about the

nature of work, and standards of performance requirved at secondary school
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in a way that would suggest that teachers would accept work of a lower
standard than that which students were either familiar with, or capable of
achieving. In addition, dealing with a number of teachers would make it
mare difficult for students to determine a level of acceptable work related
behaviour and some students may withdraw, becoming passive. It was
also suggested that this withdrawal of academic cffort may be an affective
response to situations in which students belicve they may not be
successful. Students may expend little effort on tasks or may trivialise or
devalue the task so that lack of success becomes less of a threat to their self-
perception of ability and competence. This situation may arise because
teachers do not make their performance expectations clear to students
which again may be magnificd by students having to cope with different or
unclear behavioural expectations and teaching styles from a number of
teachers.

It may be that some students view beginning secondary school as a
new start, a chance to wipe the slate clean and begin again. They may
believe that in a new situation with new leachers who do not know their
past petformances and a wider range of classmates they have the
opportunity to start afresh. These studenis may decide to try hard, believe
that they can be successful if they do so, and adopt more pesitive learning
goals. If they change their goals, expectations, beliefs, and attributions then
they may be able to maintain or improve their performance as long as they
have the necessary strategies to allow them to do these things. If they do
not already have a repertoire of strategics, or if secondary classes are not
conducted in a way that facilitates the development of strategies, (using
cither implicit or explicit instruction) then this will be difficult for them.
If teachers hold low expectations for their performance and structure the

learning environment and instructional tasks in ways that do not
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encourage students to maintain these new goals and expectations, then
little progress will be made.

The present study investigated the experiences of 24 "average”
students as they moved from primary to secondary school. The focus of
the study was the way in which students made sense of their experiences
and the effect of these perceptions on changes in the various aspects of

their achievement motivation related behaviour.

Conclusion

This chapter presented a description of the theoretical perspective
which informed the present study. Social psychological principles guided
the way in which the study was conducted, suggesting attention be paid to
the interpretations and cognitions of the main participants during the
transition from primary to secondary school. The ways in which students
interpreted their experiences at secondary school and the resulting effects
on their achievement motivation and academic performance were
investigated. Analysis and interpretation of the results was informed by

social cognitive theories of motivation.

The second part of this chapter presented the conceptual framework
suggested for the present study. The factors investigated were derived
from the theoretical underpinnings of the study. The social psychology
assumptions suggested that the factors affecting the academic performance
of students in the transition from primary to secondary school would be
best studied from the perspective of the students involved. [t was
assumed that student perceptions mediate the events that occur in
classrooms and subsequent learning,  Additionally, the expectationslof
teachers affect the classroom cnvironment that they create and tlﬁzir
interactions with students. Students' perceptions of these will cause them

to form expectations of their ability and chances of success, decide what is

§7-



important in the classroom, and construe the nature and process of

learning that is required.

Social cognitive theories of motivation identify a range of

#  motivational constructs that help to explain the reasons why students
P chaose to engage in and persist at learning tasks and their subsequent
achievement. The factors that were identified as salient in the situation

were: students' expectations of secondary school; self-perceptions of

ability; atiributions for success and failure; use of strategies; achievement

goal orientations and interpretations of teachers' messages about what

was important at school.
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CHAPTER FOUR
Method and Procedure

Infroduction

This chapter describes the method used in the study, provides details
of the sample selection process and includes a description of the primary
schools and senior high school in this study. The research invelved a
twelve month study of Western Australian children in Year 7 of primary
school and Year 8 of secondary school. The research design, including
procedures for data collection and analysis are also described and justified,
Issues of reliability and validity are identified and examined and the

chapter concludes with a consideration of the generalisability of the study.

Restatewment of the Purpose of the Study
This study sought to answer the following questions which related to
the experiences of students as they made the transition from Year 7 of

primary school to the first year {Year 8} of secondary scheol:

1. What charges occur in the academic achievement of average
achieving students when they make the transition from primary to

secondary school?

2. How do these students perceive the primary-secondary school

transition experience?
i) What is the nature of these students' affective and cognitive
responses in relation to their academic performance during the

transition from primary to secondary school?

-59-



3. i) What school related factors appear to be implicated in changes in
these students' academic performance from primary to secondary

school?

ii) What student related factors appear to be implicated in changes in
these students' academic performance from primary to secondary

school?

Researcht Design

The research questions guided the design of the study. Wherever
possible the following recommendations from background literature were
incorporated in the design of this study (Erickson, 1986; Marshall &
Rossman, 1989; Yin, 1989). Firstly, that research should use multiple,
sources of evidence. This should include a combination of subjective ari;:i
objective data, and a mixture of qualitative and quantitative data which
are mainly descriptive. This approach allowed lhe triangulation of data or
corrocboration of the same data gathered through different techniques.
Secondly, that research should extend the collection of data over a peried
of time in order to trace operational links, and finally, an emphasis that
the study of individual students is a worthwhile direction for educatienal
research.

The study used a naturalistic approach which combined qualitative
and quantitative research lechniques as the two approaches enrich and

complement each other. According to Miles and Huberman {1988):

Qualitative data . . . are a source of well-grounded, rich descriptions
and explanations of processes occurring in local contexts. Within
qualitative data one can preserve chronclogical flow, assess local
causality, and derive full explanations. (p. 15)



In the present study a case study approach was used to gain a deeper
understanding of social phenomena through the use of observation, the
formulation of description and the seeking of patterns. These processes
allowed the researcher to gain an understanding of reality as perceived by
the group under study. Emphasis was placed on exploring student
perceptions of the transition process. Student perceptions of transition
were deemed Important as they served to mediate (at least partially) the
impact of the new school environment on student behaviour. Students’
own definitions of the situation helped to determine their covert
behaviour in that situation.

The epistemological assumptions that underpin the study are
important and require explication as the theoretical base of a study will
affect the findings that result fmml it. The theoretical framework of the
study was described in Chapter Three and will be summarised here, In the
broadest sense the study is informed by social psychology which seeks to
"identify and interpret individual and environmental factors involved in
interpersonal interaction” (Me Millan, 1980, p. 2).

Social psychology focuses on individual behaviour and explains this
phenomenologically, placing emphasis on the perception of individuals
and how they see and interpret situations. Social psychelogy places
emphasis on the affective and motivational aspects of an individual's
behaviour, Feelings mediate between cognitive perceptions of .events in
the environment and behaviour. Social psychology pays attention to the
group, particularly group processes and the effect of those in proximity to
the individual. Finally, social psychology is concerned with explaining
why people behave in similar ways.

The key beliefs underpinning this study reflect the principles of social
psychology. The first is that an individual does not have to be physically

present in order to influence the thoughts and actions of another. Second,
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the focus of soctal psychelogy is clearly on the individual, and attention
may be directed to the influence of individuals on each other within a
group context. Third, social psychology is concerned not only with the
behaviour but the cognitions of the individual.

Social psychology may be applied through perspectives, theory and
method, Tt can provide a particular perspective from which an issue may
be viewed. This perspective will draw attention to processes of
interpersonal interaction. Within secial psychology there will be a
number of theories which seek to explain various phenomena. Theories
can play a similar role to perspectives, directing attention, drawing
together and organising information according to some pattern of
interpretation. Theories provide the researcher with a means of
organising seemingly disparate information inte a coherent whole. The
use of theories allows the researcher fo predict the unknown and interPt"ét
what has been studied. The adoption of a particular theoretical system will
direct attention towards particular questions and certain types of answers,

The research questions, methodology and analysis adopted in this
study have been informed by the beliefs and assumptions described in the

previous section,

Sample

Subjects.

According to Leedy (1589) "the population for the study must be
carefully chosen, clearly defined, and specifically delimited in order to set
precise parameters for ensuring discreteness to the population” (p. 142).
The senior high school which was the focus of this study was selected
because it represented Lypical government senior high schools. This study
was conducted in an educational district (Education Department of

Woestern Australia classification) in the Perth metropolitan area. Target
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students were selected from Year 7 classes in feeder primary schools of one
of the senior high schooels within the district.

The senior high school selected as the target of this study was a large
size school {population 1100), offering the Education Department's Unit
Curriculum in lower school and Tertiary Entrance Examination (TEE) and
Non Tertiary Entrance Score studies at post compulsory level (Years 11
and 12, age 15 plus). The student population was drawn from six feeder
primary schools, four of which were used in the present study. Two feeder
primary schools were not included in this study because these schuols fed
mainly to a different secondary school and many of the students attending
these primary schools did not intend to attend the target secondary school.
All of the schools used in the study were located in residential areas,
drawing from upper working class and middle class socio-economic areas.

This study was not concerned with establishing generalisability across
the state. Its aims were to provide a rich source of information about the
experiences of the respective students, which may be used by others to
determine the relevance of the findings te their own situation, and to
develop a base on which further research could build. [t was essentially
concerned with exploring the experiences of a group of students and the
meanings which they attached to their experiences in the context of

primary-secendary transition.

Selection of target stident group

In September 1991, the Ministry of Education's Monitoring Standards
in Education (MSE) tests in English and mathematics were administered
to all Year 7 students in the four feeder primary schools, On the basis of
the results of these tests a pool of students who were working at or above
the appropriate level of the syllabus for Year 7 were identified. This

corresponded to Phase 6/7 of the English syllabus (Ministry of Education,
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1989) and Stage 7 of the mathematics syllabus (Ministry of Ecucation,
1989). With the assistance of Year 7 teachers, six Year 7 students were
selected from each school. A primary criterion for the selection of
students in the sample was their intended high school destination. This
was important to ensure that all of the students selected in the sample
would enter the target senior high school in the following year. Teachers
rated the sample studenis on a three point scale acéording to the teacher's
beliefs about how well each student would adjust to high school. Where
possible two students from each adjustment category were selected.
Atfempts were made to select equal numbers of males and females but the
final selection included 15 females and nine males.

Six students were selected from each school although not all classes
from each primary school were represented by equal numbers of students.
One Year 7 class from a participating primary school was not involved in
this study as they had been invelved in another unrelated study over the
past two years, and the school principal requesled that they not participate.
The final group of students involved in the study represent eight Year 7
classes from four primary schools. Table 1 presents data relating to
selection of students by Year 7 class. Lach class has been given an
alphanumeric identifier to distinguish individual classes within schoels.

Six case study students were sclected after the second interview in
Year 7. Criteria for selection included membership of the group of
students in the study, the level of reflection demonstrated by students,
their beliefs about school in general and secondary school in particular,
and primary school teachers' predictions about their capacity to adapt
successfully to secondary school. Attempts were made to achieve a gender
balance in selection and to maintain equal representation from feeder
primary schools. The final selection of cases included four girls and two

boys representing cight classes from four feeder primary schools.
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Table 1
Class of Origin of Targét Students

M=24
Class Teacher Students Gender
{Initials) Male  Female

1A M 3 1 2
NC F
FR F
TQ

1B F 3 2 I\
SR F
RC
IN

=

EE

2A M 6 3
MF
LH
TI
DE
HJ .
KT

ZEE
o w

=

3A M 2
JC
MI

TN,

—

3B F 2 1
- al F
181y M

ac M 2t 1 1
MD M
FN E
4A  F 4 1 3
" AD M
WD
EL
NT

vl B

o

4B P2 0
oT

T T
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Background information.

Of the 24 targef students 23 were Caucasian (six were of Eastern
European descent), and one was of Asian descent, Four studenis came
from homes where languages other than English were spoken and one of
these was identified as having an ESL {English as a Second Language)
problem. The sample remained intact in the second year of the study
{1992) when the students were in their first year of high school. All
subjects attended the same government senior high school but were in a
range of different classes in different co:ni:inatiuns, depending on the
nature of their timetable. Analyses of the changes that occurred in the

measures described below are based on this longitudinal sample.

Ethiical Considerations

The study was conducled with the informed funsent of the principals,
teachers and students involved. Parental permission was obtained for
student participation and all students were free to withdraw from the
study if they wished. All dala were stored securely and reported
anonymously. Case study students were given a pseudonym to conceal
their identity. Any information which may have allowed for the schuols
or individuals to be identified was nat reported. Schools were provided
with a summary of results. Documents relating to confidentiality are

presented in Appendix A.

Data Collection

Preparatory investigntion.

In the year prior to the commencement of this study preliminary data
were gathered in a pilot study conducted in a similar context.
Questionnaires (adapted from Garton, 1986) were administered to students

prior to, and after the transitien to Year 8. The initial questionnaires were
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administered to Year 7 students in the last month of primary. school and
gathered data regarding students’ concerns about the transition to
secondary school, addressing academic, social and organisational issues.
The follow up questionnaires were administered at the end of the first
term of high school. Data regarding student perceptions of their
remaining concerns about high school and the degree of success that they
believed they had achieved in the transition process were collected. Data
from the questionnaires were used to construct a description of the way in
which students perceived the transition from primary to secondary school
and to identify areas requiring further investigation (Kirkpatrick, 1990).
Twenty students were interviewed at the end of Year 7 and the
beginning of Year 8 to ¢licit further infermation about their perceptions of
the transition experience. The nine Year 7 teachers from the feeder
primary schools and a sample of fifteen teachers from the secondary school
involved in the pilot study met with the rescarcher to discuss their
perceptions of the issues involved in the transition of students from
primary te secandary school. The notes that resulted from interviews and
discussions were used to guide the re-formulation of (he guestions for the
present study, to guide the design of interview questions, and to identify

conceptual areas which would guide data collection.

Procedures

The study began mid way through the sample’s final year of primary
school (Year 7). The data sets include classrocom observations, teacher
interviews, teacher ratings of student participation styles, student
interviews, student self-ratings, student performance on MSE tests and the
administration of a transition questionnaire to all Year 7 and subsequent
Year 8 students. Tigure 2 presents the research plan and identifies

significant data collection methods and dates.
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RESEARCH PLAN

Activities

DATES

MSE testing

Student selection
Teacher interviews -

Target student interviews

Questionnaire administration

Classroom observations

Teacher interviews

Student interviews

Questionnaire administration

Teacher interviews

Classroom observations

MSE testing

Aug. | Sept.

Oct. | Nov. | Dec. | Jan.

Feb. [ Mar.

April

May

June| July | Aug. |Sept.

\\\:

7

Aug. |Sept.

Oct. | Nov. | Dec. | Jan.

Feb. | Mar.

April

May

June| July |Aug. [Sept.

Figure 2: Research Plan
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Year seven.

Monitering Standards in Education (MSE) tests.

MSE tests in mathematics and English were administered to all Year 7
students to provide information relating to their current performance in
relation to the syllabus. The MSE test performance data were used to select
students for inclusion in the study and provided empirical data to describe
étudents' academic performance at Year 7, allowing for comparison with
Year 8 performance. Copies of the MSE tests for English and mathematics

which were administered in Year 7 are presented in Appendix B.

Classroom observations.

Eight Year 7 classes participated in the study. Each class was observed
for four half days over the final term of the school year. The observations
focused on the nature and organisation of leatning tasks and experiences,
classroom management and orgéhisation, feedback and instruction. In
addition, the target students were observed with respect to student-student.
interactions, teacher-student and student-teacher interactions, and task
engagement. Field notes were made of these observations and a summary
is presented in Appendix C. Classroom cbservations are discussed in

Chapters Five and Six.

Teacher interviews,

Tn October the teachers with major responsibility for teaching the Year
7 classes were interviewed. These interviews elicited information about
the teachers' beliefs about secondary school, and the skills and knowledge
that students required in order to be academically successful in the
secondary sctting. [n addition teachers described their own instructional
beliefs and praclices in the major subject areas. The interview schedule

and a summary of responses are presented in Appendix D.
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In November Year 7 teachers were asked to complete a checklist
identifying participation characteristics of each target student. This was
used to classify each student's participation style. Additionally, teachers
rated each of the student's academic performance in mathematics, English
and general academic performance as well as a rating of social
development. Teachers' responses were probed to elicit their reasoning
for making decisions and judgments, The checklist of participation
characteristics and the student academic performance rating form are

presented in Appendix D.

Quesiionnaires.

Towards the end of fourth term all Year 7 students in the four
participating primary schools cempleted a questionnaire which gathered
data concerning students' knowledge of secondary school, their
expectations of secondary school and cf their performance there, and their
beliefs and concerns about student life in sccondary school. The main
purpese of this questiennaire was to provide general information to the
primary and secondary schools about all students' expectations of
secondary school. Questionnaire responses were anonymous so it is not
possible to report the individual responses of the students invalved in
this study. Data from this questionnaire were used te guide the
formulation of interview questions but do not specifically answer the
research questions and hence will not be fully reporled in this study. The

questionnaire and a summary of responses are presented in Appendix E.

Student interviews.
Target students were interviewed three times between September and
December in their final year of primary school. Interview gitestions

reflected conceptual areas from the questionnaire and elicited information

-100-



about students' expectations and beliefs about secondary school, their
attitude towards school and teachers, their approaches to tasks and their
attributions for their own academic performance. During the interview
students completed a self-rating of academic performance in English,
mathematics, general academic performance and social standing,
Attention was paid to their reasens for placing themselves at various
positions of the scale and the types and source of information that they
used in making their decisions. Interview schedules for the three Year 7
interviews and the self-rating form are presented in Appendix F. Student

interview responses are discussed in Chapters Five and Six,

Year eight.

Student interviews,

Data cellection at secondary school level began in the students' first
week of high school when all students were interviewed about their
iﬁitial impressions of high school. Subsequent interviews took place on

s two other occasions in first semester. These interviews focused on
students' perceptions of the demands of serendary school, the nature of
instructional tasks, assessment structures and criteria, teachers' roles and
criteria for success. Students werc asked about their attributions for
academic outcomes in real and hypothetical situations, their achievement
goals and their use of adaptlive learning behaviours. Interview schedules
for the three Year 8 interviews are presented in Appendix G. Student

interview responses are discussed in Chapters Five and Six.

Teacher interviews.
In May (second term Year 8) sixtcen Year & teachers were interviewed,
Participation in the interviews was voluntary and all teachers taught at

least one of the students in the group. Teachers represented the subjects
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mathematics, English, science, social studies, business education, art, and
home economics. These interviews elicited information about the
teachers' academic expectations and beliefs about Year 8 students, and the
skills and knowledge that students required in crder to be academically
successful in the secondary setting. in addilion, teachers described their
own instructional beliefs and practices in their subject domains. The
interview schedule and a summary of responses are presented in
Appendix H. Teacher interview responses are discussed in Chapters Five
and Six.

At the beginning of second term the English and mathematics
teachers of the target students rated each student's academic performance
in the respective subject area. Ratings for general and social performance
were not sought as teachers in the interviews had suggested that they did
not believe that they could make accurate judgments cutside their subject
domain. Teachers were also asked to nete any relevant comments about
students' performance or behaviour on the rating form, The Year 8
teacher rating form is preéented in Appendix H. Teacher ratings of

student performance ate discussed in Chapters Five and Six.

Classroom observations.

Classroom observations were conducted on a number of occasions
during first semester, [t was not possible to observe all students in a
classroom setting for all subjects so preference was given to cbserving
students in classes in the major academic subjects especially mathematics
and English. There were instances where more than one target student
was in the same class for ebservation. Observations and descriptions
focused on instructional and managerial aspects of the classroom, the
nature of the task and teacher-target student interactir.is. These data were

gathered through the use of ficld notes. A summary of classroom
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observations is presented in Appendix 1 and these observations are

discussed in Chapters Five and Six.

Questionnaireq.

At the end of first term all Year 8 students completed a questionnaire
which measured their perceptions of secondary school and any continuing
concerns about high school.  Again, the main purpose of the
administration of this questionnaire was to provide general information
about the transition experience for the primary and secondary schools
invelved in the study. As they do not specifically answer any of the
research questions the results of this questionnaire will not be reported
here. Items from this questionnaire were reflected in the interview
questions directed to target students, The questionnaire and a summary of

results are presented in Appendix J.

Moenitoring Standards in Education tests,

In October, fifty Year 8 students, including the target students,
completed a parallel version of the Year 7 MSE test in mathematics and
the 1990 version of the MSE English tests. These tests provided empirical
data about students’ academic performance whicl is discussed in Chapters
Five and Six. A copy of the mathematics test used at Year 8 is presented in

Appendix K.

Research instriuments.

The following research instruments were used to collect data in this
study: a) teacher and student interviews, b) MSE tests for mathematics and
English, a measure of students' performance against the standards
described for Year 7 of the relevant syllabus; ¢) teacher and student rating

scales, a measure of teachers’ and target students’ perceptions of their own
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academic performance; d} a measure of students' atiributions for success
and failure on academic tasks; e) a measure of students' use of adaptive
strategi2s in problem learring situations; f) a questionnaire measuring
students’ expectations and knowledge of secondary school administered
prior to transition; and g) a questionnaire to measure students’ experiences
at secondary schocl. Each of these instruments is described in the
following section, i '

Teacher and student interviews.

Semi-structured individual interviews were used ‘in order to °
document the perceptions of students and teachers. Intérviewing offers
important advantages over questionnaires when considering perceptions
because it allows for informants to provide open and spontaneous
viewpoints (Gay, 1991}, "The interview is most appropriate for asking
questions of a personal nature." (Gay, p.112) Interviews have the potential
to yield higher quality data since they allow the rescarcher to identify and ‘
address informants’ misunderstandings and to probe inadequate and
vague responses. According to Judd, Smith and Kidder {1991} interviews
allow for the context for inquiry and question order to be contrylled. .

The primary data of in-depth interviews are quotations (Patton, 1980}
Audio-tape recording provided a permanent verbatim account of the
interview thereby increasing the accuracy of data collection and allowing
the researcher to be more attentive to informant’s verbal and non-verbal
biehaviours, The researcher was able to monitor responses for
contradictions, ambiguities, inconsistencies or misunderstandings and
anticipate follow-up and probing questions.

Both student and feacher interviews were guided by a schedule,
developed for the context in which the informant operated. The

schedules included questions designed to fulfil descriptive, structural and
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contrast functions (Spradley, 1979). Samples of informants' language were
collected through descriptive questions, their organisation of knowledge
was probed using structural questions and contrast questions provided
information relating to the meanings that informants ascribed to the
terms they used. _

The schedule for the interviews wz;s consistent for all 5.t.udent and
teacher informants respectively. Interviews opened with an explanation”
of the purpose and the format that would be followed. Informants’
confidentiality ‘wris reinforced and permission to audiu-tape record was
requested. n the first interview for each informant a number of basicl,
non-interpretive demographic questions were posed. __These served to
“warm " the informant to the interview, helping them t(ﬁ feel at ease and
to establish rapport between interviewer and subject. In subsequent
interviews a number of non-interpretive questions about recent events
were posed to fulfil a similar purpbse.

Questions throughout the interview were semi-structured and open-
ended. Seme structuring was imposed to ensure that no areas relevant to
the study were omitted {Donaghy, 1984). Throughout the inlerviews the
researcher summarised the facts which had emerged. This provided
informants with an apportunity to cerrect information that may have
been unclearly expressed and to elaborate or explain points that may have
been unclear. Interviews closed with a reminder about the scheduling of
the next interview and thanking informants for their participation.

Interviews were also used to cellect information relating to aspects of
student and teacher behaviour which had been identified as salient in the
literature. Interview questions related to these issues and procedural
supports were used te guide subjects through related cognitive activities.
Teacher and student perceptions of students’ academic performance,

students’ attributions for success and failure on academic tasks and use of
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adaptive strategies in problem learning situations were measured during

various interviews. These are described in detail in the following section.

Monitoring Standards in Education tasts.

Quantitative data regarding student academic performance were
gathered using the Western Australian Ministry of Education's MSE tests.
in the subjects mathematics and English. These tests were administered in
September of Year 7 and October of Year 8. Assessment materials in the
MSE program ate closely matched to the Ministry of Education's
. mathematics and language syllabus statements for Year 7.

The English tests measured students' performance in reading and
writing and the tasks were assessed at Phase 6-7 of the English Language K-
7 Syllabus (Ministry of Education, 1989). In the writing test students were
given the option of writing eilher a report, a letter or a story related to the
same stimulus text. Reading was assessed by means of. a written retell and
cloze assessraent task set at an appfopriah: level of difficulty for Phase 6 - 7
of the syllabus. '

Mathematics performance was assessed in relation to Stage 6 of the
Learning Mathematics: Pre-primary to Stage 7 syllabus (Ministry of
Educatien, 1989} which is organised into three strands: measurement,
; space and number. The Year 7 assessment activities woere centred around a
school's anniversary celebrations. Students solved problems related to
various activities which included a fete and a sports carnival (Ministry of
Education, 1991, 1993).

A parallel version (1992) of the mathematics test was administered -in .
Year 8. An equating study may.ped the 1990 MSE data on to the 1992 scale
making it possible to compare student achievement on both tests.
However, the parallel version of the English tests for reading and writing

were not administered. Significant changes had been made from 1990 to
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1992 and the tasks for both reading and writing measured different aspects
of performance. Following consultations with the leader of the MSE
project and the Ministry's Consultant for English it was decided to re-use
the 1990 versions of the English test.

As materials were based on predefined curriculum "benchmarks”
which described what the majority of students in the year should be ”
achieving, it was possible to report students’ levels of achievement
without reference to prior expectations. The assessment materials gave
students the opportunity to perform the tasks in a realistic setting, choose
their own strategies and appreaches to tasks, and to give answers in their
own words. Assessments covered not only minimum competency but a

range of skills such as higher order thinking,.

Participation style checklist.

Year 7 teachers completed a checklist of the characteristics of each of
the participation style categories developed by Good and Power (1976} for
each of the target students. Frequencies were calculated and the student's
participation style was determined on the basis of the category
characteristics which appeared most frequently. The checklist is presented

in Appendix D.

Student academic perfermance rating form.

A ten point rating scale was used to collect teachers' and students’
perception of target students’ ability, Year 7 teachers and each target
student marked the point on the scale which they l‘iielieved best
represented that student's performance in relation to his/her peers fer
English, mathematics, peneral academic performance (all academic
subjects excluding mathematics and English) and social performance. The

rating forms were adapted from similar instruments used by Stipek and
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Tannat (1984), and Mitman and FLash (1989) to measure students' self
perceptions of ability or competence. The rating forms were used in
conjunction with students' verbalisations about the reasons why they
believed that their level of competence was as they had indicated and the
evidence that they had used to reach such conclusions. Wigfield and
Harold (1992) suggest that a weakness of much previous research has been
its focus on peneralised perceptions of ability. The assessment of students’
perceptions of their ability in specific subject domains differentiates this
study from earlier work in the area.

Each student was also asked tc nominate other students whom the}f
believed were performing at the same, higher and lower levels as
themselves and to mark those students’ performance level on the scale
{Marsh, 5mith & Barnes, 1983). he rating form functioned as a’
procedural support guiding subjects through questions similar to those
posed by previous researchers (Eccles, 1980; Stipek & Gralinski, 1991). THis
rating form and supporting questions from the interview schedule are
presented in Appendix F. |

In Year 8 students again completed a ratings form on which they
marked the points at which they believed they were performing in
relation to their peers for English and mathematics. The Year § English
and mathematics teachers of the target students completed the same rating
form for each student whom they taught. Appendix G presents the Year 8
version of the student self-perception of performance rating form and the
teacher rating form is presented in Appendix I

Motivational research supports the use of students' ratings of their
own perceptions of ability (Stipek, 1993). Children's self perceptions of
ability become more accurate as they get older (Marshall, Weinstein &
Bratessani, 1984; Newman, 1984; Nicholls, 1978, 1979) and correlate mare

strongly with external indices. By the time children reach high schoel they
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are more likely to base their judgements on social comparison (Feldlaufer,
Midgley & Eccles, 1988), and to place their achievement in a broader social
context (Stipek, 1993) rather than comparing their performance with only

their classmates.

Attributions for success and failure response form.

Students completed a measure of their attributions for academic
success and failure in Year 7 and Year 8. The same form was used in both
years. Students were asked to describe an academic situation in which they
had been successful and one in which they had been unsuccessful. They
then chose from all pairwise combinations of four common performance
attributions: ability, task difficulty, luck and effort. Each attribution
appeared three times, so scores for each attribution ranged from 0 to 3
depending on the number of times it was sclected. This method of
assessing attributions has been used by McMahan (1973), Stipek and
Hoffman (1980) and Mason and Stipek (1989). The attributions response
form is presented in Appendix F. In addition to selecting an attributional
explanation for their success or failure, subjects were asked to explain why
they thought they had achieved the result they had. Currin and Harich
(1993) argue that it is important to elicit the attributor's reasoning for
academic outcomes rather than impose the researcher's explanation. In
this situation, the collection of data that included the subject’s perception
of the reasons for academic outcomes and subject selection of attribution
from established reasons allowed for confirmation of the salience of the

attributions presented in the literature for this group of students.
Use of adaptive strategies form. _
Students were asked to describe a situation in which they had been
i

"stuck” or were unable to continue with their work andf to describe their
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typical response to that situation.” The _,r were then presented wsth a £
"problem” and asked to select their likely respome to gettmf stuck? 'on”
that problem. Choices were made from paired comblmtmns of: ask for
help (from teacher or friend); use a strategy of some type (such as,,,
remember a previous similar example, or break the task. down into stepsl};
and give up. Students could score between 0 and 2 for each response
depending on how many times it was chosen, They were also asked to
state whether their response would be diffefent in different centexts {such
as a different type of problem or a different class)., Aliernate versions of
the strategy response form featuring different problems were administered
to students in Year 7 and Year 8 and are presented in Appendices F and G.
The strategy response forms were used us procedural supports to gnide
subjects through a retrospective report of their behaviour when they
encountered a problem and a description of their responses in problem
gituations. The provision of a specific problem which subjects worked
through, allowed the use of think aloud protocols (Ericcson &:I'Sim_on,
1981) which identified specific responses and was used to conflrm

students' retrospectwe reports of thejr re‘;ponqes in problem s1tuat10ns

Student interviews.

Prior to transition, three interviews werehgonducted with target Year 7
students to gather data regarding their perceptions of the transition from
primary te secondary school and their expectations of potentially making a
successful transition. Schedules for interviews conducted at Year 7 are
presented in Appendix F.

Follow up interviews were conducted with target students at strategic
times after transition (immediately after beginning Year 8, towards the end
of first term and at the end of first semester). These interviews gathered

data regarding the students’ perceptions of the success of their transition
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from primary to secondary scheol. Data were gathered in three major
strands: the students' perceptions of the degree of success with which they
handled their new academic, social and physical surroundings, the factors
that students believed to be responsible for their success and the messages
which students had interpreted from various sources regarding factors of
importance at secondary school. Interview schedules are presented in

Appendix G.

Field notes.

Field notes were kept regarding the school context, particularly
organisational aspects and any particular support which was given to assist
students with the transition process. Field notes were collected on all
visits to the primary and secondary schools. This included visits to discuss
the study with administrative and teaching staff and all data collection

visits,

Observational records.

All Year 7 classos were observed for four half days each when detailed
observational records were maintained. Summaries of classroom
observations arc presented in Appendix C. Observations focused on the
behaviours of the targel students, classroom interactions, and instructional
practices. These records were intended to provide data to allow the
constriction of a "picture” of the primary school classroom envirenment
and to provide the researcher with relevant information which could be
used in interview situations to probe subjecls' responses and to provide
personal situations which could be used to explore students’ achievement
related cognitions. _ _ |

Classroom observations were alsc performed in the secondary school,

observing a range of classes, particularly in the subjects English and
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mathematics. Summaries of these classroom observations are presented
in Appendix L. Detailed notes were made of the classroom interactions,
instructional practices, target student behaviour and the day to day life of
the secondary classroom. These notes provided the basis for further
probing in the interview situation and allowed the researcher to refer to
specific classroom examples when eliciting information about students'

academic performance and achievement related cognitions.

Data Annlysis

Annlysis of interview dnta.

With the consent of the students and teachers all interviews were
audio tape recorded. The interview tapes were transcribed verbatim on
the day of the interview. In the case of student interviews all interviews
were transcribed and students' responses to the central questions were
separated from the main text and filed together. Emergent response
categories were identified by the researcher and tables of frequencies were

.created to represent the data.

Initial classification was double checked to ensure the adequacy of the
éssigned categories and to identify quotes that did not align themselves
with concepts from the literature. Unclassified segments were assigned
new classifications. Theoretical memos recorded the researcher's lines of
reasoning as emergent themes appeared (Strauss & Corbin, 1987). The
resulting classifications were then compared with the relevant literature.
This was followed by discussion of categories and relationships between
them with coleagues familiar with the conceptual areas. This process was
intended to identify central themes and the relationships between
emergent concepts and calegories. Through a process of continual

refinement and analysis, the emergent concepts were established.,
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Categories were checked against each other resulting in the collapsing
of some, and separation and renaming of others. Those categories
considered central to the topic were isclated and the relationships between
each of the categories and their properties in relation to the core category
were systematically examined,

Students were encouraged to speak about their thoughts and feelings
about the transition experience to allow their implicit theories about their
academic performance to emerge. By collating comments and causal
explanations as identified by the students it was possible to discern
consistent components and lines of reasoning in the students' perceptions
about the transition experience and their perceptions of the teacher and
classroom. Their beliefs about factors affecting their academic performance
and lines of reasoning about why things happen the way they did in class
emerged. Examination of students' conceptions about the transition
experience provided cvidence to construct a description of their
experiences during the process. This follows the guidelines for the
analysis of case study evidence using explanation building suggested by
Yin (1989).

Interviews were conducted with eight primary school teachers. In this
case the interviews were recorded and transcribed and additional
procedural supports were used to collect data. These were later used to
structure the response categories of teachers. Interviews with secondary
teachers were also audio taped and transcribed and the procedural suppor.ts
guided categorisation of responses. Additional emergent response
categeries were identified by the researcher and frequencies of responses in
all categories wete used to represent these data. Category formation and
checking was performed in the same manner as described for student

interview data.
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Classroom observations,

Classroom gbservations were analysed to develop a picture of each
primary school classroom envirenment including interactions betwe;en
students and teachers. As detailed notes had been kept, these were re-read
and analysed to develop categories of observation under headings such as
teacher-student interactions, student-stizdent interactions, student-teacher
interactions, messages about secondary school, instructional practices,
managerial practices, classroom physical environment, and level of

teacher direction.

Analysis of MSE test performance,

Academic performance data of students were examined at the end of
third term in Years 7 and 8 te identify trends in student performance
levels and to determine the nature of changes in the academic
performance of the target students.

The primary source of information was the performance of students
on the MSE tests of English and mathematics. As these tests report
students' performance in relation to predetermined "standards" it was
possible to report differences in the frequencies of students' performance
in relation to those described standards. Students' academic performance
was analysed with reference to the differences in frequencies of students
performing above, at and below the benchmark performance level for Year
7.

T-tests wete performed to determine if differences were significant in
test scores between Year 7 and Year 8. In the case of the parallel version of
the mathematics tests, scores on the measurement and number strands

were standardised to allow for comparison of individual scores.
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Attributions for success and failure.

Scores relating to students' attributions for academic success and
failure were tabulated and frequencies calculated for each attribution.
Contingency tables were constructed and chi square was used to determine
whether there were significant differences between the attributions for
success and failure of boys and girls at Year 7 and Year 8. Correlation.
coefficients (Pearson Product moment) were calculated as a measure of
stability of students' attributions over the transition period. This test was

selected because it was the test applied by Stipek and Mason (1986).

Relinbility and Validity
Reliability.
Reliability in qualitative research is concerned with the replicability of

findings (Hansen, 1979). External reliability addresses the issue of whether

independent researchers would discover the same phenomena or generate
the same construct in the same or similar settings. Internal reliability
refers to the degree to which other researchers, given a set of previously
generated constructs, would match them in the same ways as did the
original researcher. Reliability can pose a threat to the credibility of
inquiry. Issues of reliability werce addressed by following the suggestions of

Le Compte and Goetz (1982).

External reliability is affected by the extent to which the researcher
handles five major problems: researcher status position, informant
choices, social situations, analytic constructs and premises and methods of
data collection and analysis.

In the present study the researcher was a non-participant cbserver
who developed no special relationships with members of the group. This
role can be easily replicated by other researchers who can adopt a similar

role position. The role of the researcher is closely associatec with the
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identification of the informants who provide data. In the present study
subjects were selectéd because of the group to which they belonged. A
conscious decision to include only average 'performing students was made
as these were the group with whoin it was proposed transition effects were
most likely. The selection process attempted to minimise the possibility
that subjects would be atypical of the group under consideration.

It is accepted that the social context in which data are gathered may
influence the nature of the data. In the present study data were gathered
in the naturalistic setting of the school and included classroom
observations. Direct information from participants was collected in
interview situations, outside the classroom and away from the presence of
teachers or peers wha may have influenced the responses provided by
participants.

Replication requires that the assumptions that underlie the choice of
terminology and methods of analysis are clearly delincated. The
theoretical premises and defining constructs that inform the present
research have been derived from established theory and are described in
Chapter Three,

Internal reliability issues focus on the extent to which multiple
observers of the same phenomenon will agree. The present study used
low inference descriptors of students' behaviour in the classroom and
school as part of the field notes, Field notes were compesed of verbatim
accounts of what was said and narrative descriptions of the events that
occurred. Interviews were transcribed verbatim and high inference
interpretive comments were added. Repeated reference was made to the
relevant lilerature during coding and the presentation of summaries to
informants allowed for verification of interpretation. Transcription and
coding of interview responses were checked by an independent person. It

was not possible to employ multiple observers in the classroom situation,
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however the inclusion of information from the participants {the teachers
and students) allowed for checking that the researcher's observations were
viewed consistently by both subject and researcher.

Lincoln and Guba (1985) stress the importance of detecting and taking
into account distortion such as misinformation which may be introduced
by the researcher or respondent. This may be caused by problems
associated with lack of trust, nervousness and differences in language.
The longitudinal nature of this study avoided these problems. A period of
familiarisation, extended classroom observatiens, and multiple interviews
allowed the development of familiarity and rapport between the
researcher and subjects. The in-depth nature of the interviews combined
with interview schedules ensured that attention was focused on the topics
for discussion. This ensured maximisation of the richness of data.
Contrast questions were used, probing where answers were ambiguous, or
the respondent seemed unclear about the meaning of questions.
Immediately following the interview, notes were made recording
contextual factors associated with the interview ensuring that important
details were noted and accounting for any interpretations of the transcript,
Audio tape recording allowed continual and repeated access to the original
conversations. and provided a permanent reference to the data.
analysis. Reliability of the present study was established through the
documentation of all procedures to allow for the same procedures to be

repeated with similar resulis Yin, 1989).

Validity,

Validity in qualitative research is concerned with the accuracy of
scientific findings (Le Compte & Goetz, 1982). Validity is established when
the extent to which the conclusions cffectively represent empirical reality

is established and the constructs devised by researchers represent or
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measure the categories of human experience that occur (Hansen, 1879).
Qualitative research theory has developed strategies for the validation of
data. The most commonly cited method is the triangulation of data waich
involves the collection of data from a number of different sources usiﬁg a
variety of methods. Denzin (1978, p. 291} defines triangulation as the
"combination of methodologies in the study of the same phenomenon™.
Data collected from multiple sources can complement each other and
triangulation allows researchers to be confident of their results, uncover
deviant dimensions of the phenomenon and can lead to enriched
explanations of the research phenomenon {Jick, 1979). The data are cross-
checked to ensure that the information acquired is not just the result of
the researcher's own beliefs or misperceptions, misinformation that they
may have acquired, or the result of their own biases, desires or limitations.
Catani (1981, p. 213), stresses the need for the qualitative researcher to
"objectify and translate into scientific terms, what is in the first instance a
human encounter”. Denzin {1971) suggests that triangulation forces the
researcher to check the validity of causal propositions siluationally and the
cross checking of data sources provides validity.

It has been argued that the use of case study method takes into
consideration the issues of validity and reliability, Construct validity was
achieved through the use of multiple sources of data and the creation of a
chain of evidence, Pattern matching and explanation building ensured
interun! validity.

Yin {1989) identified six possible sources of data which may provide
evidence for the case study. He stressed the need to use multiple sources
of evidence which converge on the same set of facts or findings.
Qualitative data in this study were gathered from a number of sources in a
variety of ways to allow triangulation and cross checking to be performed.

It is also importani to draw explicit links between the questions asked, the
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data collected and the conclusions. This constitutes the establishment of a

chain of evidence.

Interviews.

Interview schedules were trialed with 20 students at both Year 7 and
Year 8. When piloting interview schedules it became apparent that some
leading questions were being asked. These were reworded before being
used in the study and attention was paid throughout the study to avoid
this occurring,

Interview transcripts were checked by one other transcriber. For the
initial student interviews all transcripts were checked and agreement of
95% was reached between transcribers regarding content. In subsequent
interviews 50% of the transcripts were checked and 95% agreement was
reached.

Guba {1981} argues that it is impertant that naturalistic researchers are
aware of their own biases and predispositions, Shifting neutrality from
researcher to the data by recording and documenting observations and
findings, checking of coding and transcription, corroboration of
interpretations of findings results in increased confidence that categories
came from the data not the researcher's own beliefs. The researcher's
personal beliefs about the phenomenon were documented in a reflective
statement and referred to throughout in an effort to avoid imposing them
on the study.

These personal beliefs about the transition related to students’
attributions about the reasons for their academic outcomes and problems
that students would experience dealing with different expectations from a
large number of teachers. The researcher believed that students would
have difficulty accommodating different teacher expectations and would

be unable to respond appropriately.
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Categories were developed to allow for the analysis of interview
responses, A second, independent person familiar with the purpose of the
study categorised a sample of 20% of the interview responses and an
intercoder reliability of 90% was achieved. Coding and the development
of categories was continually checked against the relevant literature and

with colleagues who had expert knowledge in the conceptual area.

Attributions response forms,

The primary purpose of the attributions response forms was as a
procedural support which guided students through questions relating to
achievement attributions, Similar questions have been asked in previous
studies (Stipek, 1993; Stipek & Mason, 1986) which have not reported
reliability for such instruments. The attributions forms were trialed with

20 Year 7 and 8 students.

Student academic performance rating forms.

Teacher and student self perceptions of performance were collected
using a ratings form adapted from those used in previcus studies {Mitman
& Lash, 1989; Stipek & Tannat, 1984). Previous research has not reported
reliability of these instruments. Assor and Connell (1992) note that while
the use of self report forms is a conmunon method of collecting data relating
to students’ use of cognitive strategies and self perceptions, there is a lack
of comparative validity studics on the type of scale that should be used.
Alternate versions of the student self-ratings forms using different scales
were trialed with twenty Year 7 and 8 students, and teacher rating forms
were trialed with ten primary school teachers and twelve secondary school
teachers. On the basis of the trizling, and subject response to the forms the

ten point continuum was selected for use in this study. The purpose of the
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ratings forms was to support subjects as they answered questions relating
to their perceptions of students' academic performance.

Assor and Connell (1992) argue that self-reported appraisals of
competence and efficacy are valid measures of performance affecting self
appraisals in the academic demain. In order to maximise the validity of
self reports the following guidelines proposed by Assor and Connell were
followed. The researcher emphasised te subjects that any response was
acceptable as long as subjects reported what they really believed. The
researcher demonstrated that subjects’ responses were valued by
involving them in the research, informing them of the purpose of the
research and answering any questions that they may have had. All self
report forms and interviews were administered without the presence of a
known adult. Finally, subjects were informed of the audience for their
responses and were assured that no-one but the researcher and an
independent assistant would read or hear responses and that all responses

would be kept confidential.

Monitoring Standards in Education tests.

The MSE tests have bee;l extensively trialed (Ministry of Education,
1991, 1993} and reliability and validity established for the tests by the
Australian Council for Educational research (ACER). All studenis' MSE
test scripts were double marked, once by the researcher and once by an
independent marker who had been trained in marking the tests. An inter-
marker reliability of 98% was attained and discussion between the markers

resolved any differences.
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Genernlisability

This study did not seek findings that would be generalisable to the
wider population. Instead it sought to develop a rich, descriptive account
of the experiences of students as they made the transition from primary to
secondary school. The findings are specific to the context of the study. It
has been suggested that naturalistic inquiry can "establish at least the
'limiting cases’ relevant a given situation . . . each possible generalisation
should be regarded only as a working hypothesis, to be tested again in
subsequent encounters” (Guba, 1981, p. 70). The establishment of meaning
and relevance to other scttings is aided by rich description and adequate

cenceptual density.

Conclusion

Selection procedures for the schools and target students in this study
have been described. Data were collected from teachers and students using
a variety of techniques including questionnaire, observation, measures of
academic performance and rating scales. Interviev:. were used to collect
in-depth information from students regarding their perceptions of
secondary school prior to and after lhe transition. The interviews allowed
for probing of students’ cognitions about the transition, the messages that
they received about school, the ways in which they interpreted these, and
about their own academic performance. The collection of data from
multiple sources allowed for the corroboration and explication of
information from individual sources. The results obtained from the
collection of these data are presented and discussed in Chapters Five and
Six. Chapter Five presents and discusses the results for the group and
Chapter Six presents and discusses results for six case study students from

within the group.
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CHAPTER FIVE
Group Data: Results and Discussion

Introduction

This chapter summarises the data collected from the group of 24
target students and begins with a brief description of the group. Data were
analysed using two units of analysis: firstly, data were analysed as a group
and secondly, from six individual case study students. This means that in
this chapter, statements like "in general" refer to the group, and results
from the group will then be used to support this. Generalisations of group
data have been ebtained through phenomenological analysis as discussed
in Chapter Four. Quotations will be used to support these generalisations
from all students and the source will be identified by initials which are
presented in Table 2.

The group's academic performance at Years 7 and 8 is presented and
discussed and this is followed by Year 7 and 8 teachers’ and students’
ratings of the students' academic perfermance. Attributions for academic
success and failure at Years 7 and 8 are presented, followed by data relating
to students’ use of strategies in problem situations. Dala resulting from
interviews conducted at Years 7 and 8 are presented and discussed. The
final section of this chapter presents a conclusion, Specific case study data

will be presented and discussed in Chapter Six.

The Group

At the beginning of the study all students in the group were in Year 7.
One of the students had repeated Year 1 and consequently, was a year older
than other children in the year and the group, The 24 students included

15 girls and nine boys who were sclected because they had demonstrated
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performance at the benchmark level of the Year 7 MSE tests in English and
mathematics. Table 2 presents a summary of data relating to the group of
students at Year 7 and Table 3 presents data for the same students at Year 8.
Data are presented in Tables 2 and 3 in order of the alpha numeric
identifier given to each Year 7 class. A summary of MSE performance data
for the group is presented in Appendix L. The six students who were used
as the basis of individual case study data are identified by their first name.
i

o
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Table 2
Summary of Data on Group at Year 7

N=24
Class MSE Test Scores Altributions  Strat  Gender Name
English Mathematics

read write meas spac num_suce fail

NC 1A 30 14 6 10 14 E L H F Neoma

FR 1A 12 5 5 5 14 E A 5 F

TQ 1A 27 § 5 7 it A L H M

SR 1B 18 6 4 9 19 E E H F

RC 1B 28 9 6 7 9 E E S M Robert

JN 1B 24 5 4 & -7 L L H M '

MF 2o 21 10 6 5 1% T E H  F.. Michelle

LH 24 28 7 4 8 15 E°L .8 » F - "

T 24 27 7 5 7 .13 T T H F

DE 24 13- 8- 2.7 12-E E G M.

M] 24 23 5 5 9 8 L. E .G M

KT 2o 2 0 6 .9 16 L E S M _

J© 3 24 7 8 13 18 E A H  ‘F  Janene

MI 34 27 7 4 11 12 L -E S F

of 3 17 5 4 10 13 L E “H F

op 3 29 7 3 7_.9 L A H M

MD 3¢ 26 6 3 1.1 L T H M

FN 3¢ 26 7 3 7 - 10 E L H P Felicity

AD 4A 40 _ 6 5 17- L0 L H M Andrew

WD 44 34 8 2 8- EE. H °F '

NI 4A 24 9 5 ‘14 M4.E L H F

BL 4 2% 5 1 6 9 T A . H F

LN 48 25 5 & 7 B E 8 F

OT 4828 10.4 1_ 14 E A S F

Note:" Attributions?, 'E"sl{: abilily: T: task, Bt effort, Lt Juck -~ o
Strategy: " Ht get help from tencher or friéﬁd, 5 a_it'empt sh:‘a.téi;'y,__:.- '

\ §
il

G giveup
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Table 3 Nzt T
Summary of Data onn Group at Year § . \\h
N=24
Class MSE Test Scores Attributions  Steat: Gender Name’

English Mathomatics '

read  wilt meas spac  num fmcc--.:l':lil
NC 16 u 12 15 ElL s F Neoma
FR 4 7 9 9 12 E L G F
TQ 5 5 1 9 12 L L H M
SR W 7 1 12 10.%E T H F
RC 2 7 12 9 1 T E G M Robert
JN 24 5 14 12 9 E L 0§ M
MF 85 7 1 9 4 T L S F Micheile
LH 2 9 15 U -W+L T H F
Tt 2 9 1 9 W T.L § F
DE M 9 7 7 U E E G M
HJ 4 6 12.-11 16 A E H M
KT 2 i1 M. 8 B E L H M.
Jc % 7 12 12 1°T E H F Janene
MI 5 6.9 10 W L T. S F
o1 2 7 u 10 38 B A. H F
oD 28 7. 4 100 1% T L H-M
MD % 8 310,17 L L H M
FN % 9 9 7 9 A A H F Felicity
AD 8 4 10 .10 1B.E L G M Andrew
WD % 10 11 9 1 T L G F
NI % 10 i 4- 14 B L G F
EL % 6 2 7 8 L A G F
LN ¥ 5 12 & ¥ T T S °F
ot 29 11 14 10 10 L E 5 F

0

Note: Altributions; A ability, T: task, Bt effort, L; Juck

Strategy: H: get I;llelp from teacher or friend, 5: attempt strategy,

G: giveup '
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Academic Performance

Introduction

At the beginning of this study the MSE tests in English and
mathernatics were administered to all students in the Year 7 cohort of the
four primary schools involved in the study. Results from these tests were
used to select the target students on the basis of their performance at the
Year 7 "benchmark" standard in the two subject arens. Parallel versions of
the Year 7 tests were administered again the following year to the target
students and an additional 25 randemly selected Year 8 students.
However, these additional students were not part of this study and their
results will not be reported. These tests provided empirical data for the
comparison of the group's performance from Year 7 to Year 8. Table 4
summarises the group of target students’ performance on the MSE tests at

Year 7 and Year & .
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Table 4

Studenis’ Performance on MSE Tests at Year 7 and Yenr 8

Subject English Mathematics
N=24 N=24

Reading Writing Measurement Space Number
Year 7 8 7 8 7 8 7 8 7 8
NC  *30 *34  **14 **16 6 14 10 12 14 15
K 24 2 7 7 B 12 13 12 18 16
WD 34 *36 8 10 21 5 9 8 10
MF 21 19 0 7 6 10 5 9 16 14
LH 28 28 7 9 4 15 8 11 15 1
NI 24 26 5 10 511 1414 14 14
MI 27 35 7 6 4 9 11 10 12 10
I 27 28 7 9 5 7 o9 13 14
o1 17 20 5 7 PR 10 10 1313
EL 25 2 5 6 1 27 .06 7. 9 8
FN 2% 27 7 9 3.7 .7 7.0 10 9
LN 25 27 5 5 T 6. 12 7.8 20 %7
SR 18 20 6 7 4 o ez 19 10
FR 12 5 7 5. 9 579 0 W 12
oT 28 29 10 1 i u 1 10 10
RC 28 ! 9 7 6 1 7.9 9 16
MD 26 2 6 8 3 W 11 %414 19, #17
AD  **4D **38 6 4 5 10 510 . 17 13
oD 2% 28 77 3 i 7 10 9 14
DE 13 4 . .8 9 2 7 7 7. 1211
HJ 23 24 5 & 5 12 9 11 8 16
N 24 5 5 PR 6 12, 79
TQ 27 25 5 5 5 16 7 9 1 12
KT 2 2 011 6 11 9 8 16 13

Note. *denotes performance belowy the Year 7 benchmark

* danotes performance above the Year 7 benchmark
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Year Seven

The MSE tests of English were based on the English Language K - 7
Syllabus (Ministry of Education, 1989} and measured reading and writing
performance in relation to stage 6/7 (Year 7} of the syllabus. Table 5
presents the group's performance on the MSE English tests for reading and
writing,

In the reading dimension of the English tests, all students scored

within the range signifying performance at the benchunark level for Year ? s '

of the English syllabus. Within this range of scores, four students scored
in the lower half and 17 students in the upper half of the range.

In the writing tests only one student scored above the range of marks
demonstrating performance above the benchmark for Year 7. Within the
range of scores at the benchmark Jevel, 20 students scored in the lower half
of the range and three students scored in the upper half of the range of
benchmark scores. No student scored below the Year 7 benchmark score

for reading or writing.

Table 5 i
Performance on MSE English Tests at Year 7

N=2
Reading : Writing
Score N Score N
-9 -0 _ -4 o
10-29 21 5-13 23
30 - 38 3 **14-18 . 1
Total 24 24

Note. *denotes perfarmance below the Year 7 benehmark

** denoles performance above the Year 7 benclimark

-129-



The MSE mathematics test was based on stage 6 (Year 7 level) of the
Learning Mathematics: Pre-Primary to Stage 7 syllabus (Ministry of
Education, 198%). Tasks measured performance on the three syllabus
strands of measurement, space and number, Table 6 presents students’
performance on the MSE mathematics test in these strands.

Of the 24 students in the group, three students scored below the
benchmark level for the measurement strand. All other students
performed at the benchmark level. Within this range of scores, 20
students performed within the lower half of the range and one scored in
upper half. No student scored above the benchmark for measurement. In
the space strand, 23 students scored within the range of marks at the Year 7
benchmark, of these 14 scored in the lower half of the range and nine
scored in the upper half. One student performed at a level above the Year
7 benchmark. All 24 students performed at the benchmark for the number
strand. Within this range of marks, 10 students scored in the lower half

and 14 scored marks which fell in the upper haif of the range.

Table 6

Performance on the MSE Mathieimatics Test at Year 7

N =24
Measurement Space Number
Score N Score N Score N
‘0-2 3 -3 0 *0-4 0
3-9 21 4-13 23 5-20 24
**10 -15 0 “4-18 1 **21 - 25 0
Total 24 24 24

Note, * denotes performance below the Year 7 benchmark

* 4

denoles performance above the Year ¥ benchmark
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Target students were selected because their performance on the MSE
tests placed them at the benchmark for Year 7 in English and mathematics.
Because of this, the distribution of scores is not surprising. No student
consistently scored above or below the benchmark in all tests, although
one student (NC) scored above the benchimark for both English tests, Most
students scered in the upper range of the benchmark scores for writing
and in the lower range for reading. In the mathematics test most students
scored in the lower range of benchmark scores for measurement and space

and in the upper range for the number strand.

Yenr Eight

Year 7 level MSE tests were administered to the group towards the
end of Year 8. The same English tests measuring performance in reading
and writing were administered and an alternate version of the
mathematics test measuring performance in five strands of the syllabus
was administered. The “scores on the alternative mathematics test have
been adapted to correspond to the original benchmarks” (Ministry of
Educaticn, 1992, p. 10 ) and describe the three strands of measurement,
space and number. While the range of scores which correspond to the
benchmarks for measurement and number vary from Year 7 to Year 8, the
behaviours described by the benchmarks are identical from one year to
another.

On the reading dimension of the English test, 21 students
demonstrated performance at the Year 7 benchmark level and ihree
students scored above the benchmark for Year 7. Of the students who
demonstrated performance at the benchmark, three scored in the lower
half of the range and 18 scored in the upper half of the range of scores. No

students achieved scores below the Year 7 benchmark for reading,.
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In the writing dimension of the MSE tests, one student scored below
the benichmark for Year 7, 22 students demonstrated performance at the
Year 7 benchmark and cne student scored above the Year 7 benchmark,
Within the range of performance at the benchmark level, 18 students
scoted in the lower half of the range and four scored in the upper part of
the range. The results of studenls’ performance on the reading and

writing, tests are presented in Table 7.

Table 7
Petformance on MSE English Tests at Year 8

N=24
Reading Writing,
Score N Score N
‘0-9 0 _ 0-4 1
i0-29 21 5-13 2
30 - 38 3 14 - 18 1
Tatal 24 24

Note, * denotes parformance below the Year 7 benchmark

** denotes perfermance above the Year 7 benchmark

The mathematics test measured students' performance in the three
mathematics strands: measurement, space and number. Table 8 presents
the distribution of scores on the measurement, space and number strands
of the MSE mathematics test at Year 8.

At Year B, two students scored below the Year 7 benchmark eon the
measurement strand, and 22 demonstrated performance at the
benchmark. Within the range of scores at the benchmark level, 17
students scored in the lower half of the range and 5 in the upper part of

the range of scores,
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In the space strand 22 students performed at the benchmark and 2
students demonstrated performance above the benchmark. Of the
students performing at the benchmark level, four performed in the lower
half of the range of scores and 18 scored in the upper half.

In the number strand 22 students performed at the benchmark and 2
students scored above the benchmark for Year 7 number strand. Of the 22
students who scored within the range corresponding to the benchmark, 11
scored in the lower half of the range and 11 in the upper part of the range

of scores.

Table 8

Perforinance on MSE Mathematics Test at Year 8

N= 24
Measurement Space Number
Score N Score N Score N
‘-8 2 -3 0 *0-7 0
8-17 2 4-13 2 B-16 2
**1§ - 20 0 *"™4-16 2 ny o w1732 2
Taotal 24 24 24

Note, *  derotes performance below the Year 7 benchmark
**  denotes performance above the Year 7 benchmark
The bands of scores that correspond to benchmarks for Stage & (Year 7}

mathematics vary from those described in the 1990 version of the test.
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Comparison of Year 7 and Year 8 MSE Test Performance

Paired t-tests showed that there was no significant difference between
students' performance on the reading tests at Year 7 and Year 8 [;( = -0.67,
SD = 1.63, t {24} = -2.00, p < .06]. There was a significant difference hetween
students’ performance at Year 7 and Year 8§ on the writing test (X = -0.63,
SD=1.44,t(24) =-2.13, p < .04].

Paired t-tests showed that there was no significant difference between
students’ performance on the space strand at Year 7 and Year 8
[X= -1.79,5D = 2,02, 24) = 66,p < 52].

Because the scores for the 1992 versions of the measurement and
number strands did not correspond to the benchmarks scores of the
previous test it was not possible to perform t-tests on performance on
these strands. The scores for these strands were standardised and the
standardised scores are presented in Appendix M. To confirm that dats.
were normally distributed 2 non-parametric test {(Wilcoxon signed ranks)
was conducted. In all cases results were identical to t-tests.

Comparison of standardised scores on the measurement strand
shows that 13 students' performance decreased to the mean from Year 7 to
Year 8. Consideration of the standardised scores for the number strand
shows that 12 students’ performance decreased to the mean between Year

7 and Year 8.

Discussion of Academic Performatice

All students maintained their position in relation to the Year 7
benchmark for reading aﬁ.d one student's position dropped from
performance at, to below the benchmark for writing (AD). Only one
student {WD) increased her performance to above the benchmark for

measurement, one student (MD) improved performance to above the
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benchmark for space and two students {MD, LN) improved performance
to above the benchmark for number.

One would reasonably expect that after more than one semester's
secondary schooling, these students would be demonstrating academic
performance at a level above the standard described in the Year 7 syllabus,
and above that achieved by the same students in the previous year. The
Transition Mathematics unit places emphasis on smoothing the transition
from primary to secondary school by repeating work covered in primary
school. As the unit of mathematics studied by the students in the first
semester duplicates the Year 7 syllabus it is reasonable to expect that
students would achieve higher scores after additional instructiof’il

It may be that the subject matter that students learned in Year 8 was
in fact, different from that taught in Year 7 and hence the MSE tests which
measure Year 7 content measured students' performance on work that
they had not done for six months. This would raise serious questions
about the nature of what they had in fact “learned” in that time and would
not seem to be a feasible cxplanation. Mathematics is viewed as a
sequential subject where previous learning is built upon so it is unlikely
that students would have “forgotten” about what they learned in Year 7 in
order to accommodate new and significantly different knowledge in Year
8.

This lack of improvement, and in some cases, decline in student
academic achievement between Year 7 and 8 matches that reported by
Fouracre (1991) and implied by Harter, Whitesell and Kowalski {1992).
Harter et al. referred to negative academic attitudes that accompanied the
transition to junior high. Brush (1980) also reported a decline in attitudes
and commitment to schoolwork over the transition. Attitudinal changes
may well result in negative shifts in academic performance. Data collected

from a number of sources will inform this preposition,
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Summary

In the twelve month peried of schoo'fing covered by this research, no
significant increase-was seen in students’ scores on both the English and
mathematics tests. While there was a significant difference in the scores
obtained by students in writing when the performance of students is
described in refation to the benchmarks, one student’s performance (AD)
actually declined to below the Year 7 benchmark in Year 8. No student's
performance in reading or writing improved to place them above the

respective benchmarks. Cow

Performance Ratings
Introduction _

In the second interview of Year 7, students were asked to rate their '
own performance in relation to other members of the class on a
continuum with end points 0 and 10 (ten being the highest). Using the
same method, Year 7 teachers were also asked to rate the performance of
students in the group whom they taught. Ratings were recorded for
performance in English (including all aspects of language such as reading
and comprehension, writing, spelling and grammar), mathematics,
general academic performance and social competence. Students were also
asked to describe how they had made decisions about the level of their
performance, and to identify other students in their class whom they
believed were at the same level as themselves, above them and below
them.

At the beginning of second term in Year 8, students were asked to rate

their performance in English and mathematics in an identical manner.
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Their teachers for these subjects were as.ked to rate the students’'
performance in relation to other class members.

. 1

Teacher and Student Ratings of Acadentic Performance at Year 7

~ Table 9 presents distribution of teacher and student ratings for their

academic performance for mathematics, English, genetal academic and
social performance at Year 7. Teachers' ratings of students’ performance
in mathematics ranged from 2 to 8 (R = 5.8). As these students had been
selected vsing the MSE tests on the basis of their "average” level of
academic performance this distribution confirmed the selection.

Teachers' ratings of the case study students’ performance in the area
of English included consideration of case study students’ performance in
reading, comprehension, grammar and writing skills. Teacher ratings
ranged from 2 to 8, (;( = 5.9). Again this confirmed that students were
within the middle range of academic performance.

Teachers rated students' overall or general academic performance
(excluding English and mathematics} against the rest of the class. Ratings
ranged from 2 to 9 (X =59). Teachers ratings of case study students’ social
performance ranged between 3 and 10 (_),( =7.1)

Students rated their own mathematics performance in comparison to
their classmates using the same rating scale as their teachers. Ratings
ranged from 4 to 9 (X = 6.2). Students’ ratings of their own performance in
English subjects ranged from 3 to § (X = 6.1). Students’ ratings of their own
general academic performance ranged from 2 to 9 (X = 6.6). Students'
ratings of their own social performance ranged from 7 to 10 (;( =84).

4]
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Table 9
Teacher and Student Performance Ratings at Year 7
Number of students at each level on a scale of 1 - 10 as rated by teachers

and students

N=24
Rating Mathematics English General Social

Teacher Student Teacher Student Teacher Student Teacher Student
10 0 0 0 0 0 0 2 2
9 0 1 0 2 1 2 1 15
8 4 4 5 4 2 6 6 5
7 4 4 5 5 7 7 6 1
6 6 6 3 4 5 4 4 0
5 5 8 7 4 5 2 4 0
4 4 1 3 3 2 2 1 0
3 0 0 0 2 1 0 1 0
2 1 0 1 0 1 1 0 0
1 0 0 0 0 0 0 0 0
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Student self ratings were compared with the teacher's rating of their
performance. Table 10 presents a comparison of student and teacher
ratings of students' performance at Year 7, showing frequencies of students
who rated themselves at, below and above the rating given by the teacher.
Figures 3, 4, 5 and 6 present teachers' and students' self-ratings of

individual students’ academic and social performance at Year 7.

Table 10

Comparison of Teacher and Student Performance Ratings at Year 7

N=24

Performance Ratings

Maths English General Social
Below teacher rating
Female 4 4 4 ‘ 0
Male 1 2 1 0
At teacher rating
Female 5 5 1 4
Male 1 3 4
Above teacher rating
Female 6 6 10 11
Male 7 4 4 7
Total 24 24 24 24
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Discussion of Academtic Performance Ratings

There is no clear pattern emerging from comparison of teacher and
student ratings of academic performance. Paired t-tests were performed on
teacher and student ratings for mathematics and English performance.
There was no significant difference between teacher and student ratings of
students’ performance in mathematics at Year 7 {;( =042,5D=1.38,1(24) =
148, p < .15] or for English performance at Year 7 [;( ={.21, 8D = 1.69, t (24)
= .60, p < .55

There was a striking similarity between students in the assigning of
peers to positions on the continuum for all dimensions. Regardless of
their class group, all students placed their peers in the same positions on
the continuum and in relation to themselves. It seems that the students
were accurate at reading their relative position within the class but less
able to assign an absolute value to their performance. It may be that
students use different criteria to make judgments of absolute academie
ability from that used by teachers,

The discrepancy between teachers' and students’ judgments of social
performance may be explained in several ways. One explanation may be
that teachers are harsher judges of social sltanding than students.
Alternatively, teachers may be inaccurate judges of the social dimension
because their experiences with students are limiled to preduininantly
classroom interactions and they have limited knowledge of what eccurs
outside the school and classroom. Children may be more generous judges
of social standing or may scek to protect hemselves and their sense of self-
worth by judging their social relalionships generously. Clearly, students
apply different crileria from teachers when making judgments about social

performance.
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Teacher and Student Ratings of Acndemic Performance at Year 8

At the beginning of second term in the second year of the study (Year
8), subject teachers of the students in the group rated their academic
performance in the subjects English and mathematics using the same scale
as used in Year 7. In both of these subjects the students had been streamed
into "pathways" and were in classes with other students of similar ability.
Teacher ratings were net sought for case study students’ general or social
performance as no teachers believed they were in a position to rate
students' performance ocutside the single subject for which they were
responsible. Table 11 presents distributions of teacher and student self-
ratings for their academic performance in mathematics and English at
Year 8. Figure 7 presents a comparison of teacher and student self-ratings
of performance for English at Year 8, and Figure 8 presents the same data
for mathematics at Year 8.
Table 11
Teacher and Student Ratings of Students® Performance at Year 8

N=2
Rating Mathematics English
Teacher Sludent Teacher Student

10 o 0 0 1
9 1 5 1 3
-] 2 G 1 4
7 4 4 3 9
& 8 3 5 1
5 5 5 8 4
4 4 1 3 2
3 0 0 3 a
2 0 0 0 0
1 0 0 0 1]
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Teacher ratings of case study students' performance in mathematics
ranged between 4 and 9 (;( = 5.9). Teacher ratings for case study students’
English performance at Year 8 ranged from 3 to 9, (5( = 5.5). Student self-
ratings of their performance in mathematics at Year 8 ranged from 4 to 9
(‘5( = 7}. Self-ratings of performance in English at Year 8 ranged from 4 to
10 (X = 5.8).

Discussion of Academic Performmice Ralings at Year 8

There was no case where teacher and student ratings of performance
agreed at Year 8. Seventeen students rated their academic performance
higher in both subjects than their teachers' ratings. Three students rated
their performance in one subject higher than their teacher and lower than
the teacher in the other subject. Three girls rated their performance
consistently lower than their teachers. Paired I-tests of teacher and student
ratings of students' performance in mathematics and English at Year 8
showed that there was no significant difference between teachers' and
students’ ratings of students' performance in mathematics [}_( =0.42,5D =
1.38, t (24) = .75, p < .46] but there was a significant difference between
teachers’ and students’ ratings of English performance [X = 0.21, SD = 1.69,
£(24) = 493, p < .00].

Comparisent of Acadeniic Performance Ratings at Years 7 and 8

There was greater agreement between teacher and student academic
performance ratings at Year 7. It may be that students had not yet become
familiar with assessment practices and criteria in the secondary school, or
that they had received more consistent and extended feedback in Year 7.
Blumenfrld, Pirtrich, Mcece and Wessels (1982) suggest that there are
develc pmental considerations involved in students' cognitions relating to

their academic achievement. They suggest that as students progress
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through school they lack the necessary cognitive maps of content and
argue that when this is coupled with ambiguity of lesson goals, students
find it difficult to identify the purpose of assignments or to know whether
they have accomplished the required ends successfully. If this is the case,
then when students are confronted with substantially different subjects in
secondary schoeol, this lack of an adequate evaluative map, in addition to
reported lack of teacher feedback would make it diffienlt for students to
appraise success and failure accurately in relation to teacher and school
assigned grades. As the nature of subject English is noticeably different
between primary and secondary school (in WA) this would seemn to be a
likely explanation for the differences between teachers’ and students'
judgments about students’ performance in this subject. The view of the
subject held by secondary English teachers may not match that which Year
8 students have brought with them from primary school. It may be that as
students learn more about secondary English their ability to judge their
performance in a manner similar to that of their teacher improves.
Students’ ability to make an accurate judgment of their academic
performance may be complicated by the lack of a constant peer group
against which to judge their own performance. In the secondary school
students change classes for cach subject and as a result have fewer
opportunities to build up knowledge about the relative performance of
their peers. Again, this is possibly complicated by the reduced time w]‘lic:f{:;
students spend with each teacher compared to Year 7, hence having
reduced opportunity to learn about the teacher's goals and assessment
criteria, In interviews reported later in this chapter, students reported that
they had little knowledge about what marks were awarded for and limited
knowledge of grading practices. While teachers were asked to rate the

individual student's performance against others in the same class it may
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be that they were influenced to an extent by the student’s performance in
comparison to the year group.

Rosentholtz and Simpson (1984} emphasise four features of the
classroom that communicate differential expectations to students: task
differentiation, student grouping, student autornomy and formal
performance evaluations. These factors all provide students with
information which they can interpret to make judgments about their
performance. Mitman and Lash (1989) found that greater incidence of
these expectation cues was associated with greater differential perceptions.
They found that Year Three students’ perceptions of academic standing
were clearly distinct from standardised student performance indicators
and that low achievers viewed themselves as doing less well than higher
achievers. The secondary context provides students with less discrete
forms of these expectation cues. Students had been placed in pathways
which ensured that class groups were relatively homogeneous, students
received undifferentiated tasks, few opportunities were provided for
student autonomy and students had received little in the way of formal
performance evaluations. It may be that the lack of these expectation cues
restricted the information available to studenls and hence, limited their
ability to make effective judgments about their performance.

Paired t-tests on students' ratings of their own performance at Year 7
and Year B showed that there was a significant difference in students'
ratings of their own performance in mathematics [t (24} = -2.36, p < .03] and
a significant difference between their ratings of their English performance
[t (24) = -2.13, p < .04]. This supports the suggeslion that students’ ability to
judge their own performance diminishes in (at least) the early stages of
secondary school.

It is interesting to note that a number of secondary teachers felt that

they were unable to make judgments about students’ sacial performance
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despite the fact that they had been teaching them for a terrn. This, and
subsequent teacher comments, highlight a significant feature of the
secondary school. All teachers teach four or five classes each semester.
Unlike primary school teachers they have to get to know 120 to 150
students compared to about 30, Linked to this is the fact that they see each
class for a shorter time than primary school teachers so the opportunities
for getting to know students are restricted. During interviews with
teachers there were several instances where teachers had difficulty
identifying the student in question, These factors suggest that because of a
lack of familiarity with students, teachers may have had difficulty making

accurate judgments about students’ performance.

Summary

At Year 7 the distribution patterns for both teacher and student
ratings of the target group’s academic performance showed that both
teachers and the students themselves, viewed their academic performance
as lying in the middle of that of the whole class group. At Year 8 the
pattern of distribution for mathematics and English showed that students
tended to rate themselves higher than their teachers. There was no case of
agreement between teacher and student ratings at Year 8 for mathematics
or English performance. There was no significant difference in
mathematics ratings given by teachers and students. Comparison of
student self ratings between Year 7 and Year 8 showed that there were
sipgnificant differences between students' ratings for both mathematics and
English between Year 7 and Year 8. In both cases students rated their

academic performance higher at Year 8.
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Attributions
Introduction

Attributions for success and failure were determined by asking
students to recall and describe actual situations in which they were deing
poorly and in which they were doing very well. They were also asked to
think of particular situations in which they had performed differently to
their expectations {(had performed both better than they expected, and less
well than they expected). In each of these situations they were presented
with all pairwise combinations of four common performance attributions:
ability, luck, task difficulty and effort and asked to choose what they
believed was the most important cause of their success or failure in-each
pair. Each attribution appeared three times, so scores for each attribution
ranged from 0 to 3 depending on how many times it was selected.

Students were alse encouraged te talk about how they felt when they
were successful and unsuccessful in each situation and te describe how
they explained this to themselves, the reasons why they thought they
achieved the particular result, and any other "personal conversations”
they may have had with themselves, This provided explanatory support
for their choice. Currin and Harich (1993) support this procedure arguing
that it is important to allow respondents to make whatever attribution
seems appropriate for them. [t is then possible to elicit their perception of
the dimension of the attribution. It is the attributor's perception that
affects subsequent cognitions and performance not the researcher's
perceptions.

The following data represent the students' choice of reason for their
success and failure and their vwn explanations as to why success or failure
occurred. Research into students' attributions for academic success and
failure (Stipek 1993} suggests that there are differences in the ways that

girls and boys attribute success and failure. For this reason data relating to
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attributions are reported by group and gender. Table 12 presents students’
attributions for success at Years 7 and 8 and Table 13 presents students’

attributions for failure at Years 7 and 8.

Table 12

Attributions For Success at Years 7 and 8

WN=24
Year 7 Year 8
Attribution Number Yo Number %
Effort 12 50% 9 38%
Girls 10 5
Boys 2 4
Luck 3 33% 7 29%
Girls 2 5
Boys 6 o 2 .
I " -
Task 3 12% 6 25%
Girls 3 - 1 .
Boys O “ 2 - i
Ability 1 S8% 2 . %
Girls D . 1
Boys 1 1 B

Attribntions for Success

Year seven. 4

In Year 7, 12 students.:(50%) attributed their suceess to effort and
provided explanations such as, "I really put the effort in" (NC). Luck was
held responsible for success by eight (33%) students who provided reasons
such as, "I wasn't really sure but [ thought [ remembered something
similar s0 I guessed that.” {JN). Positive outcomes were seen to be the
result of the task by three students (12%), who supported their belief with
explanations such as "We didn't really have to do very much in that

project to get good marks. T just did what 1 know what the teacher likes."

(TD). Only one student (TQ) attributed academic success to ability, stating
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that he believed he was ". . . pretty good at science because I really like
reading about things like animals.”

There was a difference in the major factor which boys and girls
believed to be respensible for positive academic outcomes. '1'he prime
cause to which girls attributed their success was effort (66%), while 20% of
the boys held effort to be the cause of their success. Success was attributed
to luck by 66% of the boys who gave reasons such as "the teacher marked
easy"(HJ), and "someone showed me how fo do that yesterday"{OD}. Luck
was held responsible for success by 12% of the girls. The task was
considered to be the reason for success by 20% of the girls and no boys, and
no girls attributed positive outcomes to their ability. Only ore bay:

believed that ability was responsible for positive academic outcomes.

Year eight.

At Year 8 success was attributed to effort by 9 (38%) students who
supported their decisions with comments such as "l tried hard on
that"{NI}, and "T've been working." {FR} The task was held respensible for
success by 7 (29%) of students who offered the following explanations, "the
work is easy"(OD) and "we've done this work before{MF).  Success was
attributed to luck by six {25%) students and to ability by two students (8%).

At Year 8 positive outcomes were attributed to effort by 33% of the
girls and 44% of the boys. Luck was viewed as the cause of success by 33%
of the girls and 22% of the boys while 27% of the girls and 22% of the boys
considered the task to be the reason for their success. Only vne girl (7%)

and one bey (11%} held ability to be responsible for their success at Year 8.
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Attributioﬁs for Failure '

Year seven.

At Year 7, failure was attributed to lack of effort by 10 students (42%),
and to bad luck by seven students (29%). Lack of ability was held
responsible for poor performance by five students (21%) and the task was
the reason given by two students (8%} for their lack of success.

Failure was attributed to effort by 40% of the girls and 44% of the boys,
and to the task by only one girl (7%) and one boy (11%). Luck was seen as
the cause of negative outcomes by 27% of the girls and 33% of the boys
while 27% of the girls and one boy (11%) held ability to be the cause of

negative achievement outcomes.

Table 13

Students” Atiributions for Failure at Year 7 and 8

N=24
Year 7 Year 8
Attribulion Number 5 Number %o
Effort 10 42%, 5 21%
Girls & 2
Boys 4 3
Task 2 8% vl 174,
Girls 1 4 '
Beys 1 0
Luck 7 29% 12 50%
Girls 4 6 .
Boys 3 6 b
Ability 5 21% 3 12%
Girls 4 3
Boys 1 0
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Year eight.

At Year 8, 12 students (50%} attributed failure to bad luck, "I broke my
assignment [a model] and had to re-do it the night before" (MD), "I was
away when the teacher told us about the test” (AD). Failure was attributed
to lack of effort by five students: "I don't care what I get so I don't try" (MI),
"T couldn't be bothered" (MF), "I had an important competition on that
weekend s didn't have time to study” (JC) and "T didn't try hard enough.”
(FN} The task was held responsible for peor perfermance by four students,
"It was hard" {OI} and three studenis attributed poor performance to a lack
of ability,

At Year 8 negative outcomes were seen to be the result of (lack of)
effort by 13% of the girls and 33% of the boys. Failure was attributed te the
task by 27% of the girls and no boys and to luck by 40% of the girls and 66%
of the boys. Ability was believed to be the cause of negative cutcomes by

20% of the girls and no boys.

Stability of Attributions

Correlation cocfficients for attributions for success and failure from
Year 7 to Year 8 are presented in Table 14. Attributing success to luck in
Year 7 was associated with attributing success to the task in Year 8.
Attributing success to an easy task was also somewhat stable from one year
to the next. Attributing failure to luck in Year 7 was correlated with

attributing failure to luck in Year 8.

-156-



Table 14
Stability of Attributions From Year 7 to Year 8

Attribution Suceoss (N = 24) Failure (N = 24)
Ability 0,22 0.24
Effort 0.31 0.32
Task 0.3%6* 0.324
Luck ,458* 0.433*
T Ype.0S
tp<, 10

Changes in Individual’s Atiributions for Success and Failure y
Each student’s attributions for success and failu_;;e were plotted to
create a "picture” of their attributions. Figures 9 and 10 represent each
student's attributions for success at Year 7 and 8, and Figures 11 and 12
represent each student's attributions for failure at Year 7 and 8. Students’
scores for each attribution (that is, ability, effort, task and luck) were
plotted on corresponding axes to develop a “picture” of the pattern of their
attributions. The overlay of attributions at Year 7 and Year 8 allow for
comparison of the ways in which students' patterns of attributions
changed from primary to sccondary school. Data are represented in the
same order as students' names appear in the summary tables (from left to

right). The "patterns” of case study siudents have been identified.
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Three students maintained a consistent pattern of attributions from
Year 7 to Year 8. A number of studenis demonstrated slight changes in the
patterns of their attributions for success and there were cases where
dramatic changes occurred. Examples of this include NC whose
attribution pattern for success changed from effort, luck, task, (3, 2, 1)} to
effort, ability, luck (3, 2, 1). Her main attribution remained the same
{effort) but her secondary attributions changed to become more internal.
Another example of a student who democnstrated changed patterns of
attributions for success is HJ] whose attributions became more internal
changing from luck, task, ability (3, 2, 1) to ability, task, effort (3, 2, 1). One
student (JC) demonstrated a distinct change in attribution patterns from
attributing failure to ability, effort and luck, to effert, luck and task.

No student maintained a consistent pattern of attributions for failure
from Year 7 to Year 8. Therc were cases (SR, LH, KT) where students

identified the same three causes for failure but in different ratios.

Gender Differences in Atfribufions for Success aud Failure

Literature relating to students’ attributions for success and failure in
achievement situations has identified differences in the attributions made
by boys and girls. Females are more likely to attribute failure to low ability
than males and less likely to attribute success to high ability (Eccles, 1983;
Nicholls, 1979; Stipek, 1984¢). Contingency table analysis showed that
there were no significant differences in the attributions of girls and Loys in
both success and failure situations at Year 7 and Year 8. [Success at Year 7:
chi square = 10.489, p = .148; Failure at Year 7: chi square = .899, p = .B257;
Success at Year & chi square = .601, p = .8962; and Failure at Year 8: chi
square = 6.08, p = .1078]. This provides another example of disagreement
between the attributions made by the students in this study and those

reported in previous studies of sludents’ attributions.
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Discussion of Attributions

Poor performance in the early grades leads to negative beliefs which
in turn cause maladaptive task behaviour, continued poor performance,
and stronger perceptions of incompetence. Dweck (1985) and Schunk
(1983, 1984) suggest that children who learn to attribute their successes to
high effort and ability and their failures to lack of effort generally perform
better than children who attribute their successes to some external cause
such as luck, and their failure to low ability, This relationship between
beliefs and achievements is probably bi-directional.

Effort was the main source to which students attributed academic
success in Year 7, and girls attributed their success to effort more often
than did boys who atiributed success to luck. This matches the general
pattern of attributions described in the literature with boys attributing
success to external factors and girls attributing success to internal factors
{Stipek, 1993).

Changes in the patterns of attribution emerged in Year 8. While
students considered the major source of success to be effort, the number of
students who selected this decreased and the role of external factors such
as task and luck took on a greater salience in the eyes of the students. [n
both Year 7 and 8 ability was seldom identified by students as the reason
for their academic success. In contrast to this Nichells (1985) suggests that
ability is mote frequently viewed as the reason for academic success than
any other factor.

At both Year 7 and Year 8, students attributed failure to the factors
lack of effort and luck, Attributing failure to these factors is a healthy
attributional pattern as it means that students will be willing to attempt
similar future tasks expecting success if they try harder or are lucky.

The order of importance of these factors changed from Year 7 to Year

8. At Year 7 failure was attributed to lack of effort by 42% of the group and
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to luck by 29% of the group. At Year 8, failure was attributed to lack of
effort by 21% of the group and to luck by 50% of the group. This finding is
in direct contrast to Mason and Stipek (1989, p. 62} who chose not to
analyse luck in their study of stability of attributions because "students do
not perceive it as an important cause of academic outcomes." Attributing
failure to luck is not very adaptive as it suggests that students do not
believe that they have the power to affect their performance.

In general, the literature relating to attributions states that girls are
more likely than boys to attribute failure to lack of ability., The small
numbers of students who attributed failure to lack of ability in this study
does not allow a clear judgment to be made in this area. However, it
would seem that the findings of this study support this aspect of the
literature.

At Year 7, effort appeared to play a particularly salient role in
students' interpretations of academic performance situaticns. This may be
related to the primary school system where much value is placed on
participation, and the strength of messages received from teachers about
the importance of "trying hard" and "giving it a go". In contrast to this
Harter Whitesell and Kowalski (1992) suggest that increased competition
in secondary school places greater emphasis on achievement and hence
ability, In this situation this was not the case as these students placed
greater emphasis on the rele of luck, specifying a range of factors outside
their control.

Mason and Stipek (1989) found that students’ academic performance,
task behaviour and a number of achievement related cognitions were
stable over one year. In lheir investigation of students' altributions they
found that attributing success to ability was stable from one year to another
and attributing success to an easy task was somewhat stable. Attributing

failure to low ability was stable from one year to another as was attributing

-162-



failure to the task. This study found that students viewed luck as an
important cause of achievement outcomes and that attributing success to
luck was stable from one year to the next and that attributing success to an
easy task was somewhat stable, Attributing failure to luck was also stable
from one year to another.

This study found that some aspects of students' attributions for
academic success and failure did not match the findings for previous
research literature. There are several possible explanations which emerge
for this phenomencn. The first, in relation to the factors to which
students attribute their success and failure suggests that there are perhaps
sociocultural differences which impact on the ways in which Australian
students make attributions. There is some support for this in the existing
literature {Chan, 1992; Henderson & Dweck, 1990; Stevenseon, Lee &
Stigler, 1986; Stipek, 1993). The students in this study came from middle
class predominantly white, first generation Australien families. Their
background was generally one cof immigrant families for whom the move
to Australia meant the opportunity for success with hard work. [t is likely
that this cultural belief about the value of effort in achieving success has
been internalised by the students,

Alternatively, the sample used in this study was of students
performing at an average academic level, These students may view their
success and failures differently to students previously surveyed. The
existing literature tends to focus on the attributions of high and low
performing students showing that differences exist between those two
groups of students. Therefore, it is reasonable to expect that differences
would also emerge whon the group is comprised of "average” performers.
These findings suggest Lhat there is a need for a larger scale investigation
of Australian students' attributions in academic situations. Additional

support for the need for further investigation is provided by situations
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which emerged when students described their attributions. In many cases
while students selected 2 particular attributional factor to explain their
success or failure, the verbal explanation which they provided did not

seem to match the meaning which the researcher ascribed to the factor,

Strategy Use
Introduction

Rohrkemper and Corno (1988) argue the importance of adaptive
learning, or the ability of the learner to cope with, and modify stressful
situations allowing them to take greater control of their own learning.
The traditional classroom requires students to perform a range of imposed
tasks and the match between the learner and the task is often missing. If
students are able to adapt themselves, the task and the learning situation
they will be better placed to take advantage of learning opportunities. In
the transition from primary to secondary school it would seem likely that
students who possess and use adaptive capabilities will be able to adapt
more effectively to the new learning situation and respond more
appropriately in learning situations.

Data relating to students' adaptive capabilities were collected by
asking students to describe how they would respond in hypothetical
academic situations where they were unable to continue with a problem
or "got stuck" on something. They were then presented with a
mathematics problem and asked to select from a range of paired optional
responses: ask (the teacher or friend) for help; give up; and use a particular
strategy (such as remembering a previous similar problem). Students
could score between 0 and 2 for cach of the responses, depending on how
often they selected a particular response. Students were then asked to

indicate whether their response would be different if it was a subject other
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than mathematics. Table 15 presents students’ responses to problem

situations at Year 7 and 8.

Table 15
Students’ Use of Strategies at Years 7 and 8

N=24
Get help  Strategy Give up Total
Year 7 15 7 2 24
Year 8 10 7 7 24

Year Seven

At Year 7 the most common response to "getting stuck” on a problem
was to seek assistance from the teacher or a friend, and students generally
reported that they would get help from the teacher "because [he] knows
more than kids" (MF). However, some students reported feeling more
comfortable when they sought help from a friend. Seven students
reported that they would employ a strategy of some lype, either, "T'd think
about other things #'ve done that are like that.” {(RC), or "break it down
into small steps and do it a bit at time." (OT) Twe studenis reported that
their general approach was to leave the source of difficulty and go on to
other work or questiocns. Twenty two students reported that their

response would be the same regardless of the subject area.

Year Eight

At Year 8 level;- ]D students reported that their response to getting,
stuck on a problem would be to seek help from a teacher or friend. This.
time more students reported that they would ask a friend for help than the

teacher. The most commonly given explanations for this were, "It's too
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hard to get the teacher's attention, you have to wait too long." (FN} and "I
wouldn't ask the teacher for help, they make you feel bad about it.” (JC)
The use of strategies similar to those used in Year 7 was reported by seven
students. There was an increase in the number of students who reported
that they would give up on the problem or task. Reasons provided for this
included, "It doesn't really matter, you have to get it finished” (DE) and "
If I don't know how to do it why waste time?"(EL). Teacher personalities
were given as an explanation for students reporting different responses

depending on subject area.

Discussion of Strafegy LUse

Taking responsibility for dealing with a problem situation is viewed
as the most important aspect of being an adaptive learner. The responses
which learners may make to a preblem include changing the task,
changing themseives or changing the situation (Rohrkemper & Corno,
1988). Getting help is classified as changing the situation, and while this is
an adaptive response it is not one that empowers the learner. Employing
a strategy of some type or changing the task or self is a more empowering
approach.

At both Years 7 and 8 students were maost likely to ask for assistance
from either the teacher or a peer. While this may be a useful short term
tactic, the long term effectiveness of it depends an the nature of assistance
received, and whether it provides the learner with information that can be
used in the future or simply the correct answer.

The number of students who employed some form of strategy
remained stable over the transition. However, within this group of
students changes occurred in the composition of the group. Only three
students who reported that they would employ a strategy at Year 7

reported that they would employ a strategy of some type al Year 8. Of the
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students who reported that they had altered their responses in Year 8, two
changed from using a strategy to getting assistance and two reported that
they would now give up on the task.

The number of students who reported that they would seek help
dectined as more students reported that they would give up and go on to
other work. Of the fifteen students who reported at Year 7 that their
response would be to seek assistance, seven reported that their response
would be the same at Year 8. The other students changed their behaviour
in Year 8 and four reported that they would use a strategy and four
reported that they would give up. In most cases this meant that the
problem was abandoned rather than put aside and zattempted at a later
time, Students justified this by calling on the speed and volume of work
that was required of them and the emphasis placed on the completion and
submission of work. It would seem that the classroom environment,
particularly the assessment cnvironment of the sécondary school
mitigated against the development of adaptive capabilities.

Few of the students in this study demoenstraled particularly adaptive
behavipurs. Those who reported the use of strategies employed lower
level responses. Students reported non self-regulaled behaviours at Year
8. Their statements suggested a lack of personal initialive and of strategies
and demonstrated low levels of awareness of metacognitive processes and
strategics. Students were not able le identify or articulate the strategies
that they would use, or to explain them in any detail. They exhibited
similar behaviour when attempting te talk about their attributions,
particularly in relation to explaining what was involved in "trying hard".
It seems that students vither lacked the declarative knowledge about
strategies that would cnable them to talk about strategy use, or the

procedural knowledge that allowed lhem to put them strategies in place.
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The use of strategies was not the only aspect of their academic lives
that students seemed to lack the ability to conceptualise and articulate.
Students demonstrated little reflection on their own performance, the
reasons for performance and strategies for changing performance. They
appeared to have little awareness of themselves as learners. This lack of
knowledge and awareness of their cognitive and metacognitive processes
limits students' ability to adapt to new learning situations and to respond

appropriately.

Expectations and Experiences of Secondary School
Introduction _

All 24 students were interviewed fﬁree times between Cctober and
November in their final year of primary school. The initial interviews
with students focused on their perceptions of primary school, and their
expectations for their secondary schoel experience. Subseguent interviews
explored their knowledge about sccondary school, their concerns,
anticipations and beliefs about what would be impertant in the secondary

setting.

Attitudes Towards School

Students reported generally positive responses towards school. Ten
students liked school "most of the time" and twelve said that they liked it
"some of the time", Those who reperted that they sometimes liked schooel
explained this in relation to the subject or whal was currently happening.
All students were resigned to the fact that they had to attend school and
some reported that it was a good venue for making and meeting with
friends and that it gave them something to do.

There was a commonly expressed sentiment about the importance of

doing well in school (n = 21). This message had come from parents in
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particular, and was related to the need to get a job: "My parents are always
telling me how important it is." (OT), and "You hear so much on the news
and from your family." (AD} Fourteen students referred to the spectre of
unemployment and school performance was seen to be the key to
ensuring future employment by twenty students. The three students who
expressed contrary views offered personal explanations that related to the
state of the economy and lack of employment opportunities regardless of
educational qualifications or said that the most important thing was to do
their best rather than being academically successful.

Students explained "doing well in school" as getting "good grades” .
Good grades were further defined as being more than a pass, but no
student was able to describe clearly what this meant. There seemed to be a
commonly held view about good grades which could not be clearly
articulated. Their responses to specific questions in the interviews
suggested that students did not seem to be aware of the fact that different
people may hold different views of this "standard”. They expressed the
belief that everyone would held the same interpretation, regardless of
whether they were studenls, teachers or parents.

The most frequently cited reasons for being a successful student
telated to trying hard (n = 21), which students described as "deing your
best” and “"putting in the effort”. Factors relating to presentation were
mentioned by nineteen students. Students reported that they had been
told that presentation and neatness were important if they were to do well.
Twelve students reported the belief that well presented work would get
higher marks than similar content which was poorly presented. Marks
were seen to be gained by trying hard and awarded for neatness and
presentation.  When questioned further, students were unable to explain
what "trying hard" involved or to distinguish between their behaviour in

situations when they were putting in cffort and situations when they did

-169-



not try. Attempts to define effort included personal resolve statements
such as spending more time on a task, concentrating harder and "thinking
about what I'm doing” (RC). This highlights the previously identified lack
of awareness of cognitive and metacognitive strategies. Students were
unable to describe the processes involved in academic tasks or to use

metacognitive knowledge relating to their own task performance.

Belicfs Abont Acadenric Performance

The most frequently cited source of information about students’ own
academic performance was the grade or mark that students received for
their work (n = 23). These grades came from either teacher-marked work,
or from the marks that they had received in self or partner marking
situations. Students reported that their teachers provided them with little
public or private verbal feedback about their progress or performance,
Two female students reported that they reflected on their own
performance, their feelings of competence and the amount of trouble that
they had performing or completing a task. They used this information in
combination with marks and grades to determine their level of academic
performance. Cne male student reported that he compared his
performance to others in the class to decide how well he was going, This
was done covertly and comparisons were made with others who were
seated close to him so that he could unobtrusively gain information about
their marks.

Students reported that there was little overt comparison of marks or
performance between students. They commented that outside the
classroom, conversation was unlikely to be about school work or
performance. It seems that not only was there little overt discussion about
studenl performance on the part of the teachers or students but that

students gave little thought themselves to their own performance. There
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was little evidence of students thinking about their performance in terms
of the procedural knowledge that related to appropriate strategies or the
conditional knowledge that aliowed them to monitor their own
performance. The reported behaviour of these students does not agree
with the IHterature that describes students as actively seeking to make
sense of the classroom, its instructional practices and climate of
assessment. These students appeared tc be "naive" learners and their
"sense making" appeared to be focused on coping with the procedural
demands of the classrcom. They appeared lo have no sense of what
constituted "felt progress", focusing instead on the accountability aspects of
learning, {such as results, grades or marks) rather than becoming aware of
themselves as learners. This may be because they had not been taught the
necessary strategies and had failed to develop them spontaneously, er
perhaps have not been in academic situations which have facilitated the
development of strategies. Certainly, the reported lack of teacher
information about performance expectations and the processes involved
in task performance suggest that these aspects of learning had not been
made explicit to these students. It may also be that this type of learning
behaviour is more typical of "average" performers. Performance may be a
function of such behaviour and research suggests that learners who lack
the ability to monitor their own progress and adjust their performance
appropriately will be disadvantaged (Corno, 1989; Rohrkemper & Corne,
1988).

Students were asked to describe what thay thought a "successful"
Year § student would be like, what types of atiributes they would possess
and how they would behave. Generally a successful Year 8 student was
deseribed as trying hard, listening to the teacher, getting good grades
{which were not necessarily A's), completing all homework and being

polite in class. Studenls also suggested that these students would be
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popular. Happiness was also frequently cited as a personal attribute. It
seemns that students had a non specific view of success. While it included
academic success, students were not clear about what this would entail, or
of particular standards of performance. They were unable to specify what
was meant by a student who “tried hard" or to describe specific learning
behaviours that would be exhibited by a successful student. The only types
of specific behaviours related to personal or classroom behaviours related
to being well behaved, polite, listening carefully, not "giving cheek” and
being obedient (following rules and teacher directives).

Twenty two students responded that they thought secondary schoel
was important. Their justifications were functional, referring to the need
to get good marks in order to gain a job and the importance of school in
ensuring functional literacy and numeracy. The two students whe did not
think that secondary school was important cited relatives or acquaintances
who were “self made" and suggested (hat school marks were not much
help in the current economic climate, "It's not whatl you do in school
that's important it's what you de in the real world. Look at all those
university students who can’t get jobs.” (RC} The two students who did
not think that secondary school was important had also responded
negatively to the question relating to the importance of doing well at
secondary school. Their reasons for not valuing school performance were

the same as for thinking that academic success was unimportant.

Expectations of Secondary Schoeol.

Nineteen sludents were optimistic about entering secondary school.
Eight students saw it as a new start, a chance to work harder and "lift their
grades” (FR). The four students who reported being undecided cited both
the positive aspects (like a fresh start, making new friends, studying new

subjects) and negative features (like leaving old friends and familiar
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surroundings) of leaving primary school. The student who reported that
she was not looking forward to secondary school did not want to go from
being the "top in primary school to the bottom of secondary school” (WD).

Seventeen students believed that secondary school would be better
than primary scheol. Those students who reported that they believed that
Year 8 would be better than Year 7 cited the opportunity to make more and
new friends, and described secondary school as more fun than primary
school. Eight students viewed Year 8 as a chance for a new start, and
fourteen students cited specific subjects such as the special dance program
and sport. Five students believed that they would be treated as more adult
in Year 8 and that this would be better. Two students thought that
secondary school would be worse than primary school. Both of them
expressed concerns about teasing and bullying, and one was alse concerned
about no longer being the "top of the school”. One student's concerns
about bullying resulted from threats made by his brother about what
would happen to him at secondary school. The five studenls whe were
eguivocal about secondary school explained that as they knew little about
secondary school, they were not well positioned to make a decision. They
expressed some nervousness about being in a new and unfamiliar
situation but were reasonably confident that they would cope.

Nineteen students acknowledged that their position as Year 7's made
them "tep dogs" in the school, gave them access o positions of
responsibility such as school council membership and in some cases gave
them privileges denied to younger students, While they acknowledged
this, and accepled that this position wauld be reversed next year only two
of them were concerned about this. Five students expressed relief at no
longer having to be the responsible ones who set the standard and three
noted that despite the rhetoric of responsibility they perceived that they

were still treated as "babies" by teachers at primary school. All students
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believed that they would be treated in a more mature way in secondary
school.

The social aspects of secondary school featured strongly in all
students’ comments, with particular reference to the epportunity to make
new friends. Secondary school was viewed as a place where making
friends was important and the prospect of making new and more friends
was anticipated. Students believed that they would keep their existing
friendships particularly those which were long standing and would make
new friends among other Year 8's and older students. Bullying was not
seen as being of particular concern to this group of students who explained
that while it may happen to some students it was most likely to occur
among particular groups of students to which they did not belong. This
contrasts with the findings of more general studies of transition {Garton,
1986; Mertin, Haebich & Lokan, 1989) where concerns about bullying and

intintidation featured strongly.

Knowledge of secondary school.

Generally, students reported that they did not know much about
secondary school. Only three students believed that they knew a lot about
secondary school. When they discussed what they knew in the interview,
their knowledge related to being familiar with the school buildings from
previous visits, and having friends in the secondary school, hence
"knowing people”. They had Hlitle information about the subjects that
were available or the way in which the school operated. Thirteen students
reported that they kiew "a bit” about secondary school and eight students
didn't know anything about secondary school life. Many of them (n = 20}
said that they had not really thought about it and had not sought out

information.
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The nature of sources of students’ information about secondary
scheol were investigated. Eighteen students had received information
about what secondary school would be like from their Year 7 teachers.
This had been in the form of warnings about the difficulty of work that
would be experienced next year or exhortations to pay attention because it
would be necessary to know material or skills for next year. Those
students with older siblings or friends already at the secondary school said
that they did not talk to them about school or ask questions about what to
expect. Ten of these students reported covert chservation of siblings' or
relatives' behaviour noting details about the amount of homework, level

of difficulty of texts and so on.

Student concerns about secondary school.

Students were asked to explain any concerns that they may have
about the transition to secondary school and about the secondary school
experience. Generally, students believed that their experiences at primary
school had prepared them adequately for dealing with a number of
different teachers at secondary school. At primary school while classes
were primarily taught by one teacher Year 7 classes are also taught by a
number of specialist teachers so that in most cases these students had been
taught regularly by five or six different teachers. As a result of this twenty
one students were confident that changing teachers would not present
them with any major problems, "We change teachers a lot as it is"
(JC)"No, all teachers want pretty much the samae.thing." (M), "All schools
and teachers are the same." (RC}

Three students believed that changing teachers would cause them
problems and ciled reasons such as "My teacher knows me now." (O} No
boys stated that they believed that they would experience any problems as

a result of having a large number of teachers at secondary school. Many
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students also expressed a preference for being taught by more than one
teacher supporting this with explanations relating to teacher personality
rather than teacher expertise or style.

Students believed that the work that they would be doing in
secondary school would te substantially harder and the workload heavier,
especially the homework demands. Students had little idea of the way in
which the classroom environment would operate, how the teacher would
behave or learning take place. While they expressed some concern about
being able to deal with the work which they believed would be harder, all
of the students believed that if they worked hard they would be able to
achieve successful grades. There was no significant difference in the
concerns of boys and girls. This is in contrast to the research of Garton
(1986} and Martin, Haebich and Lokan {1989) who found that these
anxieties relating to negative views of academic work were greater for boys

than girls.

Summary

The strengest flavour emerging from the interviews with students
was cne of optimism and the opportunity for a new start. Students were
looking forward to all aspects of secondary school. They acknowledged
some sorrow at leaving behind old friends and the strength of seven years
experience in a school. This was overcome by anticipation at the thought
of 'the improved facilitics and resources, opportunities to make new
friendships, study new subjects and be treated in a more adult fashion.
They expected that the work at secondary school would be harder, more
interesting and challenging and that they would receive more homework
than in primary school. These are similar to the findings of previous
research transition (Fouracre, 1991; Garton, 1986; Power & Cotterell, 1981).

However, some differences emerge in relation to this group's responses fo
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questions about specific aspects of secondary school. The students
surveyed by Garton, reported reasonably high levels of concern about
bullying, but this was not a concern of the students interviewed in this
study.

Students knew little about secondary school and had a number of
queries about the nature of subjects and the type of academic work that
would be required of them. The major sources of information for Year 7
students were their primary school teachers and their parents. Teachers
and parents told them that secondary school was important and that they
would be given large amounts of difficult work. Students reported that
they received little information about secondary school from siblings or
friends because school was not a common conversational topic. The little
knowledge students had about secondary school had been provided by
sources whe were unlikely to have accurate or current knowledge of the

secondary school system.

Experiences of Secondary School

Introduction ' o

Students were interviewed three times during their first semester of
secondary school. The initial interview focused on their first impressions
af the school setting, classes and teachers. Subsequent interviews explored
their experiences, their beliefs about what was important in sccondary
school and the ways in which they interpreted their experiences. This
section reports the group’s responses to secondary school. Individual case
study students’ perceptions and interpretations are reported in Chapter

Six.
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First Impressions

Students were interviewed at the end of their first week in secondary
school. Questions focused or their first reactions and responses to the
new school setting. Twenty students reported positive responses to the
secondary school which fecused on everyday routines such as finding
their way around larger school grounds, remembering locker
combinations and locations, reading a timetable and re-establishing old
friendships. Many were pleasantly surprised that organisational aspects of
the change such as moving around the school had caused less trouble than
anticipated. Students reported that everyone, including older students
had been helpful and understanding, showing them the way and
providing assistance.

At this stage of the year students had received little formal teaching
and had received mainly administrative information about assessment
and behavioural expectations from their teachers. Already many (n =21)
of them had adopted the external characteristics of the student role,
wearing clothing acceptable to the student culture (but not strictly schioo!
uniform)}, car;ying the "right sort” of bag and so on. When questioned
about how they knew how to behave in situations such as greeting the
teacher at the beginning of class and lining up outside the room, ten
students reported that they had observed others around the school or
hesitated until they could observe what others in the class or around them
were doing, These sorts of behavioural rules about the role of a secondary
school student had not been made explicit to them bul had been adopted
by observation of student models around them,

All students reported receiving little homework and little indication
of what to expect regarding the level of difficulty and amount of work
invelved in their subjects, Tweniy students reported that teachers had

made clear their management expectations regarding submission of work,
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and assignment and homework demands. However, no students were
aware of the standards of academic performance expected and reported
having received little information from teachers about this. It may be that
teachers assumed that students would "do their best", but Biggs and Moore
(1993} and Brophy (1994) suggest that specifying criteria for task
performance reduces the ambiguity of the task and allows students to
approach the task more confidently. The communication of such teacher
expectations is critical for students who wish to meet the task demands of

the situation.

Subsequent Interviews

Subsequent interviews explored academic aspects of secondary school
such as homework, difficulty of work, task perfermance standards and
academic performance. Heme work was interpreted to include the
completion of tasks begun in class, completion of additional similar tasks
set spec.dcally as homework or projects and assignments such as
mathematics investigations for which no time was provided in class.  As
the year progressed eighteen students expressed surprise at the level of
homework that they were receiving. Despile their expectations that they
would have more homework than at primary school, students were
discovering that the homework demands being placed on them were
lighter than they expected. Initially, cight students suggested that this may
have been because the teachers were letting them settle in, but as the year
progressed, and the situation remained the same they accepted the fact that
little homework was set. In many cases homework consisted of
completing unfinished class work, therefore a student who worked in
class could avoid much homework.

The only exception to this response came from the six students who

had attended primary school 2A where the teacher had adopted a policy of
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setting no homework. These students, not surprisingly found that the
homework demands now being placed on them caused some d.ifficulty
with relation to time management, particularly when extended
assignments, or assignments in which no class time was allowed were
involved. "We never had homework last year and now it's really hard to
make myself sit down and do it."(TI}, "We didn't get any (homework) last
year so it doesn't have to be much to be more." (H])

Students reported that when completion of unfinished class work
was set as homework, then the level of homework was higher than in the
previcus year. However, they noted that in this case they had some
control over how much work had to be completed at home because they
decided how much werk they completed in class, "it's mainly finishing
work off from class. If I did mare work in class I wouldn't have to finish
off at heme. 1don't really care.” (JC) Studenls expressed surprise that the
homework demands were lighter than they had expected, "I'm really
surprised."(MF), and "My Dbrother seemed to get more last year"(AD)
Students seldem completed work at home or set themselves work to do
which was not required by the teacher. Only (wo students reported that
they would complete werk thal was not going o be collected or assessed, "1
know [ should de other work but 1 don't. | only do it if the leacher is going
to collect it or if it counts towards grades.” (NI} Students commented on
the volume of work that they received in class but expressed litlle concern
at being unable to complete all work because only tasks that were used for
assessme: v appeared to be valued.

While the independent setting of persenal out of school work was
not a formal school expectation, it was an informal expectation of teachers
that students would be self-regulating and able to initiate school related
work independently. The ability to be a self-regulated learner, monitoring

personal performance and pulling in place actions that compensate for any
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shortcomings is viewed as desirable (Biggs & Moore, 1993). Surface
approaches to learning are typified by behaviours which include not
reading beyond the work which is set by the teacher and reliance on rote
- learning of information. Such a surface approach is self limiting and
uwsually adopted by learners who simply want to satisfy the demands of the
system. The ability to change tasks to make them more interesting and
challenging is a dimension of adaptive learning behaviour which
facilitates learners dealing more effectively with new and difficult learning
environments. (Rohrkemper & Corno, 1988).

Students who adopt a deep approach to learning are more likely to sct
their own homework if none is set or to extend the work which is set to
include aspects that are of personal interest ar which facilitate their own
understanding of the topic. The exlensive research into approaches to
learning and their relationship to learning shows the surface appruach is
negatively related to performance (Moore & Telfer 1990; Ramsden &
Entwistle 1981}, while the deep approach leads to more complex response
{Biggs, 1989), and achieving approaches are related positively to
achievement {Watkins & Hattie, 1990).

Ancther feature that caused students much initial and subsequent
surprise was the level of difficulty of work that they experienced. Twenty
two studerts described class work as being the same as, or casier than Year
7 work. Many students described it as work they had done before. Again,
students attempted lo explain the situation in terms of teachers letting
them settle in or giving the teacher the opportunity te find out what they
could do. However, over the course of the year students expressed some
disappointment and boredom at doing the same level of work, "l was
surprised that the work wasn’ hacder, this is prelly boring.” (AD} These
comments are similar te those reported by Feuracre (1991). This is similar

to the findings of Powell {1982) who found that Year 8 students regarded
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secondary schoo! mathematics as a boring repetition of what had aiready
been covered.

Three students were pleased about repeating previous work as this
gave them the opportunily fo improve their skills and understanding.
They believed that the extra exposure to the work was beneficial, "Doing
the same work as last year means it's like a review, that means I can get
the work right." (FR)

By the third interview, students who were in the highest pathways
described the workload as heavier and pace of instruction as faster than
previous work. However, they did not perceive it to be more conceptually
difficult, "We do more work and we do it faster. But it isn't harder. Not
like the difference between say Year 6 and Year 7."(SR), "Like in maths
sometimes when we do new work it seems hard but it really isn't. It's just
because it's new. It's keeping up witﬁ the work that's hard." (NC).
Students viewed new work as more challenging than work with which
they were familiar.

Seventeen students suégesled that basically all schools were the same,
“School's schoal. They're all the same.” (MI}. However, they identified a
number of differences between primary and secondary school. These
included obvious physical differences such as specialist rooms with
appropriate facilities for particular subjects such as science, art and dance.
Students also acknowledged the wider range of subjects that they were
now studying "Well, we get tc do different subjects. Especially dance, but
there's 'home ec.' and industrial arts that we didn't do.” (OT), "We never
did any art last year, this year we do.” (T},

Twenty students reported that teacher instructional behaviour was
different from that which they had become familiar with at primary
school. Again, the speed of instruction and amount of content covered

were identified as major differences. Students reporled that the teachers
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presented work in a way that made it seem "more important”, and that

there was a greater use of individual work and working from textbooks:

We do much more work on our own. The teacher just tells us what
to do and we go on with it."{MF),

"We just work out of our book or worksheets. We do so many
worksheets." (AD),

"The teachers here don't seem to talk much to kids. They just tell us
what to do."(MI).

Students reported little use of cooperative or group work methods
and described most class sessions as comprising some teacher instruction
or demonstration followed by students working en individual seatwork
activities, “We don't do much group work. Actually we don't really do
any here." (FR} Students deseribed the classrooms and instruction as being
far more individual "We do more work and more work on our
own."(FN). This related to the nature of tasks and work as well as the lack
of group reward systems or identity, The group performance of science
experiments was the only example provided of situations where students
worked cooperatively.

Twenty students believed that most secondary school teachers treated
all students in the same way, Students had a generalised view of teachers
and teacher behaviour, explained as being "the way that teachers treat
kids" (OI) and "Teachers are teachers. They really all expect the same sort
of things.” (M1} Some teachers were seen as siricler or less fair than others,
Students made these decisions on the basis of aspects of teacher behaviour
relating to homework and impaosition of sanctions and penalties for late or
non-submission.  Again, the role of assessment was important. Andrew
expressed a strongly held view that, "There are some teachers who are
really strict and unfair. They pick on kids," However, this view was not

widely held.
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Twenty students believed that teachers treated them in the same way
at secondary school as they had been at primary school and expressed some
surprise at this, "I thought we'd be freated more adult but we're not really.
. . . just not having to say good morning.” (FN). However, nine of these
students believed that this was another example of typical teacher
behaviour, "We get treated just like teachers treat kids." {DE} Those
students who believed that teachers treated them dilferently suggested that
certain teachers were unfair and made personalised judgments, relating to
their own experiences, "Some teachers are really mean, Ms C was fair and

not mean." (AD)

Beliefs Abowt Sccondary School

Students were asked to describe what they believed was important
about secondary school, and the types of messages that they had received
from teachers, parents and peers. Twenty three students believed that
doing well in secondary school was important and again they supported

this belief with reference to the economic situation:

It's important to do well if you wanl to get a job. It's a jungle out
there" (TQY),

"You hear so much about unemployment on the TV and from
parents that you have to gel good marks il you want to have any
chance of getting a job at the end."(AD),

"Gond marks are important for a job at the end. That's more
important than feeling good about what you do."{NI)

Not all students believed that it was important to get good marks.
Three students reported that they believed that just getting through and
avoiding failure was all that was required, "I don't care about doing really

well. Ijust don't want to fail.” (JC)
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When asked about the messages that they were receiving about
working at secondary scheol, five students expressed disappointment and
said that if they were only being asked to produce last year's work then
there was no point in trying. There was also a belief developing that the
important thing about doing work at secondary school was to finish it and
hand it in. Submitting work on time was seen as more important than
doing the best possible job by 21 students. Stipek (1986) suggests that
emphasis on submission and the imposition of penalties can have an
adverse effect on students’ achievement motivation because of the
attention focused on submission at the expense of quality work. In
addition to this it seems that such an emphasis conveys clear messages to
students regarding the aspects of school work that are valued by teachers
and the system.

Students were questioned about the standard of work that they were
now submitting and their perceptions of the important aspects of working
af secondary school. Nineteen students admitted that they had submitted
work this year that they would not have handed in at primary school and
this was attributed to the pressure to submit work on time. The penalties
impnsed for late submission were seen to outweigh the benefits derived

from spending more time to produce good quality work:

I know that I've handed in work that I wouldn't have handed in to
my teacher last year. (WD),

You lose too many marks if you hand it in late. It's not worth taking
extra time to do a better job, (NI},

Getting work in on time i important, it's more important than in
primary school. And it's more important than doing a good job at
the expense of getting it in on time. (NC)
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Beliefs About Academic Performance

Students were questioned about various aspects of their perceptions
of their academic performance. Questions related to their awareness of
their performance, the criteria against which performance was assessed
and their interpretations of the academic "culture” of the secondary
school.

While the assessment system had been explained to students and
they were aware of its importance, they had little understanding of how it
operated. Students had a clear knowledge of the hierarchy of grades and
equated them to grades awarded in primary school, but there was little
understanding of what was invelved in achieving each grade. Students
did not know what aspects of work marks and grades were awarded for,
and despite expressing a desire to improve grades they did not know what
to do to achieve higher grades. The common tespoise was a will power
statement that involved no strategy. Studenis said they would "try
harder” to get a better grade, but were unable to describe spécific
behaviours related to this respense. They reported receiving little specific
feedback from teachers about the strengths and weaknesses of their work,
and little information about the aspects of work that were most important.
One student stated that she would set her own criteria for task
performance. However, this response was nol informed or related to the
teacher's performance standards, "I wouldn't listen even if they told me
what I had to do. 1'd do what I wanted." (M1)

Students used various sources of information to make decisions
about their progress. In some cases they had received interim reports for
certain subjecls. Respunses varied bebween students and within students,
depending on the subject invelved and the amount of feedback that
individual teachers provided. In subjects such as home economics,

industrial arts, art and business communication where students had
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classes only once a week it was common for them to have little idea of
their progress. All students frequently mentioned that they found it
difficult to approach teachers or to find a convenient time to ask about
progress or discuss problems, "It's harder to see the teachers and talk about
how we're going.“(NI), "Some teachers don't seem to want us to ask what
we've done well or badly.”(H]) However, one student identified teacher
practices that she found helpful in informing her about the requirements
for various grades, "Our English teacher puts 'A" work up on the board.
That's really helpful to me. I wish other teachers would do this. We
usually just get a mark and we don't know which bits were good."(TI}

Fourteen students reported that they did not understand the
assessment process or the meaning of various grades. Similarly seventeen
students were unable to name the pathway they were in or the number of
the unit ihat they were studying. Whether.this is because they had not
been informed, had not paid altention or did not care is not clear,
However, generally students in the lower pathways were least aware of
their placement so it may be thaf teachers of these students do not make
them aware of the status of the pathway or that the studenls choose not to
acknowledge this fact.

Several students had just experienced changes in their pathways and
reported that this had provided them with information about their

progress in those subjects:

I got put up to pathway 1 that must mean I'm doing okay. (NC),
I got moved to pathway 2 for English. I'm glad because the work
was too hard, there was so much of it that I couldn't do it. This is
better. {JC),

I would rather be in pathway 2 and getting A's than getting C's in
pathway 1. (WD).
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These students based their decisions about their progress on the
marks that they received from their teachers. They appeared unable to
make their own judgments about their progress through self evaluation -
and self monitoring of performance and were reliant on information from
an external source to inform them of their progress. These students
appeared passive, not engaging in any behaviours or strategies to monitor
their own performance.

Most of the students were zatisfied with the marks and grades that
they received, believing them to be fair and to refiect the cffort that they
had put inte the work. Students who believed they were making
satisfactory progress accounted for it in a number of ways, all of which
related to the level of difficulty of the work or familiarity with the work,
"It's heen easier than I thought.” (KT}, 'I never thought it would be this
easy.” {JC), "I've done all this work before. Of course I'm doing well."
{MF).

By half way through the first semester several inslances had emerged
of students who had decided not te work. One of these was a girl who did
not like school and was part of a peer group in which academic
perfoermance was net valued, "Tt's not cool to do well in school. 1 don't
want to fail but I don't care about doing well. F'm happy with a C." (JC)
Another was a girl who had previously set and achieved secondary
standards for herself. She had stopped trying in response to the level of
work which she perceived she was being asked to perform, "If they are
only going to ask me to do last year's work why should 1 try?" (MF} The
sentiment, "T only really try hard on work that's going {o be assessed” (NI}
was commonly expressed and is possibly a reflection of the evaluative
climate of the secondary school, Students expressed disappointment at a
number of the academic aspects of secondary school including lack of

challenge and interest in assigned work, but did this in a resigned manner.
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There was no sense of outrage that they were not receiving instruction in
challenging content or that they were being "cheated” in some way.
Rather, they seemed to adopt a passive student role in which they

unquestioningly accepted the events that they experienced.

Summary

The students were actively trying to piece together the messages that
they were receiving from teachers, peers, school administrators and
parents. In addition to this they were attempting to relate their
experiences to their expectations and often discovered contradictions and
mismatches, While their expectations had focused positively on the
academic aspects of secondary school these were not matched by their
experiences. Rather than being challenged by their learning tasks they
were confronted with work of the same level they had previously done.
Their experiences with new subjects had been generally positive but there
was a sense of disillusionment with academic aspects of secondary school
which had failed to live up to expectations. This was not accompanied by
any strength of emotion, rather students accepted their role in a resigned
manner. In addition to (his was a more serfous outcome. Ten students
had responded to their perception of the academic demands of secondary
school by adopting a more negative attitude to schoolwork. This was
magnified by an internalisation of the message about handing work in on
time taking precedence over quality and effort.

The actions of these students in trying to make sense of the world of
secondary school focused on the “surface” messages and aspects of
schooling. They identified and reacted to obvious teacher messages about
submission of work but had made little progress in analysing their own
performance or identifying fhe standards of work that were expected of

them. Where students identified a work standard it tended to be minimal
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and students did not appear to employ strategies that helped them to adapt
to secondary school. In many cases they replicated the behaviours of
primary scheel. There was a streng sense of passivity as students did not
exert effort to discover what was required of them or to develop an
awareness of themselves as learners.

The experiences of these students reflect similar themes to those
identified in previous studies {Cotterell, 1979; Cotterell, 1981; Po_y_ver &
Cotterell 1981). It seems that the process of transition from primlléry to
secondary school is simple and untraumatic for those involved. Students
believed that they had made the change effectively and within a short
time frame, “Really, all schools are the same" (JC). Their major concerns
had been with the organisational aspects of the change, dealing with a new
physical location and new teachers, N

Students had approached the move to secondary school
optimistically and their expectations targeted the academic aspects of the
new school situation. It is in this area that the greatest disappointment
resulted. Students did not believe that they had received more
challenging or difficult work, the work and homework loads were no
heavier than primary school and some of the messages about performance
served to demotivate students. Although this has been reported in
previous studies (Fouracre, 1991; Garton, 1986; Powell, 1982) it seems that
little has been done to change this situation.

The social side of schooling continued to be viewed positively by
students who took the opportunity to make new friendships and continue
old ones. There was a generally held belief that other students at all levels
of the school had been helpful and supportive. Students reported that
clder students had been helpful in providing assistance in finding their
way around the schoel in the early days and that there had been no

occurrences that communicated messages about the inferiority of Year 8's
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in the school structure. No student reported expetiences involving
infimidation or bullying and this seemed to pilay no part in their
experiences of secondary school.

It would seem from this that the aspects of secondary school where
the reality is inferior to the expectation are those instructional features
which are most under the control of teachers. These are the areas of
concern. If students respond to the new situation by withdrawing or
diminishing their efforts and seeing school in a less positive light, then
the effect on their future academic performance and opportunity will be
detrimental. There is also a lack of knowledge on the part of students who
wish to achieve well about exactly what they have to do in order to
improve their grades or achicve positive outcomes. Students enter
secondary school with inadequate cognitive maps of assessment and
content and this is exacerbated by lack of information about the criteria
and demands of the new siluation,

Those areas of the transition from primary to secondary school where
the reality was equal to, or better than students” expectations were those
where there was less teacher involvement. Non-academic areas such as
socialisation were viewed pesitively by students. Tt also seems that the
organisational aspects of the transition were effectively handled by the
schools involved but the larger issues of teacher expectations and student

academic achievement require altention.

Conclusion
This chapter presented the data relating to the group of students as
they made the transition from primary to secondary school. Little positive
change occurred in students' academic achievement as measured by the
MSE tests. Interview data show that studenls were optimistic about the

move to secondary scheol and expected that academic work in secondary
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schoo! would be different, interesting and challenging. Their experiences
in the secondary school led them to believe that the work was no more
interesting or challenging than in primary school and they interpreted
clear messages about the importance of submitting work rather than doing
the best job possible. Students described the transition as relatively
painless and all expressed initial satisfaction with secondary schoel.
However, for some the "honeymoon period” was brief and by the end of
the first term a degree of dissatisfaction had emerged. With the exception
of one female student whose academic performance improved students
reported dissatisfaction or baredom and negative attitudes towards
schoolwork began to manifest themselves. Students believed that they
were performing well but many attributed this to the level of difficulty of
the work. In addition few students had knowledge of the nature and
function of secondary assessment practices and none could describe what
was required in task performance. Students' attributionfl'.for success and
failure became more external suggesting that students _,__fe'.].t less control over
their performance in achievement related situations.

It would seem that these students interpreted particular messages
about the importance of schooling in gencral and aspects of achievement
in particular. These messages, communicated via instruclional content,
practices and teacher behaviour, suggested to students that the first year of
secondary school {at least) was not a time of academic challenge. Students
were faced with academic tasks which they believed to be of the same level
of difficuity or easier than the previous year and were given little
information about assessment criteria. In addition, the emphasis on
handing work in on time was interpreted by students to mean that quality
of work was of less importance than prompt submission. Students

appeared to respond to these messages by developing less positive
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attitudes towards learning and school and accepting less responsibility for
their academic outcomes,

This chapter has presented the dafa for the group, and of necessity
generalisations have been made, Chapté'r'.Six will present case study
student data which will allow greater exploration of the relationship
between student experiences, cognitions about learning and success, and

their affective responses to the situation.
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CHAPTER SIX
Case Study Data: Results and Discussion

Intreduction

This chapter summarises the results from the case study. data
collection. The six cases provide examples of the ways in which students
experienced and interpreted the shift from primary to sezondary school
and the resulting changes in dimensions of the constructs of self-regulated
learning and motivation. Data on vach of these students are presented
and discussed under the following headings: Background, expectations
and experiences of secondary schoel, academic performance, teacher and
self performance ratings, attributions for success and failure, and use of

strategies.

The Cascs

Six case studies were selected from the group of 24 target students.
Case study students were selected after the second interview in- Year 7.
Criteria for selection included membership of the grecup of students in the
study, the level of refiection demonstrated by students, their beliefs about
school in general and secondary school in particular, and primary school
teachers' predictions about their capacity to adapt successfully to secondary
school. Attempts were made te achieve a gender balance in selection and
te maintain equal representation from feeder primary schools. The final
sclection af cases included four girls and two boys representing eight
classes from four feeder primary schools. Table 16 presents a summary of

data relating to cascs.
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Table 16
Summary of Case Data at Years 7 and 8

Name Class MSE Test Scores Altributions  Stratepy Gender
English Mathematics

read  wite  meas  space  nam  suce  fail
Year 7
Neoma 1A **30 14 4 10 14 E L H F Low
Robert 1B 28 9 6 7 9 E E 5 M Cope
Michelle 2A 21 10 6 % T E H F  High
janene 3a 24 7 8 13 18 E A H F Low
Felicity 3C 26 7 3 7 W E L H F Cope/Hi
Andrew 4A 40 & 5 5 17 L. L H M Cope/Hi
Year 8 b
Neoma #3416 14 12 15 E L 5. F
Robert 28 7 12 9 1 T E oM
Michele ¥ 7w e9fu T LS8 F
Janenc 26 7 12 12 16 T E H F
Felicity 2 9 9 7 9 A A H F
Andrew 38 4 0 1 13 E L M

Mote:  Adtributions: Az ability, T: task, E: efforl, Lt luck

] .
Strategy: H: get belp (from leacher or friend), S: attensptisirategy, G give up

** denoles performance above the benchinark

* denotes performance below the benchmark
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% Teacher Interviews

Year 7 teachers were interviewed about each of the case siudy
st'u_}%ent's academic performance, academic behaviours, participation style,
anél ability to adapt to secondary scheol. They were also questioned about
their own approach to teaching and their beliefs about the academic
demands that secondary school was likely to place on students. Year 8
teachers were inferviewed about their own beliefs about the skills and
capabilities of Year 8 students in general, their expectations for Year 8
students and their approach to teaching. They were also interviewed
about each case student's academic performance and in-class behaviours,

Teacher interviews ranged from 30 minutes to 1 hour.

€

Bl T

Shudent Interviews

In Year 7 students were interviewed about their expectations about
secondary.school, learning behaviours, beliefs about schocl and school
learning, achievement related goals and knowledge about secondary
school. The semi-structured interviews included hypothetical situations
in which students encountered problems in learning situations. Students
were asked to describe their responses in the situation sclecting from ask
for help, use a strategy or give tip. FPollowing this they were asked to
explain whether this was their normal response to difficulties and to
explain the factors that would affect their choice of action. Students were
also asked to rate their own classroom performance in relation to their
peets and to describe the infermation upon which they had based their
decision. Information relating to students’ attributions was collected by
asking students to remember instances where they had received higher
and lower marks than they had expected. After describing the particular

example they selected the attributional cause that they believed
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responsible for the outcome. Following this they were asked if this was
usually the reason why they performed well or poorly.

In Year § students were interviewed about their immediate and
subsequent responses to secondary school, learning behaviours, beliefs
about school and school learning, and achievement related goals. In the
semi-structured interviews they completed similar activities relating to
attributions, self perceptions of achievement and use of adaptive
behaviours as they had completed the previous year.

Case One: Neoma
Background -

Neoma was in class 1A. Her classroom tgaqher was a male with
twelve years teaching experience. Neoma was the oldest child in her
family, she was a student councillor and was described as being well
organised and responsible. She was observed to have very good "people
skills" interacting comfortably with the vesearcher, teachers, school
visitors and younger members of the schoel, Her carcer goals

encompassed a desire to be a doctor or physiotherapist.

Expectations and Experiences of Secondary School

Expectations of secondary school.

In the first interview Neoma reparted that she was looking forward
to secondary school because "that means the end of school is closer, I'l get
out of school quicker. But I'm not looking forward to being the youngest
at high school.” She alse felt very optimistic about the opportunities that
secondary school would present for meeting new people and making new
friends but acknowledged the importance of existing friendships, " hope I

keep all my old friends because we've always been friends.”
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Neoma liked primary school especially "things like maths and spelling. 1
like most subjects and meost teachers.” "I like school because it's fun and
it's important.”

In later interviews Neoma described good secondary school students
as people who "practised at schoolwork” and accepted responsibility for
their own iearnir_u_g. She reported that she intended to do these things
because "l want to. get high grades so 1 car get a good job when I'm older."
Neoma described her planned behaviour at secondary school in the

following way:

[ want to get good grades. To get high grades I'll have fo listen to the

 teacher and take it in, I'li have to ask the teacher questicns if I don't
know. Presentation is very important so I'll have to spend time on
that. There will be more to take in 50 it will be harder.

Neoma was concerned about finding out about the organisational
details of secondary school. "I'd like to know my way around, and get
some practice at doing this. I'd also like to know some feachers’ names, 1
think that'd be helpful." Her vision for Year 8§ focused on academic
achievement, "Getting what I want, that is, good marks”, and social aspects

of schoo}, "T want to Le happy, have fun and get along with everyone."

Experiences of secondary school.

In the first interview at secondary school Neoma reported that she
had experienced no difficulty in settling in to the school and coping with
some of the things that she had expressed some concern about in Year 7.
She had not got lost, and negotiating her way arpund the school and
thrﬁugh the timetable had presented no problems. She reported that she
had fonnd other students and staff to be helpful and cognisant of the .

possible problems experienced by new students.
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She was positive about her early experiences of se;:ondary school but
expressed surprise that "The work isn't very hard. Lots of it is easier than I
thought it'd be, it's easier than last year.” In response to questions
regarding the difficulty of the work she had encountered, Neoma

commented:

It's good when the work isn't teo much of a challenge. If it's too
hard you concentrate so hard on working it cut that you farget the
work that's behind you and don't concentrate enough. It's better to
know what you've done really well.

Neoma's first experiences with the lavel of difficulty of academic work
provided her with support and reassurance. She viewed the work in a
way that allowed her to capitalise on the opportunity to consolidate her
previous learning. As the year progressed Neoma continized to report that
she was not finding the work much harder than in the previcus year. The
only exception was in some of the mathematics topics where unfamiliar '
concepis created "a big jump in the difficulty”.

Neoma reported that all her teachers had given clear messages about
the importance of assessment and of submitting work on time. Grades
were seen to be very important and Neoma respended to teachers'
information about the work that counted towards grades by trying much
harder in those situations. "We know that we have to put the effort in on
those things, the teacher makes that clear.” Neoma's own achievement
goals appeared to focus on mastery. She believed that getting good grades
was important and she wanted fo achieve them, but claimed the most
important aspect of learning was understanding the subject. She saw
school learning as interesting and important.

Neoma related her surprise and pleasure at receiving an A+ grade for

an English assignment. She had been particularly surprised at the grade
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awarded, "T didn't know that was a possibility. [ knew I'd done a good job
but didn’t know you could get A+'s." Neoma believed she wus doing well
in all subjects, particularly English, "I know that I'm very good at English.”
She had based this judgment on the marks and grades she had received so
far and reported that apart from graded work, she had received very little
written or verbal feedback from her teachers.

While achieving good grades was important to her, Neoma was able
to view making mistakes as an important learning experience. In
describing a maths test in which she scored a mark of around 70% Neoma

explained:

I got a section wrong because I didn't understand it, I think it's good
that I didn't get it right because now I'll learn it and the teacher will
explain. If I'd got it right then I would have thought that [
understood it and I don't.

When discussing the criteria required for achieving good grades
Neoma explained the role of presentation "li isn't so important at high
school, it's more important to present your work so that it's legible and to
show you've used appropriate presentation and layout for the job." She
reiterated the importance of getting work done and handed in on time:

That's mocc imipertant than in primary school and is more
important than doing « really good job (at the expense of handing it
in on time}. You lose more marks for being late than you'll make
up by doing a really good job.” She was unable to describe clearly
any other criteria for particular types of work.

Despite the fact that "everyone” {meaning teachers and parents} had
told her that secondary schocl meant lots of homework, in her experience
this had noi been the case, "It doesn't seem to. [ do a maximum of one

hour homework a night. That's often finishing things off frow class, it's
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not as much as I thought I'd get and isn't often different work (from
class).” .

By the end of first semester Neoma reported an increased workload
in maths "We're getting lots of assignments.” She had been receiving
high marks for her work but had also experienced some difficulties with

certain topics:

I had a bit of trouble on area, I don't know why I had trouble, I got
most of it right but I was so good at it last year. That gave me a
shock. Ihad trouble with rates, knowing and remembering the right
formula. I've worked out what's causing me problems and tonight
I'm going to go home and practise.

She continued:
I'm not sure how 1 feel, it's unusual for me to have trouble in
maths. I'm going to practise and work out how to work it out. It's
remembering all the formula. I'm having a bit of trouble with pi, I
had trouble with that last year.

Neoma reflected on her learning experiences and the way in which
she approached tasks and identified her areas of weakness. She was able to
respond appropriately to overcome these weaknesses.

Despite experiencing some difficulties with mathematics Neoma's
response to secondary school remained positive, "Things at high school
are getting better and better. Apart from pi things are really easy, I find the
work easy to do and cxpect to get a good mark” Neoma had been
promoted to a higher "pathway” in maths and expressed frustration at

being unable to contact her teacher for assistance:

I was going to go and sce him and get him to explain formula to me
but I thought I'd try to work it out at home first. 1t's really hard to
get to see teachers at high school. It's much harder to track them
down at high school and they have o rush off to next class. It was
easier at primary school if you wanted to talk to a teacher about

~ problems,
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Neoma also expressed positive responses to science based on the
subject content and the greater degree of active involvement, "Science is
brilliant. ! find it very interesting and am enjoying it. This year we're
doing it not just talking about it." On the basis of the marks that she had
received Neoma believed that she was good at science.

By the end of first semester Neoma was still unable to describe clearly
what she had to do in order te get good grades. Her responses focused on
effort and presentation statements. She spoke in general terms about
trying hard and described the type of presentation that was required at
secondary school but was unable to be more specific in describing the task

related demands of each subject or activity:

When [ do a piece of work I put my best effort in. I try to put effort
inte main ideas, the right thing, correct information. This year
everything I do is relevant, last year I used to put extra pictures and
things in that weren't really relevant, Now if it isn't relevant 13
don't include it, it's not important for it to look so nice this year."

Neoma acknowledged that she was doing well at secondary scheol

and that she was an intelligent student. She accepted responsibility for her

el

acadetaic performance, attributing it to her ability and effort:

I guess [ get good marks because I'm 'quite smart', I also try very
hard and put my best effort in. I put all of my effort into my
assignments, make my work look nice [but 'worklike’]. T also think
I have a pretty good memory and that's impertant to remember
formula [sicland how fo do things. You also need to be able to
remermber work that you've done before.

Neoma identified some of her teachers as "strict" and asscciated
those teachers who wete strict and had control as those in whose classes

most work was achieved, She noted only one subject which she did not
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like and attributed this to the fact that the teacher could not control the

class and that very little work got done.

Academic performance.

Table 17 presents Neoma's performance on the Year 7 (stage 6) level |
MSE mathematics and English tests at Year 7 and Year 8, She scored above
the Year ¥ benchmark in English at Year 7 and 8, and within the
benchmark range of scores for all mathematlcs strands at Year 7 and 8.

Neoma's performance ore the MSE tests in Year 8 resulted in shghtly
higher scores on the reading and writing strands for English .
Standardised scores for the mathematics tests showed a slight decline i
her score for measurement and an increase in her scores for space é’i\_d\
number. Neoma was one of the few students in the group who

demonstrated improved outcomes on most dimensions of the tests.

Table 17
Raw and Standardised Scores on MSE Mathematics and English Tests" at
Year 7 and 8 Neomn

English ) Mathematics
Reading Writing Measurement  Space Number
Raw Stand. Raw Stand. Raw Skand. Raw Stand. Raw Stand.
Year 7 **30¢ 0 *14 0 & 998 10 10000 14 .216

Year 8 **34 0 **16 0 14 893 12 12000 15 863

* denotes performance above the benchmark
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Teacher and self-ratings of academic performance.

Neotma's Year 7 teacher rated her mathematics performance at 6,
"she's around average." Her performance in the area of English was rated
at 7, "She does some good writing, she always tries hard." Neoma's
general academic performance was rated at 7, "While she isn’t up there
with the high fliers, she's a good solid student. She's studious and weil
organised." Neoma's teacher rated her social performance at 8, "She's on
%hé student council and seems to get on well with most of the students.
Neoma is a lively and well liked student by her peers and teachers [sic]."

“"“* Her Year 7 teacher believed that Neoma was a student with potential,
who would handle the transition to secandary schocl effectively. He saw
no risk for her in this area. She was described as well organised, showing
the most initiative and best organisational skills of all students in the
class. Neoma was essentially a task oriented and academically successful
student. Her teacher described her as well behaved and cooperative in
class, willing to tackle almost all questions. He said that she was the type
of student to whom he was likely to direct difficult questions, sure in the
knowledge that she would be likely to answer most of them correctly. Her
teacher reported that he liked her as a student and that she was well liked
by her peers. On the basis of classroom observations and her teacher's
comments, Neoma was classified as a Siccess student.

Neoma rated her own mathematics performance at 6, "1 think I'm
okay at maths, 1 didn't use [sic! to think I was any good at it.” Although
she described creative writing as her best subject she rated her English
performance at 5 because "there are lots of people who are better at all
English things than me. 1 sometimes make stupid mistakes in spelling.”.
Neoma was one of only two students to score above the Year 7 benchmark
in reading and writing so her self-rating of 5 would seem to be to be™

inaccurate. Neoma rated her overall academic performance at 6 and based
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this on the marks that she had been receiving. Her social performance
was cated at 9 'T think I get on well with everyone. In this class most
people like each othar."

In rating her own performance Neoma used her "own performance
to judge how I'm going at school, what Fm good at, and things 1 know I
can do." She cited specific ex’émples of tasks that she believed she could do
easily and that she thought she was "good at". She also reported that she
"also use(d) the sort of marks I get back from the teacher.”

"My best subject is creative writing, | always get top marks, stickers and
‘excellent work' comments. [ really like it and take time with it.
I didn't think I was very good at maths and I got a good mark."

Most class work was partner marked, term tests and final copies of
writing tasks were the only work marked by the teacher. Neoma believed
thai she had a good sense of how she was going in class but did not want
others to know publicly. She believed that she was doing well, better than
many students in the class and did net want to be seen to be better than
others or "stuck up". She reported that the teacher informed students of
their progress in private conversations and Neoma believed that the
teacher provided this information to all students,

Necma was ane of two students who consistently rated her academic
performance lower than her teacher. Her explanatory statements suggest
that she believed that she was making an accurate judgment, and she
reported that her teacher kept her informed of her progress. However, she
continued to perceive her academic performance te be lower than did her
teacher and peers. It may be that she and her teacher held different
conceptions of how her performance should be described. However, as
other students in her class reached agreement with the teacher's rating, it
seems that Neoma did not share the teacher's view of performance

standards in relation to her own performance.
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In Year 8 Neoma's mathematics teacher rated her academic
petformance at 7, "She's quite a good student, she's working well and
always tries." Neoma's performance in English was rated 9 by her teacher,
"She's produced some very good work, she's one of the best in the class.
Excellent."

Neoma rated her own performance in mathematics at Year 8 level at
8, "I got 10 /10 for my last aséignment. [ had a bit of trouble but [ got it

,-};-rfgt‘lt.. I think I'm getting better marks than most people. I find it easy to
| do and 1 expect to get a good mark." In the following term Neoma was
promoted to the highest mathematics patln-."'lﬁy. Neoma had received very
high marks for work submitted in English and rated her performance in
that subject at 10, "I got an A+, that's amazing. I knew Idid a good job but

I didn't know you could get A+."

Comparison of teacher and student rotings.

At Year 7 there was agreement between Neoma and her teacher in
the rating of her performance in mathematics. It may be that she was
skilled at reading the messages that her teacher gave about her relative
performance within the class or that the marks she received allowed her
to make accurate judgments about how her performance compared to her
peers. In this situation Neoma and her teacher viewed her position in the
class in the same way.

When rating her performance in English Neoma rated herself below
her teacher. This may be because of the mare complex makeup of the
English subject area including components such as spelling, grammar
reading and writing. At primary school English is not treated as a discrete
subject so perhaps the artificiality of this category made judgments

difficult. It may be that Neoma and her teacher used different
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combinations of these components when making judgments about her
performance.

In rating her general academic performance Neoma rated herself
lower than her teacher rating. Again this may be a function of the nature
of this category and student difficulties in aggregating performance across
subjects.

As was common across all case study students Neoma rated her social
performance higher than her teacher. Within the larger group, there were
no instances where students rated themselves lower than their teachers. It
may be that teachers have limited knowledge of students' social roles and
judge students’ social performance on classroom observations and limited
out of class interactions. It is possible that individual students protected
themselves by rating their own performance generously. However, it
would seem that this is one area where teachers have less information
available to them for making decisions than do students.

In Year 8, Neoma's self-ratings of academic performance were higher
than those of her teachers, This is in direct coﬁtrast to her self-ratings in
Year 7. It may be that in the more diverse heterogeneous primary
classroom her judgments were accurate for her, in relation to the rest of
the class. In the more homogeneous Year 8 classroom with less diversity
of ability she could identify herself as among the best of that particular
group. Her promotion to the upper pathway in mathematics suggests that
this was an accurate judgment. It seems that for Neoma. the more
homogeneous classroom provided her with the opportunity to
acknowledge her academic performance and ability. With a narrower
range of performance against which to judge herself she was more willing
to acknowledge that she was "good at" a subject. Differences in the timing
of the collection of data relating to self perceptions of performance may

explain some discrepancy. Year 8 ratings were taken at the end of first
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term and the Year 7 ratings were taken at the end of Term 3. It may be that
Neoma was still learning to read the signs about how her performance

compared to that of others in the class.

Attributions for Success and Failure

Attributions for success.

In Year 7 Neoma attributed her academic success'to her effort, she
perceived "trying hard" to be the primary cause of success. Néoma
acknowledged that she was the person responsible for the degree to which
she was successful on various academic tasks, and that success was within
her control, "If I try harder I'll do better, I get marks depending on how
hard 1 try." She demonstrated reflection on her own performance and
ways in which her attributions had changed, "Unfil I started fo get better
marks T used to think that other things were responsible for my marks.
Now 7 think they're just giving me what I'm asking for if I try really
hard."

She identified trying hard as being an important aspect of being a
good student, one that she believed teachers desired and locked for in

students:

I always try hard and the teacher wauld say I try hard, he makes
comments that I'm a good student and that I try hard. He thinks
that [ deserve the marks [ get. This feels good, 1 like getting
something out of what I've done. For example if in maths I get a
really low score I'm not exactly disappointed in myself but I just
think that I've really got to try harder to get what I'm trying to get.

In Year 8 Neoma continued to attribute her academic success to effort,
and viewed ability as the next most important factor influencing the

extent to which she was successful on academic tasks.
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Neoma's attributions for success were generally stable from Year 7 to
Year 8. The primary factor to which she attributed ¢ «zess was effort, or
trying hard. There was some change in the pattér:':l_.of attributions as
Neoma attributed success in Yélar 8 to effort and ability compared to a
combination of effort and luck in Year 7. Neoma's attributions for success

became more internal in Year 8.

Attributions for failure.

In contrast to her attributions for success, at Year 7 Neoma attributed
negative academic outcomes to luck, a factor outside her control, "I
sometimes think I've done okay but then find out I've made lots of silly
mistakes, [ guess it's just bad luck.," However, this was combined with
statements suggesting that in order to do better she had to try harder, “if
like in maths [ get a really low score [ just think T have to try harder to get
a good mark.". Neoma's reasons for not doing svell could be interpreted as
being related to =ffort, remembering to check her werk carefully, and
taking more care with things over which she had some control. However,
she chose to describe these reasons as bad luck, suggesting that she didn't
see this as being something that she could or should de something about.
It is interesting to note the different emphasis that Neoma placed on
effort, allowing her to do better but not being responsible for her lack of -
SUICCess. )

Luck was the only factor to which Neema attributed her failure élt
Year 8. This demonstrates stability of her primary attribution for failure
from Year 7 to Year 8. The pattern of her attributions for failﬁre changed
with luck becoming the only salient factor in Year 8. Her attributions for

failure remained external anrl uncontrollable.
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Use of Stralegies

Use of adaptive strategies is an important aspect of students
developing the ability to become independent and self-regulated learners
(Biggs & Moore, 1993; Rohrkemper & Corno, 1988). During interviews at
Year 7 and 8, Neoma was asked to think of situations in which she had
recently; encountered problems or "got stuck" and to describe her
responses in those situations. In addition to this she was presented with a
mathematics problem and asked to select her most likely response if she
experienced problems in reaching a solution. She selected from paired
combinations of the responses asking for iely, employing a strategy (such
as remembering previous similar problems, dividing the task up into
smaller parts, looking for similar problems) or giving up. She was also
asked to describe what she normally did when she found tasks boring and
when she finished early in class, _

Neoma reported that when she was work_ing on a problem and cﬁu Id
not continue she was most likely to ask the .teacher for assistance. This
was followed by attempting some sort of strategic approach to deal with
the problem. She distinguished between getting stuck on an unfamiliar
problem in which case "I like the teacher to explain what we're doing and
how to do it", and a problem with which she wés familiar, when her

response would be more independent and strategic:

If I think I can do a problem [ try every way I can think of, use scrap
paper because I can’t keep it all in my head and I need to keep a
record of what 1've tried. I think about other problems I've done
which are similar. ] sometimes ask around, ask for hints, then more
clues and get a frst answer,

She cxpressed o strong dislike for being given the solution, "I don't
want to be told how to do it.” This type of response demonstrates adaptive

help seeking behaviour (Newman, 1991). Neoma considered the type of
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assistance required and planned her request for help before asking the
teacher. She also thought through the problem situation and made
decisions regarding when it was appropriate to seek assistance and when it
was appropriate to persevere. In these cases the seeking of assistarice can
be seen to facilitate learning. Neoma's behavicur supports the suggested
relationships between intrinsic orientation or mastery goals and help
seeking (Newman, 1990).

Neoma demonstrated an awareness of herself as a learner when she

described her experiences during Year 7:

At the start of the year my work wasn't very good, now I'm more
aware of what has to be done and find it easier. I wasn't good at
doing some things and wasn't keen on doing them. Now I know
how to do things I have some strategies that I can use to do things
correctly.

Neoma reported that she was most likely to finish off other work or
make a good copy of werk for submission when she found the work
boring or she finished early. She seldom crented tasks for herself or made
simple tasks more challenging, but would independently complete other
work that had been set by the teacher.

In Year 8 Neama reported that when she was "stuck” on a preblem or
task she was most likely to attempt to solve it herself, implementing
particular strategies to problém solve. If this was unsuccessful she would
then seek help from a friend. Neoma's approach to dealing with problems
changed from sceking teacher assistance in Year 7 to being more
independent in Year 8. She explained this shift in the souvce of assistance
by saying:

It's really hard to get the teacher's attention, It's much quicker to ask
the person sitting near you. Last year it was easier to catch up with
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Mr L and he seemed to looking for kids who wanted help. This year
the teachers only seem to look for kids who are mucking around.
I'm not worried about asking the teacher for help or saying that I
don't understand something. If I don't ask how will I find out? It's

" most effective if the person explaining to me explains the steps in
the procedure but alse explains why they are neceseary or
appropriate. Teachers here explain what has to be done clearly but
it's hard to get hold of them to answer your questions. If you don't
get them in class then you don't see them.

Neoma's willingness to seek assistance when required may be
associated with her increased self perceptions of performance. Newman
{1991} suggests that self perceptions of ability may predict help seeking
behaviour. Neoma's comments support Ames' (1933) suggestion that it is
likely that children who see themselves as academically competent view
help seeking as an instrumental strategy for classreom learning and that
they are likely to seek help when necessary.

Further evidence of Neoma's adaptive behaviours is provided by her
responses in situations when tasks were simple or she finished early
{Rohrkemper & Corno, 1988). Neoma reported that she would sometimes
extend a task to make it more interesting or challenging but said that there
were few instances where she finished work early enough in class to allow

her to do additional work:

This year we do lot more work so there isn't often free time,
Anything we don't finish in class is homework, so I guess that
teachers don't expect us to get through it all in class. I don't often
have times when 1'n1;.|_100king for something to do.
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Summary

Year 8 had been a positive experience for Necina. She enjoyed the
subjects that she was studying and was doing well in her studies. The
organisational aspects of entering secondary school such as finding her
way around and learning teachers' names had caused no problems and
had been resolved simply and quickly. While she had maintained some
friendships from primary school, Neoma was pleased that she had made
new friends and had met many new people. Her success at secondary
school had confirmed for Neoma that she was a bright student who could
achieve good grades if she decided to "put in the effort".

She expressed some surprise at the level of difficulty of the work in
secondary school, claiming it was not as hard as she had expected it to be.
Neoma also noted that the warnings of parents and primary school
teachers about the amount of homework had not been accurate, As the
year prograssed she commented that the pace and volume of waork in class
had increased, although the work was generally of the same level of
difficulty that she had experienced in the previous year. Neoma had
received messages that the important things about studying at secondary
school related to achieving good grades and handing work in on time.
She was not able to articulate the criteria required to achieve high grades
beyond handing it on time and presenting it in an appropriate manner,

Neoma was achieving satisfactory grades at Year 8, was viewed
favourably by her teachers and could be seen as having made a satisfactory
transition to secondary school. Her attributions for academic success and
failure remained stable from Year 7 to Year 8 and she accepted
responsibility for her academic successes and was one of the few students
who acknowledged that she was "quite smart” or "good at" subjects.
Generally, the standard of her academic performance in relation to the

Year 7 benchmark improved from Year 7 to Year 8. Neoma maintained an
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intrinsic or mastery goal orientation which was reflected in her strategic
approach to instructional tasks and willingness to accept responsibility for
her own learning. Neoma was able to adapt successfully to the secondary

setting and her initial experiences of secondary school remained positive.

Case Twe: Robert

Background

Robert was the oldest child in his family, having two younger
siblings. He attended school 1 and was in class B with an experienced
female teacher. He was very interested in athletics and rugby, both as a
participant and spectator. Robert's teacher described him as studious and
hard working, although inclined to disengage himself from the class.
Robert demonstraied little initiative but was able to work independently.
Robert was cooperative in interview situations but demonstrated little

reflection or curiosity.

Expectations and Experiences of Secondary Scireo!

Expectations of secondary sclhool,

Robert knew some students at the secondary scheol through sporting
activities but reported that they did not talk about school. In the first
interview he stated that he knew nothing about secondary school and that
no-one had told him anything about it. He had not asked any questions
about secondary school because he “hadn't really thought about and it
didn't worry (him)".

In subsequent interviews he reported that he was looking forward to
the sporting facilities at secondary school and to the opportunity to play
different sports. The only question that he had about secondary school
related to the amount of homework that he was likely to receive. He

believed that secondary school would pravide a good opportunity to make
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many new friends in addition to retaining his existing friendships. In
interviews Robert exhibited little interest or curiosity about secondary
school.

Robert viewed secondary school as providing the opportunity for a
new start if he wished to do so. He stated that if he wanted to he would be
able to get higher marks in Year 8, but was unable to describe what he

would do to improve his performance.

Experiences of secondary school.

In the first interview of Year 8 Robert reported surprise at the level of
difficulty of the work he had experienced, stating that it was easier than he
had expected. At this stage he believed that there were few differences
between the ways in which things were done in classrooms in primary
and secondary schools. He described a school culture and student role that
he believed was universal, "We have to line up until the teacher tells us
not to, sit in our seats, put our hands up. The teacher's in charge. There
are just ways of doing things in school.” |

He reported that his teachers had made their behavioural
expectations clear in the first classes and had described the grading system
used at the school. While the type of grades had been described, there had
been no information provided about the criteria for grades except, "You
get Fs here and that's if you don't hand work in, hand it in late or do
nothing." Robert registered the importance of early messages about
completing and submitting work by the due date.

In the second interview which took place at the end of first term
Robert reported that he believed he was trying as hard as he had in Year 7
‘[ have to put in time because it's needed. The work isn't hard, but there's
lots of it." e believed that if he tried he could achieve A's in

mathematics and social studies but that he was not concerned about this as
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his priorities were athletics and rugby. He admitted that there were times

when he didn't try as sport was more important and came first:

Sometimes I make no effort. To get a better mark in maths I only
have to worry about doing presentation and borders and stuff but I
can't be bothered. The teachers make it really clear to us that it's
important to get the work done and in.

At the end of first semester Robert reviewed his time at secondary school:

Things are pretty much the same as they were at primary school.
The work isn't any harder and we do the same sort of activities as
last year but we do more work and more work on our own. Science
is the most different. I think teachers treat us the same, not more
adult. The most important things at high school are the dress code
(they tell us about it all the time), grades aren't really important but
you can go down a pathway. Handing your work in is important.
Sport turned out te be disappointing, they don't seem to think it's
very important.

Acndemic Performuance

Robert's performance on the MSE mathematics and English tests at
Year 7 and Year 8 is presented in Table 1. In Year 7 Robert scored within
the benchmark range for both English strands and the three mathematics
strands.

At Year B Robert's performance remained within the benchmark for
Year 7 performance in English. Robert's performance was within the
benchmark range of scores for mathematics but consideration of the
standardised scores for mathematics shows that Robert's performance
declined on the measurement strand, and improved on both space and

number.
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Table 18
Raw and Standardised Scores on MSE Muathematics and English Tests at
Year 7 and 8: Robert

English Mathematics
Reading Writing Measurement  Space Number . -
Raw Stand. Raw Stand. Raw Stand. Raw Stand. Raw Stand. .
Year7 28 O 9 0 6 998 7 7000 9 -1082
Year8 28 @ 7 -0 12 302 9 9000 16 1236

Teacher and Self-ratings of Academic Performance

Robert's Year 7 teacher rated his academic performance in all
academic areas at 6. She described Robert as performing at a reasonable
level although his perforn:ance was uneven. She believed that Robert
was capable of achieving higher marks if he continued to work hard but
despite this statement described him as studious and hard working. She
rated Robert's social performance at 8 stating that he was popular with the
boys because he was good at sport. Robert was classified as a Social student
on the basis of teacher comments and classroom observations.

Robert rated his own Year 7 mathematics performance at 6, "I think
I'm about the middle of the class.” He based this judgment on the marks
that he had received in recent tests and class work. Robert did not believe
that he was "as good at English as . . . at maths” and he rated his
performance in English at 4. Rabert explained his general academic
performance rating of 2, "I can't really think of anyone in the class who
isn't as smart as me. Maybe one.” He believed that he "got on really well"
with everyone and rated his social performance at 9.

Robert's Year 8 mathematics teachér rated his performance at 4, "He

doesn't get involved in class, does the bare minimum,” and he was rated
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at 5 in English. Comments from his English teacher were similar to those
from his mathematics teacher suggesting that Robert was doing -the
minimum amount of work. Both teachers referred to what they perceived
te be little effort in submitted. work and to a reluctance to participate in
class. In Year 8 Robert rated his mathematics performance at 5 which was
lower than he had in Year 7 and rated his English performance notably

“higher at'7.

Comparison of__-:-éacher and student ratings.

In Year 7 fliére was a noticeable difference between Robert's and his
teacher's ratings of his general academic performance with Robert rating
himself much lower than his teacher. Teacher and student ratings were
the same for mathematics and Robert rated his English performance lower
than his teacher. Robert rated his social performance higher than his
teacher.

At Year 8 Robert rated his academic performance higher than both
his mathematics and English teachers. This is in contrast to his self-
perceptions of performance at Year 7 which were lower than his teacher's
rating. It may be that Robert was not yet familiar with the criteria by
which his teachers judged his academic performance. Robert's comments
as he performed the rating suggest that he believed that his performances
in English and mathematics were satisfactory. He described the work as
easy and said that he believed that he was doing well. It may be that the
more homogeneous nature of his secondary school classes provided a
limited range of performance against which he made his judgment, hence

causing him to place his performance at a higher level.
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Attributions for Success and Failure

Altributions for success,

At Year 7 Robert attributed success to internal factors effort and
ability. He reported that he believed that he haﬂ worked hard and was
good at that subject. In this case his attribution of success to ability, was
subject specific. However, in other subject areas he was unlikely to believe
that his positive cutcomes were the result of ability, selecting effort or luck
as the reasons for his success. He demonstrated a lack of reflection and self
monitoring stating that he would not normally think about the reasons
why he had received a good mark "When [ do something well I'm pleased
about it but I never think about why I did it well" Subsequent
questioning elicited that this behaviour was also typical in non-academic
situations. Robert was a keen athlete but said that he had never
considered reflecting on favourable performances in an attempt to
determine the reasons why so that he could replicate his performance in
the future. He accepted positive and negative outcomes without question.

At Year 8 Robert's pattern of attributions for success changed. He
attributed his success to the task and his effort rather than to ability and
effort or effort and luck ("chance”). He described the work he was deing as
"easy, and stuff I've done before" and considered his success to be the
result of easy work. He acknowledged that he had been interested in the
task in question and had "tried to de a good job". He repeated his
comments from the previous year about not normally reflecting on the
reasons why he had done well and said that he did not think about past

performances when approaching a new task,
Attribntions for failure,
In Year 7 Robert attributed failure on academic tasks to the internal,

controllable factor, effort. He explained poor outcomes by saying" I could
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have got a better mark if 1 had tried". In this wéy he accepted
responsibility for the outcome but like many of the students in this study
this was represented as "I could have done better if I'd tried” rather than "I
didn't too well because I didn't try hard enough”. It seems that by
representing their negative results in this way students make healthy
attributions , believing that they are likely to be successful on a similar
tasks in the future if they apply the effort but not really accepting
responsibility for their outcomes. This type of attributional pattern would
seem to serve a face saving purpose for the students invelved, excusing
rather than explaning their poor performance. The other factors to which
Robert attributed lack of success in achievement situations were the task
followed by luck, both factors which were outside his control. In Year 7
Robert referred to poor performance on a maths test. Because he believed
that he was good at maths, he did not believe his poor performance
resulted from lack of ability. '

The pattern of Robert's attributions remained stable from Year 7 to
Year 8, again he attributed negative outcomes to effert, the task and luck.
Robert stated that he believed that he was a "pretty good” student and he
did not believe that he lacked the ability to do well. Instead he admitted
that because school work was not important to him there were often
occagsions when he could not be bothered irying. He accepted
responsibility for possible low marks but this did not worry him because
his goals were related to work avoidance rather than mastery or

performance.

Lise of Strategies
In Year 7 Robert described the way in which he would attempt to
solve a difficult problem, "I'd have a mental conversation with m)'.;é'elf, try

other ways of doing i, think about similar problems, look at the next one
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for hints.," If these strategies were unsuccessful he would gc; on to the next
question "but I would always be ready to go back if I got an idea. I don't
want to ask someone else. I don't like telling people that I can't do
something.” His initial comments suggest that he employed strategic
behaviour in problem situations and he was conscious of ajtarnative ways
of tackling the problem. However, the sceking of help can be viewed as
appropriate and adaptive behaviour in a problem situation and Robert
was firm that he would not ask for assistance. It seems that the costs
associated with asking for help {and being seen to not know) were salient
to the extent that Robert would not consider this an alternative strategy for
dealing with a problem.

 Robert said that when he finished work early he would usually draw
pictﬂres or do nothing despite a class rule that early finishers should read
or complete other unfinished work. "I can't be bothered going on with
other work." Robert described all schoel work as boring and said that he
would never consider making a task more interesting or challenging, "I
just do what the teacher tells us we have to." Robert's goals for learning at
school were extrinsic and petformance oriented. He was not interested in
learning for interest or challenge and was motivated to work in order to
get satisfactory marks.

At Year 8 Robert's responses to a problem situation were different
from his responses in Year 7. Rather than think about other ways in
which the problem could be tackled he reported that he would leave the
difficult section and go on to the next one. He said he was unlikely to ask
for help and definitely would not consider attempting to find other ways *
of solving the problem. In Year 8 Robert demonstrated less adaptive
behaviour than he had the previous year. In Year 7 he had exhibited same

reflection about himself as a learner and a strategic approach to unusual or
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problem situations but he took no responsibility for dealing with problems
in Year 8,

In common with other students in the study Robert reported that the
volume of work in Year 8 was such that there were seldom situations in
which he finished set work early. "I can't reaily remember if 1've ever
finished all of the work in class, I guess I'd talk to my mates if I did."
Robert's achievement geals were clearly associated with the avoidance of
work, He was not concerned about learning or understanding subject

matter or getting good grades, but wanted to pass with minimum effort.

Summary

Robert's expectations about secondary school had focused on
increased apportunities to play spert. Consequently, his responses to
secondary school excluded all other areas. His experiences relating to
sporting opportunities had been disappointing and his responses to school
were negative. Whether or not his expectations had been realistic they
were powerful influences on his attitude toewards school.

Robert continued to accept responsibility for his own performance
and his attributions remained stable from Year 7 to Year 8. Robert
acknowledged that there were many situations in which he did not try
very hard because his priorities were focused on sport. He was less
reflective about his performance in Year 8 and his use of strategies to deal
- with problem or unusual situations became less adaptive in secondary
schoel. This response appeared to be the result of a combination of lack of
interest or desire to do well and restricted opportunity to use adaptive
behaviours. He was less accurate at describing his own academic
performance and there was little agreement between his own and his

teachers’ ratings of his academic performance. Robert had held
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performance geals at Year 7 and expressed work avoidance goals following
transition,

Robert did not perceive that secondary schuol was significantly
different from primary school. However, like other students in this study
he commented on the volume of work that he had encountered and the
importance of submitting work on Hme. His academic performance
showed little improvement. His performance in relation to the standards
described in the Year 7 syllabus increased slightly in two strands of
mathematics, decreased in writing and the measurement strand, and
remained the same in reading. Robert expressed negative attitudes
towards school and did not care about doing well. Sporting performance

appeared to be the only thing that he valued.

Case Three: Michelle
Background.

Michelle was in class 2A. Her Year 7 teacher was a male with twenty
years teaching experience. She had been at the primary school for only
two years. Michelle had two younger siblings whom she cften laoked
after while her parents were at work or at evening meetings. She was a
member of the schuol band but did not socialise with other children from

the school outside school time.

Expectations and Experiences of Secondary School

Expectations of secondnry school.

Michelle had few cxpectations of secondary school and little
information on which to base judgments. She did not know any students
attending the local secondary school because she had not lived in the area
for leng. Michelle stated that her Year 7 teacher did not talk about, or refer

to secondary school and she had not given much thought to the
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transition. However, she did not believe that secondary school weuld be
better than primary school because, "I don't want to go from the top of the
school to the bottom. I can't think of anything good about going to
secondary school”

Michelle expected that the nature of academic wark in secondary
school would be the same as in primary sch_ml, but that the level of
difficulty would be greater. She was not looki.njg forward t' changing
rooms and moving between classes because she was concerned that she
would become lost.

The prospect of dealing with a number of teachers did not concern

her:

I think teachers have similar standards and rules. The ones I've had
so far do. Idon't think I'll have any problem getting used to
different teachers' standards of behavicur or work. I set my own
standards about how [ think I should behave.

Following a visit to the secondary school in the final weeks of Year 7
she reported less concern at moving around the school, "I th_i_nk I know a
little bit about finding my way around.” She now expressed sllome concern
about her lack of knowledge about the nature of high school work "T still
don't know what suhjecfs will be like at secondary school. I'm not sure
about that and would like fo know.”

She thought that secondary teachers would be stricter than teachers at
primary school because "They don't need to be, but I think they will
because they don't get to know the kids as well."

Michelle believed that she would be different when she was in
secondary school in a number of ways. She provided an example related
to her academic performance, "l think I'll get lower marks next year
because the work will be harder. 1 still think I'll be the same person, but

I’ll have to work harder.”
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She described a successful secondary school student as "not
exceptional, someone who accepts responsibility, does their own work,
listens to the teacher, does homework." She identified presentation and
neatniess as factors that she believed would be important if she was to do
well at secondary school. Her goal for the following year was to "be
successful academically. And mativated.”

Michelle placed great importance on personal goal setting and
accepting responsibility for performance, "I think it's important to do well
in school, it doesn't bother me what marks I get as long as I know T've
done a really good job. I think that doing my best is importanl, trying
hard." She defined trying hard as “doing extra homework. (When I try
hard) I concentrate and focus on the task, ask for help if I need it."

Michelle was able to describe the process by which she set and
monitored her achievement of goals. She espoused mastery learning
goals, believing that learning was important, and that the important
aspects of learning related to understanding and developing a personal
meaning of schoolwork. She demonstrated adaptive behaviours,
extending tasks when she finished early, and setting her own homework
because her classroom teacher did not set any. She was prepared to ask for
assistance from those whom she believed were moere expert and who
could help her. Asking for help was used strategically and as a means of

achieving learning goals.

Experiences of secondary sclool

Michelle began Year § feeling very confident about herself and her
academic ability. She expected to achieve good marks and believed that ™
despite getting lost twice in the first few days "I've sorted myself out”, and

‘Tm already used to different teachers.” She believed that settling in to
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secondary school would be a simple adjustment process that would not
take long.

She reported that at this stage work had been less difficult than she
expected, "it's easier than Year 7." She believed that she had been
conscienticus in class, and had made new friends for in-class time. When
questioned about the messages that she had received about what was
important at secondary school Michelle identified keeping homework up
to date as the key factor, "Doing all your homework. They've made that
clear." She believed that all the teachers were "pretty much the same”,
and had the same sorts of behavioural expectations, "teachers treat us the
same way as in Year 7."

At this stage she expected the work would become more difficult,
"T'm not sure that the work will remain easy. [ expect it to be hard." She
aléo noted that her classes had been given clear directions about the
presentation of work, "Especially in English. They've given us lots of
information about how to present our work, so presentation must be
important.”

As the year progressed Michelle reported receiving new messages
about the aspects of secondary school that were important. Greater
attention was being directed to the importance of completing and
submitting work on time and she noted, "Passing the unit is important.”
This was the first evidence of emphasis on academic achievement and
Michelle interpreted the focus on "passing” to mean “not failing” rather
than the achievement of high level outcomes. Michelle adopted the view,
"It's not so important to do really well, it's most impoertant to get the work
done.” Her subsequent response was to put less effort into the wark,
explaining "if teachers accept a minimum standard of work then why try
harder?” This reduction in effort was clearly a conscious decision in

response to her interpretation of the situation.
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As Year 8 progressed Michelle reported feeling very disillusioned
with secondary school. The work was easier than she had expected and

this had affected her attitude to school:

I'm getting the same sorts of marks as last year. The work is easier
than last year and the teachers' standards are lower than primary
school. Tt's all revision. Maybe Year 8's a revision year for next year.
Perhaps the teachers see it as gelting ready for Year 9.

Michelle identified differences in teacher-student relationships
between the primary and secondary school contexts, noting a reduction in
the opportunities for teacher-student interaction which she attributed to
the teachers, "They [secondary teachers] den't talk to individual students
very much.” She also commented on the restricted opportunities for
students to approach teachers both in and out of class time. She believed
that frequently the nature and demands of academic tasks were not made
clear and that teachers provided little information about how students
were going, "We don't get much feedback from teachers. We just get
grades or marks, no comments on our marked work” In addition she -
expressed some frustration at not knowing the meaning of particular
grades, "You just sort of have to work out what you think a C means.”
She did not believe that teachers had described the criteria for particular
grades and found this unsatisfactory, "I don't really know what [ have to
do to get an A. 1did last year. That makes it hard to do a good job."

By the end of first semester Michelle reported that academic work
was “getting a little bit harder". She believed that she was performing
satisfactorily in all subjects but acknowledged that she was not trying as
hard as in Year 7. She justified this by referring to her perception that the
work was easy and lack of emphasis on “doing your best”. She suggested

that her behaviour would change if the situation altered, "I hope things
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will change and we'll start doing real work. Work that's interesfli'ng.
Then I'll start trying."

Michelle expressed the belief, "Teachers don't seem to care what we
do as long as we hand it in on time." Messages about the importance of
submitting work and passing units had its effect on her, "l definitely put
more effort into work that is going to be marked by the teacher and where
the marks count. Otherwise there's no point in going to much bother."
This approach and invelvement only in compulsory work was in contrast
to the independence she had demonstrated in Year 7, where she had set
her own goals and created work when none had been prescribed.

Michelle's goals changed from being oriented towards mastery in
Year 7 to low level performance and work avoidance goals in Year 8. It
seams that this is directly attributable to her interpretation of the academic
expectations of her teachers. She used cues from the nature of
instructional tasks and teachers' demands to decide that her teachers held
low expectations for Year 8 students. She had become quite disenchanted
with school and expressed sentimenis such as "Doing well at school

doesn't really matter.”

Acadentic Performance

Table 19 presents Michelle's ;cores on the MSE English and
mathematics tests at Year 7 and Year 8. In Year 7 Michelle scored in fhe
middle of the benchmark range of scores in English and mathematics.
There was no irfiprovement in Michelle's academic outcomes between
Year 7 and Year 8, in fact her English performance declined. Her
performance in Year 8 placed her lower on the Year 7 benchmark for
English than her Year 7 performance. Her performance on the
mathematics tests placed her in the same position in relation to the

benchmark as her previous year's performance. When the standardised
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mathematics test scores are considered Michelle demonstrated a decline in

performance on the measurement and number strands.

Table 19: g
Raw and Standardised Scores on MSE Mathematics and English Tests at
Year 7 and 8: Michelle

English Mathematics

Reading Writing Measurement  Space Number

Raw Stand. Raw Stand, Raw Stand. Raw Stand. Raw Stand,
Year7 21 O 10 D 6 B 5 0000 16 .0
Year8 19 0 7 0 10 0 9 0000 14 .o

Teacher and Self-ratings of Academic Performance

Michelle's Year 7 teacher rated her academic peiformance for all areas
at 7. He described her current academic perforrr{ﬁnce as "middling", and
described Michelle as a well intentioned student who wanted to succeed,
"While her academic performance is average she sets high objectives and
understands what she has to do to achieve them." He predicted that she
would continue to achieve at a satisfactory level as a result of her
application. He believed that she had greater ability than was suggested by
her current achievement but that she needed a personal suppert system to
enable her to exploit her ability. Her Year 7 teacher suggested that
Michelle had poor social skills, few friends and did not relate well to her
peers. He expressed some concern that she might experience problems in
a.]ahr'ger school population. He classified her as a student who should cope
at secondary school but indicated that she may be at risk because of her

inability to relate tc other students,
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Her Year 7 teacher’s perception of Michelle's lack of social skills
influenced his rating of her social performance at 3. This was the lowest
rating assigned to any student in this study. He described her as an
isolated child who made no effort to make friends and who was frequently
rejected by her peers. While she was cooperative in class she was
withdrawn, rarely involved herself in class activities and was frequently
ignored by her peers and the teacher. Michelle demonstrated a high
degree of independence which her teacher suggested had developed
through necessity. Her teacher described his relationship with her as
distant, reporting that his efforts to establish rapport had been rejected and
viewed as patronising by Michelle. On the basis of classroom observations
and teacher comments, Michelle's classroom participation was classified as
Phantom as she initiated few interactions with teacher or students and
attended to instructional tasks with litile active involvement.

At Year 7 Michelle rated her own performance in mathematics at 8,
in English at 6 and general academic performance at 8, I think I'm
reasonably good at maths, I like it more than English." She had used the
marks that she was scoring as the basis on which she rated her own
performance. When asked how she could score higher marks for her
work Michelle replied that her "work would need to be neater.”

She noted that her teacher did not make public or private comments

about individual student's academic progress:

QOur teacher doesn't usually tell us much about how we're going or
what we've done well in our work. Sometimes he makes a
comment as he hands things back. T don't mind it when he makes
public comments about my work, [ don't pay attention to what is
said about others,

Michelie's rating of her own social performance was 9. She reported

that she had no close friends, and that she believed that within the class
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:
there were other students who did not get on well with each other, "This
is not a friendly class, there are groups in the class that don't get on."
However, she believed that she got on as well with her peers as did others
in the class.

Michelle’s Year 8 mathematics teacher rated her performance in that
subject at 5, and she was described as being towards the lower end of the
class. When rating Michelle's performance her teacher had some
difficulty recalling exactly who she was., Michelle's performance in
English was rated at 6, and described as "fairly average". Her teacher
described her as being "self effacing” and required assistance in identifying

her, "It's hard to pichure her."
At Year 8§ Michelle rated her performance in mathematics at 7:

I'm doing pretty good in maths, getting B's. It's easy. Icould get an
A if I wanted but I don't care, I've already done it before and [ can't
see the point of trying. It's a waste of time.

She rated her English performance at 8 saying "I'm doing well in.
English, getting As and I'm pleased about that. There's lots of reading and .

work we've already done, i'm good in English". .

Comparison of teacher and student ratings.

Michelle’s ratings of her academic performance at Year 7 were close
to her teacher's. There was some variation in ratings but the differences
were not in a consistent direction. She rated her English, general academic
and social perfermance higher than her teacher, but her rating for her
mathematics performance was below her teacher's. Michelle talked
frequently about setting her own standards and it may be that she used
different criteria by which to judge her own performance, or that she

ignored messages given by the teacher. With the exception of social
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performance the differences between her teacher’s and her own ratings
were slight and Michelle's performance was rated at an average level,

The greatest disagreement was between Michelle's teacher's and self-
rating of her social performance where her teacher rated her social
performance at a level significantly lower than Michelle. This may be a
function of the teacher knowing less about what happens in the social
aspect of school, outside the classroom. However, the teacher had
reported concern at Michelle's isolation and lack of social skills.
Observations in class and the school grounds support her teacher’s
observation that Michelle mixed little with other children, neither she nor
they made any effort to include her but there was little active rejection or
hostility towards her. It would seem that Michelle's high rating of her
social performance was inaccurate and functioned as a defence strategy,
aliowing her to save face by denying her low social status within the
group. | ._

At Year 8 Michelle's self-ratings for her academic performance were
higher than her teachers'. She expressed greater belief and confidence in
her ability and her level of achievement than her teachers and there
appeared to be some lack of differentiation between her perception of her
own ability and achievement. She acknowledged that she was not really

trying hard but still believed that she was achieving at a satisfactory level.

Abtributions for Success and Failure

Abtributions for success.

At Year 7 Michelle attributed her succéss on a project to the fact that 1E
was an easy assignment. However, in several interviews when she was
talking about work Michelle stated, "The marks I get are the result of
things I do and how much work T put in. I'm responsible for what I do

and how weli I do it." This contrasts with her response to a specific recent

-232-



situation in which she had received a good mark and attributed her
success to the simplicity of the task.

Michelle's responses to success were those of accaptance, "If I've tried
why shouldn't I expect to do well? Good marks is tsic] what I expect.” She
reported that her parents expected her to do well and she did not
experience feelings of happiness when she received good marks because
she believed that they were her due. She stated emphatically that her
performance was for her, not for her teacher or parents. Michelle reported
that she sometimes received special treats from her parents as a reward for
good marks but did not believe that the promise of these treats played any
role in motivating her.

The pattern of Michelle's attributions for success were similar in Year
8. Again she attributed her success to the task. Michelle believed that she
was achieving good malrks in Year 8 because the work was easy "The work
is still really easy, I've done it all before in primary school. I'm getting
high test marks in maths because the work is really easy." She did not see
that her success was the result of her effort because "I don't try so hard this
year, A minimum standard is acceptable.”" In subsequent interviews
Michelle also stated, "I don't always do my best. I'm a bit slack I don't
really try all the time. I'm bored with social studies . . . I'd try harder if I
was doing new work." Michelle continuedl'.to attribute her success to
uncontrollable causes but the role of ability took on greater significance at
Year 8.

Michelle's responses to success in Year 8 remained similar to those
she described in Year 7. She did not feel pleased when she received good
marks and pointed out that if she was receiving good marks because the
work was easy or she had done it before then there was no good reason to
feel proud. This highlights the inhibitory motivaling effect of tasks that

are too simple or lack challenge (Rohrkemper & Corno, 1988).
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Altributions for failure.

At Year 7 Michelle attributed failure on an academic task to effort,
followed by luck. She believed that she was "quite good" at schoul, always
performed well and did not believe that failure resulted from a lack of
ability. She suggested that it was rare for her to perform poorly but
explained any unexpected poor performance by attributing it to lack of
effort. In this way she maintained responsibility for the level of
performance. Hence when she approached similar tasks in the future she
could reasonably expect to perform well on them, The second factor to
which she attributed poor outcomes was luck which allowed her to expect
a reasonable chance of being lucky in the future.

Michelle reported that she was not concerned when she received a
poor mark because this rarely happened and if it did, then as it was within
her control it did not worry her, "1 just have to remind myself to go about
it the right way next time, put the effort in. If I do that then T'll get good
marks."

There was a shift in the pattern of Michelle's attributions for failure
at Year 8 where she attributed her failure to factors such as the task and bad
Iuck which were outside her control. She repeated her belief that the work
was easy in secondary school, and that it was at a level below that which
she had experienced in primary school, and explained her poor
performance on a task as the result of that task. She stated that the
demands of the task were unclear and that this had happened. before. She
belie‘;r-i’ad that it was bad luck that her interpretation of the ’t.ask demands
were incorrect, Her atiributions for failure had become more external, no
longer was she accepting responsibility for her lack of success and the
perceived cause of her failure was out of her control.

Her response to failure in Year 8 consisted of anger at the teacher for

being unclear, and a feeling of being in some way slighted through the
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actions of the teacher who had been responsible for her poor performance.
Michelle believed that this was unfair and that this was typical behaviour

on the part of teachers.

Use of Strafegies .

In Year 7 Michelle reported that she would seek. assistance from her
teacher, or her parents (if she was working at home) if she encountered a
problem. She was emphatic that she would not ask a peer for assistance

but would seek help from:

Someone who knows. If 1 have a problem I will ask my parents to
help, I might ask the teacher. It's helpful if he reminds me what to
do and works out one as an example then gets me to work it out.
The teacher knows mote than other kids so 1'd never ask them. -

Michelle also reported that she would consult other sources of
information such as encyclopedias but would be reluctant to give up. Her
behaviour in these situations represents adaptive help seeking {(Newman,
1991). She was conscious and strategic in her choice of source and type of
assistance. Again, she referred to the importance of having goals and
knowing how to achieve them, emphasising her responsibility for
achieving the goals she set.

Michelle reported that when she finished work early she usually
went on with other unfinished work, read or drew pictures. Her Year 7
teacher did not set homework and she reported that she set her own
homework which included school related reading and exercises from her
text books. Michelle said that when she found werk simple or boring she
adapted the task to make it more challenging or interesting. This type of
ada;';tive behaviour would seem to be associated with the intrinéic,

mastery goals that Michelle held for schoel learning.
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Michelle's patte}n of dealing with problems changed in Year 8. She
reported that she would attempt to solve the problem herself or give up
before she would ask for assistance. The situation to which she was
responding was a mathematical context and Michelle stated thaiin a
subject other than mathematics she would seek help from her teacher but
not in this case "I don't like our maths teacher. She puts us down, she
makes people who give the wrong answer feel bad.”

In situations other than the mathematics class Michelle's approach to
dealing with problems remained the same as her approach in the previous
year. Her first response to a problem would be to seek assistance from an
"expert”, in the class situation this would be'.l;he teacher. She reiterated
her beliefs about not asking peers for help "because they don't know as
much as the teachers.” If she covld not get assistance from the teacher she
would attempt to solve the problem herself, Michelle noted that it was
often difficult to attract the teacher's attention in the secondary setting and
as a resuit she was often forced to attempt to solve the problem herself.
She stated that she believed that she was well equipped with the necessary
skills to do this.

Michelle's behaviour remained adaptive in the sense that she
thought about the source of assistance, choosing not to seek help from a
teacher whom she believed to be unhelpful, or peers she believed lacked
expertise. Her selection of the teacher as expert demonstrates a level of
selectiveness but may also be related to her lack of personal interactions
with other students. It may be that she was unwilling to appreach other
students for assistance as there were no students with whom she was
comfortable. She may have been inhibited by the negative consequences
of seeking peer assistance. Given her comments about the difficulty of
getting attention from teachers at secondary school the decision not to seek

help elsewhere would seem tc ineffective.
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Michelle's response to borinéﬂ'tasks changed in Year 8. She réported
that she found all her secondary school work boring and that she simply
did the bare essentials of the task. Agaiﬁi she stated that if secondary
teachers did not expect much from her then she could see no peint in
giving them more than ihey asked for. She reported that she seldom
finished the work set in class because she could see no point in pushing
herself, “There's vio point in doing any more than you're asked to. Just do
what you'te supposed to and hand it in." This provides support for the
importance. of the role of student interpretation of teacher expectations in
affecting achievement motivation. In Michelle's situation her belief that
secondary teachers did not expect much from her was reflected in her

attitude towards schoolwork, her goals and her motivation.

Summary

Michelle was forthright in expressing her disappointment with
secondary school. She had been surprised by the absence of what she
perceived to be stimulating or chailenging work and the low level
teachers' expectations. She interpreted the messages she had received to
inform her that the important things about work in secondary school were
getting work completed and submitted on time and “"passing” as cpposed
to doing the best possible job. Her response to this had been te put less
effort into her work and to view school in a negative manner. She
perceived that teachers in secondary school paid less attention to students
and interacted less with them than had her primary school teacher. This
was reflected in her academic performance on the MSE tests where her
performance on the English tests declined from Year 7 to Year 8 and there

was no improvement in her mathema{ftftts performance.
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Case Four: Janene
Background

Janene was in class 3A. Her teacher was the male deputy principal
who had twenty five years teaching experience. Janene was a member of
the student council and had a sister in Year 10 at the secondary school
which she would be attending. Janene did not like performing in public,
and although as a member of the student council she was frequently
required to make presentations at assembilies, she found public
performances an ordeal. She was involved in sporting clubs outside the
school and hence knew a number oi’ students who were already attending
secondary school.

Janene's teacher described her as a cooperative student, who created
no discipline problems. He stated that he liked her, that she was outgoing,
initiated conversations wilh him and that she was popular with her peers.
He described her as having adequate organisational skills, usuaily
completing her work on time, and keeping her files in a reasonable state of
organisation. He believed that she had performed well as a student

councillor.

Expeciations and Experiences of Secondary Scheol

Expectations of secondary school,

In Year 7 Janene reported that she believed that it was important to
do well in secondary school. These messages had been received from her
parents and teachers. Academic performance at secondary school was
valued for its role in enabling her to get a good job at the completion of
her schooling, Her focus was on the external rewards that would ensue in
the long term and she made no mention of the intrinsic value of learning.

Janene was looking forward to Year 8. She expected it to be more

challenging than primary school and was optimistic about the
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opportunities for meeting new friends. Because she had a sister in Year 10
and knew other children who attended the secondary school she stated
that she had no concerns about aspects such as [inding.her way around the
schoo! or following a timetable. Her concerns focused on social aspects of
the transition. She was concerned about no longer being the oldest in the
school "We'll be at the bottom of the heap. 1 won't like that. It's good
_ being the oldest, most experienced. We get to do things around the
school" She said that she hoped that she would be "more mature and
responsible” as a secondary school student.

Janene described herself as an average student who hoped to achieve
similar marks next yecar. Despite having a sister and friends at the
secondary school she was not sure what the work would be like because,
"We don't talk about school stuff.” Because of this she was not sure what
sort of marks she would be able to achieve. She suggested that in order to
achieve good marks she would need to work harder, do her homework all
the time and pay attention in class. In her eyes a good secondary schanl
student would "study, do homework, study for tests and read.”

She was not concerned about dealing with & number of teachers and
their varying expectations, Because her class teacher was the school
deputy principal she had already experienced being taught by @ number of
teachers. She acknowledsed that "Different teachers have different
standards and accept different behaviour" but believed that she could cope
with this because "it's not hard to adjust to. They are pretty well the
same." She stated that she thought that she always tried in class and was
not influenced by the personality of her teachers, putting in equal effort for
all teachers. Her motivational sources were external. She stated that
when she tried in class it was for the teachers, and that she felt good when

she did well because "then my parents are p'roud of me, it makes them

happy.*
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Experiences of secondary school.
During her first week at secondary school Janene believed that she

had settled in satisfactorily:

1 didn't have any troubles finding my way around. There's a girl 1
know from swimming in my contact [form class] and she helped me
find my way around. There's also some friends of my sister's and
they've been helpful teo.

Her focus remained on the social aspects of secondary school, the
most important messages she had interpreted related to the school’s dress
code, "What we wear seems to be pretty important. You know school
colours, no 'bad' t shirts and stuff." The importance of some aspects of

academic behaviour also emerged:

Also maybe grades are important. They've told us lots about that it's
important to get good marks at school [sic]. Homework seems to be.
important they keep telling us about what will happen to us if we
don't do it.

In the first interview Janene's initial impression of the level of
difficulty of the work focused on the ease af the work, "We've had easy
maths. I don't know if it will stay that way. Social studies is the same
difficulty as last year. Science is quite different from last year, but it isn't
hard." She commented that while she had not known what the work
would be like she was surprised to find that it was not harder. In commen
with a number of the students in this study her initial reaction to science
was positive because it was a "different” subject. Few of the students had
experienced much science instruction in primary school and they found
this an inieresting and exciting aspect of secondary school.

Janene reported that all of her teachers had talked about grades, "Just

the marks that they give, you know A, B, C etc. They did this in the first
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lesson of every class." However, she had not received information about
what was required to achieve particular grades, "They don't tell us what
we have to do get different grades.” At this time Janene had interpreted
secondary school grades to equate to the grading system with which she
was familiar "I don't think it's different to 1, 2, 3, but this year they have
F. That means you can fail" When talking about how she thought she
would perform in Year 8 Janene commented "I'll maybe try a bit harder. I
used to get 1's & 2's last year but I don't know if I'll get A's and B's, T don't
know enough (about standards) yet." Janene made no comments about
the unit curriculum system or the basis on which students had been
organised into classes.

While all of her teachers had talked to classes about grading, not all of
Janene's teachers had explained classrcom rules and behaviour. Janene
did not believe that this was necessary, espousing a belief about certain
cultura} rules that applied in schools, "They have to tell us how to behave
in science and industrial arts because of the equipment but otherwise
there's just a way you behave in school." She perceived that "all teachers
seem to treat kids the same, same as last year, they all have the same
rules." Because of this she did not foresee any problems in adapting to the
demands of a number of different teachers. She identified lining up
outside classrooms as one feature of behavioural expectations which
varied between teachers, "That's not a problem because the teacher told us
we don't have to line up outside for maths. Cther teachers told us to line
up, 50 we know what to do.”

Because not all teachers had articulated their behavioural
expectations Janene had responded by using behavioural standards
practised at primary school. She had identified a social role for students
that she applied in the new situation. "T just decided to act the same way

as last year, I think that's just the way kids are supposed to act in class”,
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"Classes in high scheol are the same as primary school. It's just being in
school, I think all schoocls are the same." Janene's comments about the
behaviour of teachers and students suggest that she had clearly defined
social roles for the participants in the scheoling process.

She reiterated her perception of the importance of homework at

secondary school but did not interpret its significance:

There is punishment for not doing homework. This is the same for
all teachers. They think it's important. We've had homework
from the first day. In some classes we get extra work for home, and
in others it's just finishing off work from class.

Janene reported that in the first week of school classes were "pretty
quiet, everyone is shy, so there are lots of kids whe don't put their hands
up." Again her comments focused on social aspects of the new school
situation. Despite the fact that teachers asked many questions in class
Janene would not volunteer to answer questions because "l won't put my
hand up, I'm embarrassed. [ don't like talking in public. 1 still pay
attention and have the answer ready in my head but won't answer in
class.," She did net think that teachers paid much attention to which
students in the class voluntecred to answer questions but stated that this
would not change her behaviour. At this stage she did not attach any
instructional function to teacher questioning,

At the end of her first week in school Janene held positive
expectations for the future, She had interpreted messages about the
importance of academic work and performance and had not experienced
any negative situations. She viewed new subjects such as science in a
positive light and reported that she wanted to try and to improve her

academic performance in secondary school.
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Subsequent interviews elicited similar perceptions regarding the
level of work and teacher expectations. Janene believed that teachers held
similar expectations across subjects and which included features such as,
"a high standard of neatness, doing your best." Her perceptions of what
was important in work changed te focus on aspects such as presentation
rather than quality of ideas. The early emphasis on grades had not
continued and Janere was reinterpreting the initial messages in a different
way. Rather than interpreting the early information about grades as
informing students of the importance of doing well, she now vicwed this
as simply relating to the provision of information about the grading
situation,

She did not believe that individual teachers or the school encouraged
competition among students. She reported that in spite of a greater degree
of teacher talk, "Subjects are taught in the same way as they were last vear.
We do seem to do more work on our own now." She noted that students
received little information about the way in which they were to go about
learning tasks, "We are told what we will be deing but not how we'll do it.
1 don't know what marks are given for at high school.

Although in the first interview Janene had suggested that she may
try harder this year, by the end of first term her attitude towards achieving
positive academic outcomes and the amount of effort that she was
prepared to exert showed a negative change. Her academic goals were
clearly oriented towards work avoidance. She accepted respoensibility for
her achievement, having made the decision about how hard she was
prepared to work and the amount of effort she was prepared to expend, "]
don't want to fail but T want to do the minimum amount of work. I'm
happy with C's. [just don't want to fail.” There is further evidence of the
strength of social cues and forces. Janene reported that within her group

of friends there was a culture that dictated that "It's not cool to do well in
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school." This resulted in Janene decreasing her efforts, "1 don't try 25 hard
as I did last year." This is the only example in this study where a student
made a conscious decision to limit their academic effort in response to the
norms of a peer group. This attitude towards school was not extreme since
despite not being prepared to try hard, she did not go out of her way to be
unsuccessful. Her primary aim was to avoid failure while doing the
minimum amount of work.

In the final interview Janene reported similar motivations. She had
not studied for an imminent test because she had "better things to dao".
She stated that she “[thought she'd hope she could] guess the right
answers." She maintained a desire fo pass with the minimum of effort
and expressed a degree of concern aboult the pessibility of failing, 'T guess
itd worry me if I failed, I don't like to fail. I might fail this test, I didn't
think it was important enough to worry about studying." Her experiences
so far had informed her that it was possible to avoid failure while
expending minimal effort so there was little risk involved in withdrawing
effort.

Janene reperted that she had not received a large amount of
homework and that she very seldom completed set homework. Despite
the messages about the importance of homework and the cﬁﬁgequences of
not completing it, her experiences had shown her that teachers seldom
checked and that they would accept plausible excuses. Completing
homework was not important to Janene as it served no discernible
function and there were no sanctions for non-completion.

Prior to the third interview Janenie had been informed that she wés
to remain in Pathway 1 (the top pathway) for mathematics. She belie\féi{\__l
that she was "not really good at math. The work seems too hard. I was -
sort of good at math last year." She acknowledged that being in the top

pathway should mean that she was good at mathematics but stated that
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she did not like maths and could net think of herself as a good maths
student, "Maybe I'm a little bit over medium at it. But not good.". She
acknowledged that while she found some of the mathematics concepts
difficult, she picked it up quickly when shown and suggested that "I guess
it just seems hard because it's new."

When asked how she would respond if she was asked to join a
chalienging math class Janene replied "I wouldn't do it, I'd say no. It'd be
too hard." This provided further evidence of her reluctance to expend
effort and lack of importance of high level outcomes. She noted that she
normally scored B's and C's if, maths and that in order to consider herself
good she would "need to get A's all the time.” She was not prepared to
hypothesise about whether she was capable of achieving A's if she worked
harder,

She enjoyed sccial studies, and believed that this was her "best
subject” as it had been in Year 7. "I'm ... getting A's and B's." She
reported that she received little homework for this subject and did not
complete it when it was set. Again she was able to achieve positive
outcomes while expending little effort and could not see why ;Hf-.shouid
work any harder

Janene had just been moved from Pathway 1 to 2 in English. She
expressed no surprise at this as she had been experiencing difficulty in
keeping up with the amount of work that was required. "We'd get one
assignment then another, it was too much for me. [ guess it wasn't the
work that was too hard but there was just so much of it." She had not
been prepared to apply herself to the subject, or spend time on assigned
work, Janene identified that the subject nature and academic demands of
the subject were different to primary school English, "We have a lot to do,
lots of stories and stuff. It's different work to last year when we just did

grammar and stuff. This is like a different subject.” She was pleased to be
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in the lower pathway because this meant that she wouldn't have to work

as hard to achieve satisfactory grades. She was accompanied by several of

her friends who had also been moved and she was pleased about this.
Janene reported that she and her friends receives similar grades, and

described everyone in her group of friends as "average”

We don't really care what grades we (or others) get, but we don't

want to try hard. We don't talk about the marks or grades we get.

We don't talk about schoolwork at all. There are better things to talk
about.

She stated that she was "happy" with the marks she had been getting so far
and did not want to get higher marks. She reported that her parents were
pleased with her marks. "If I go home with a D they say I should try

harder but they don't push me to get A's." Pleasing her parents and
teachers through her academic achievement assumed less importance _'

than it had in Year 7. This role had been taken by her peer group.

Academic Performance

Generally, Janene's academic performance remained at the same
level of the Year 7 benchmark from Year 7 to Year 8. There was some
minor shift upwards in reading, and her performance on writing
remained the same. Standardised scores for the mathematics strands
show that Janene's performance declined in relation to the mean on all
three strands. Janene's results on the MSE mathematics and English tests

at Year 7 and Year 8 are presented in Table 20.
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Table 20
Raw and Standardised Scores on MSE Mathematics and English Tests at

Year 7 and 8: Janene

English . Mathematics
Reading Wrlting Measurement  Space Number
Raw Stand. Raw Stand. Raw Stand. Raw Stand. Raw Stand.
Year7 24 0 7 O 8§ 2260 13 13000 18 1255
Year8 26 0 7 0 12 302 9 12000 16 1.236

Teacher and Self-ratings of Performance

In Year 7 Janene's teacher described her academic achievement as
“average" and rated her performance in all academic areas at 8. He
described her "as about average on everything. She has the ability to
achieve”. He could identify no major areas of weakness and described her
as achieving "solid" results. He believed that [anene was capable of
achieving higher standards than she currently was, if she worked hard.
His statement "T believe that she has the potential to work harder"
contrasts with Janene's belief that she tried hard all the time, for all
teachers, .

He classified her as "low risk" student in relation to her ability to
cope with the transition to secondary scheol believing that she would
adjust quickly and successfully to secondary school. He described her as a
reasonably well organised student who demonstrated initiative in her role
as student councillor. He also rated her social performance at 8, describing
her as an outgoing and cooperative student. Janene's classroom
behaviour did not fit inte the participation styles categories. She is
possibly best described as a Social student despite her reluctance to perform

publicly or answer questions. While she reported that she did not often
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taik to her teacher, he reported that she frequently initiated interactions
with him. Tn classroom observations she was not observed to initiate
student-teacher interactions.

In Year 7 Janene rated her mathematics performance at 6, English at 7
and general academic performance at 5. She thought that her best
performance was in sccial studies, "I think 'm doing best in social studies
because I'm getting good marks for this subject. 1 usually get 2s for social
studies." The teacher marked more work in social studies than other
subjects so this provided Janene with more information about her
performance. She attempted to explain the reasons why she was good at
this subject, "I think I'm getting good marks because of the way I do the
work. It's the amount of writing that you do and the way that you put the
ideas into words. You don't have to make up your own ideas.” She did
not like the writing dimension of English, “I don't really like it, I'm not
interested in it." Despite the fact that she disliked creative writing because
she had to "make up (your) own ideas” she rated her English performance
at 7 because it included other dimensions such as spelling and reading.
Both Janene and her teacher described her academic performance as
"average” but assigned different numeric values to that performance.

Janene's Year 8 teachers rated her English performance at 6 and her
mathematics performance at 7. Teacher ratings at Year 8 were lower for
both academic subjects than her Year 7 teacher's ratings. This may be a
function of different teachers valuing the numeric differently or it may in
fact reflect the fact that Janene's performance was lower in Year § than it
had been in Year 7. Her MSE test performance would suggest that she had
shown little or no improvement in academic outcomes in mathematics
and English. Comments from Janene's Year 8 teachers were less positive
than in Year 7 and teachers commented on her lack of commitment to

school, "She puts in minimum effort.”

-248-



At Year 8 Janene rated her performance in mathematics at 6 the same
tevel as her Year 7 performance. "I don't think I'm really good at maths,
I'm getting Bs, but I didn't get put down a pathway.” Her rating for her
performance in English was 4, significantly lower than her rating in the
previous year. “I'm not doing very well in English, the work is really hard
because there's so much of it. I can't keep up with it." Following this
interview Janene was changed o a lower pathway for English so it would
seem that her judgment ofher i"&ting in the initial class group was fairly

accurate.

Comparison of teacher and self-ratings.

In Year 7 Janene rated her own performance in all academic areas
lower than the rating allocated by her teacher, The difference was greatest
in the area of general academic performance where janene rated her
performance at 5 and the teacher rating was 8. As this category included
social studies the subject which Janene identified as her best subject it
would seem that Janene may not have been effective al combining
various subjects to produce a composite picture of her perfermance,
Janene and her teacher agreed on a social rating of 8.

At Year 8 there was reasonable agreement between Janenc's rating for
her performance in mathematics and English and that of her teachers.
However, as in the previous year Janene rated herself lower than her
teacher's rating in both subjects. This would suggest that her expectations
for success in those subjects would be low. However, Janene expressed
confidence that she could be successfu_l and purposely avoided failure. . It
may be that she rated herself Iowfjr'than her teachers because she was
aware of the effort that she was withholding and made her judgments in
relation to her beliefs about the standard of performance of which she was

capable if she tried.

-249-



Altributions For Success and Failure

Attributions for success

At Year 7 Janene attributed her success to the internal factors, effort
and ability and accepted responsibility for her level of achievement. She
acknowledged that she received good marks when she tried hard and
believed that she was responsible for her success. Effort was something
which she could control and hence her opportunities for academic success
were within her control. "I deserve the marks I get." While she believes
that her successes are due to her effort she will be willing to tackle similar
tasks in the future as long as she makes an effort on them.

She demonstrated little reflection on her own performance "When I
get a good mark I don't think about it. I don't wonder why and I don't
really care what other kids get." Comments such as "I try hard to make
my teachers happy." and "1 feel proud when I get good marks because my
parents will be pleased.” suggest that the sources of her motivation were
external and that she found success a pleasurable experience.

At Year 8 her attributions for academic success had become
externalised as she held the task and luck, uncontrollable factors,
responsible for her success. She suggested that academic success was the
result of simple tasks, "These arc things that are on stuff we've done
before.” Janene's comments about the effect of the peer group on her
efforts "In my group it's not coot to do well in school. Or to seem to want
to." suggest that the sources of her motivation were still external, and that

she was unwilling to acknowledge the role of personal effort.

Attributions for failure,
In Year 7 Janene attributed academic failure to a lack of personal
effort, "If I get a low mark it's because I didn't try hard enough. 1f I tried

harder I'd get better marks.” and "When I can't be bothered and don’t try I
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expect to get a low mark.” The pattern of her attributions for failure
suggest that she holds internal attributions for failure as ability is the next
factor held responsible. "I get low marks in science because I'm ro good at
it. And I'm no good at writing stories because 1 can't think of things to put
on the page. Although Janene saw that some of her academic
petformance was within her control via her effort, by selecting ability as
the second influence she suggested that in some areas she believed there
was little that she could do to aveid future negative academic outcomes.

She reported that she sometimes felt disappointed when she received
a low mark but if it was in a situation where she hadn't tried hard then
she didn't feel bad for long, "l know I can try and do better next time. Mr
P is always telling us how important it is to 'give it a go'"

At Year 8 Janene's primary source of attributions for failure was effort
but tHL}_ pattern of her attributions changed to show the task as the second
factor f’ésponsible for failure. Her attributions for failure moved from
internal origins to a combination of internal and external, She accepted
that she was responsible for the amount of effort that she put in and that
sometimes she didn't really try because "1 don't care what mark [ get. [
don't try as much as [ did last year.”, "l just don't want to fail." and "It's
not cool to do really well." She identified times when she had not
performed well on tasks because she had "studied the wrong thing”, or "1
guess | wasn't listening, That's my fault.”

Janene was prepared to accept responsibility for her failure and
viewed faifure as a function of something within her control. She could
chease whether or not to try on a task, or listen to instructions. FHowever,
there was little that she could do to affect the nature of the task so while
she viewed the primary cause of her poor performance to be controllable,

the next cause was not.
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Janene reported that she didn't care when she received poor results
in Year 8. "As long as I don't really fail then I don't care. Good marks
don't matter. I guess even if I get a D I wouldn't be really upset, but I don't
want an F. That's really serious” As long as Janene believed that she was
in control of the effort which she put into each task and that her results
were dependent on her efforts then she could cope with the marks that
resulted. While she was in control of the degree of success that she
achieved (through her effort) then she could still approach each new task

confidently.

Use of Strategies
When faced with a problem situation where she could not continue
Janene reported that she would ask a specific friend for assistance. She was

emphatic-that she would not ask the teacher:

I don't ask the teacher for help. The teacher goes around the room
checking over shoulders and doesn’t help. I think he does this to
check that we are working, not to help us. | don't like asking the
teacher because [ don't understand their explanations, he just says
the same thing he said before which 1 didn't understand. 1 feel
wrong.

Her explanation suggested thal this may have been a response to a
particular teacher and his way of dealing with children. However, as she
reported that her response would be the same in subjects other than
mathematics, her response would scem to be generalisable to other
teachers and situations.

Janene reported that giving up and going on would be her final
action, "If my friend can't help me, 1 do the bits 1 can then try to work it
out.”. She reported that her responses to problems would be the same in

all subject areas, "1 don't like giving up and usually my friend can explain
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whatﬂto do." When gaining assistance Janene reported that she found it
most helpful when she was told what to do or how to solve the problem,
rather than being provided with the correct answer.

Janene's behaviour suggested that she was able to employ adaptive
strategies, she would seck assistance, although from a limited range of
sources, and she would attempt to discover effective ways of completing
the task.

Janene's responses to situations in which she had ne set work
suggested minimal elements of adaptive behaviour. She stated that in
some cases the teacher provided work for early finishers but in the
situations where there was no set work to continue with, she would
complete other work that was due in that day. However, she only
completed work if it was required of her, "I dont compIete unfinished
work unless I have to." She would not create tasks for herself or make
simple tasks more challenging.

Janene's pattern of responding to problem situations did not change
in Year 8 A friend was her first source of assistance, fellowed by
attempting to complete the parts of the problem that she could. She
. repeated a resistance to asking the teacher for assistance. This was not a
function of individual teachers but was applied across all subject areas,
"Teachers make you feel dumb, and it's really hard to get their attention.
My friend is right next to me and can help me straight away."

Janene's behaviour became less adaptive in Year 8. She reported that
in the unlikely event that she finished early she would not continue with
any other work or seek something to occupy herself but would chat to
friends. Like Michelle and Neoma she noted that the volume of work
pres'énted to students in secondary school meant that there were seldom
situations where students finished all of their work in class. The nature of

the instructional tasks and the manner in which classes were taught in the
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secondary school also seemed to mitigate against the employment of
adaptive strategies as all students in the class were given the same task at

the same time with litile or no scope for variation or self selection of tasks.

Summary

On reflection over her first semester Janene judged that secondary
school had been as she expected it to be. In some cases she reported that
the work had been more difficult than in Year 7 because of the volume of
the work required but she was also able to identify situations where she
had repeated work from the previous year. The volume of work had
increased and in those situations where she was learning new work
Janene had experienced some difficulty with it. In those subjects where
she was not in the top pathway Janene reporied that the work was at a
level similar to the previous year, and in these situations she was able to
maintain satisfactory performance with minimum effort. Janene had
adopted a negative attitude to schoolwork, embracing an ethos that doing
well was undesirable. She operated in manner that allowed her to
minimise her chances of failure while expending minimum effort.

Her performance on the MSE tests in Year 8 showed that her
academic performance had not improved since Year 7. While her
attributions suggested that she viewed success and failure to be within her
control. Flence if she chose to put effort into her work she should be able
to achieve academic success. There is a real danger that if she maintains
her negative attitude then her chances of being academically successful at
secondary school will be severely limited. By the end of term one she had
been moved into a lower pathway for English. She summarised her high
school experiences in the following way, "There's nothing different about
high school, school's school.” Janenc's academic performance in Year 8

would suggest that her transition to secondary school had been less
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successful than would have been expected and her case perhaps most
closely resembles anecdotal explanations as to what happens to adolescents

when they enter secondary school.

Cnse Five: Felicity

Background

Felicity attended primary school 4B where her teacher was a male
with fourteen years teaching experience. Her class was a combiried Year
6/7. Her teacher described her as a quiet and cuoperative student who
rarely asked for help. She was described as having “average" academic
potential and a specific learning problem with spelling. In class she was
polite and compliant, her teacher expressed concern at her ability to
become "invisible". Felicity was friendly towards other students but had
no other students whom she had identified as her friends. Felicity was
involved in national dancing which occupied much of her time outside
school. Felicity was pﬁysica]]y small and immature and her teacher
expressed concern about Felicity's tendency to withdraw and “disappear”
in the class. Despite her work occasionally being untidy, she was described

as being well organised and having good personal management skills.

Expectations and Experiences of Secondary School

Expectations of secondary school.

Felicity was leoking forward to going to secondary school. She had
some acquaintances through dancing who were at other high schools and
she believed that she would enjoy the experience, She expressed some
concern at dealing with the logistics of changing schools such as finding
her way around a new environment. She was also concerned about the
amount of work that she would have to deal with. Her dancing

commitments already placed a great deal of pressure on her and she was
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concerned that secondary school would be accompanied by an increased

work load that she would not have enough time for,

Experiences of secondary school.

In the first interview conducted in the first week of secondary school
Felicity reported that while she found secondary school very different
from primary school in a physical sense, once inside the classraom the two
were very similar, "What happens in the class isn't much different to
primary school. There are some little differences, I think the ieachers treat
us a bit more like adults, we have 'dress code' not uniforms,” She had not
experienced any problems adjusting to having a number of different
teachers because "all treat us pretty much the same, there are one or two
who are a hit stricter but there was a difference at primary school."

She described the work in the first weeks of school as "aboul as hard
as at the end of last year. It's just lots of revision. T'n not surprised, I
expected them to revise at the beginning. We seem to do a lot of working
on our own.” She reported that all of her teachers had explained about the
grades that would be awarded but that she did not have any idea of the
standards required to achieve particular grades. "l de know that doing
homework is very important. All of my teachers have made that very
clear." !

By the end of first semester Felicity reported that she had made new
friends but had maintained her friendship with her "best friend” from the
previous year. She identified that at sccondary school there were some
subjécts that seemed to be more important than others "maths, English,
science and social studics, [ don't know why. They just seem ta be treated
more seriously." She felt reasonably positive about secondary school
because "it gives me something to do, gives me the chance to see my

friends, socialising is the most important thing."
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Secondary school had been different to her expectations in a number
of ways. Felicity identified areas relating to organisational and social
features of the school, expressing surprise that the year groups remained
50 separate and that moving around the school had been fairly simple.

She believed that she was achieving well and that she was trying
hard " think- harder than last year." The grades that she had received for
work provided the basis for her judgment and she was frustrated at
receiving little information about her progress in science. She perceived
that the work that she was currently doing was a repetition of work that
she had previously done in Year 7, "It's like revision still” and expressed a
desire to be promoted to higher pathway. She had interpreted messages
about the type of work that was required and stressed the importance of
submitting waork for assessment. She admitted that she "sometimes
handed in work that F wouldn't have handed in to Mr L last year but it's
really important to hand it in. If's worse to be late than sloppy or

incomplete.”

Academic Performance

At Year 7 Pelicity scored within the benchmark range of the MSE
English tests for reading and writing. At Year 8 her English test scores
were higher than the previous years but her position in relation to the
benchmark for Year 7 performance remained the same.

At Year 7 she scored at the low end of the range for all strands on the
mathematics test. Standardised scores of her Year 8 performance showed a
decline in performance on the number strand but her position in relation
to the Year 7 benchmark remained the same, Table 21 presents Felicity's
performance on the MSE tests for English and mathematics at Year 7 and

Year B.
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Table 21
Raw and Standardised Scores on MSE Mathematics and English Tests al
Year 7 and 8: Felicity

English Mathematics
Reading Writing Measurernent  Space Number
Raw Stand. Raw Stand. Raw Stand. Raw Standd. Raw Stand.
Year?7 26 O 7 0 3 -89y 7 7000 10 -822
Year8 27 O 9 0 9 -734 7 7000 9 -1,359

Teacher and Self-ratings of Academic Petformance

Felicity's Year 7 teacher rated her mathematics performance at 6,
"she's a hard working student and maybe a bit above average.” Her
English performance was rated at 5, “she's a fairly average performer, but
does have a problem with spelling.” Her general academic performance
was rated at 6 and this was supported by leacher comments about her being
a "hard working student, who tried hard {sic]." Telicitys teacher rated her
social performance at 8, "She doesn't have any enemies, gets on well with
others but doesn't seem to have any friends. She's shy and retiring.”
Felicity's Year 7 teacher predicied that she would probably cope with the
transition from primary to secondary school but expressed some concerns
suggesting that her shyness and ability to "disappear” may put her in the
high risk category.

In Year 7 Felicity rated her own mathematics performance at 3, "I
think I'm okay but not really good, about halfway through the class.” She
experienced some difficulty placing herself on the basis of her English
performance because she was aware that her poor spelling had a

detrimental effect on her performance. After a great deal of consideration
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she placed herself at 7 for English. She rated her general academic
performance at 7 and social performance at 9.

Teacher ratings for Felicity's mathematics and English performance
at Year 8 matched Year 7 ratings. She was rated a 6 in mathematics and it
took some time and thought for her teacher to identify her. The teacher
commented on Felicity's ability to "disappear” in the class, "I hardly notice
her." Felicity's performance in English was rated 5, "she's really very
average."

In Year 8 Felicity rated her academic performance lower than she had
in Year 7, placing herself at 4 "I seem to be having lots of trouble.," She
rated her performance in English at 7, the same position she had selected

in the previous year, "I think I'm going pretty well."

Compnrison of teacher and scif-ratings.

Felicity rated her own performance higher than her Year 7 teacher in
all areas except mathematics. This pattern was repeated in Year 8 when
Felicity's rating of her own performance in mathematics was below her
rating of her own performance in Year 7, and below that of her Year 8
teacher. Her rating of her performance in English (7) was the same as her

own Year 7 rating and again above that of her Year 8 teacher.

Attributions for Success and Failure

Atiributions for success.

In Year 7 Felicity attributed academic success to effort and the task.
Her primary attribution was to effort "When T do well it's because ['ve
tried really hard." Felicity stated that she usually received the sort of
marks that she expected and was pleased when she received high marks as
she saw this as a reward for her hard work. She said that she felt good

when she did well because this pleased her parents who encouraged her to
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try hard and "do her best". She also noted that her Year 7 teacher and
primary school principal gave students repeated messages about the
importance of trying hard and "giving it a go".

In Year 8 the pattern of Felicity's attributions for her success changed
to reflect the internal causes, ability and effort. "I got good marks because
of things that I did. I'm good at thinking of ideas for stories and I try hard
to do a good job." By viewing positive outcomes as the result of factors
over which she had control Felicity was more likely to expect to be
successful on similar tasks in the future.

In Year 8 Felicity reported that she still felt pleased when she
achieved good results "It's nice to do well. It makes me and my parents
happy.” She also commented on the fact that this year she felt that she
was able to achieve better results and that she "felt smarter”. It may be that
being in a more homogenecus group allowed Felicity to achieve better
relative to other students. If students are more similar in achievement
levels the variation between high and low achieving students is less

extremas.

Attributions for fﬁ"ﬁhcre.

In Year 7 Felicity attributed failure to the external, uncontrollable
factors luck and the task. Felicity referred to particular instances where she
had received poor marks for work because "It was bad luck, I wasn't sure
what to do and I guessed and it wasn't right. The teacher asked us to do
something that was really hard and I'd never done it before. T didn't really
know what he wanted. It wasn't my fault.”

Felicity did not like being unsuccessful on tasks and said that it made
her feei “dumb”. She had already identified that she had a specific
learning disability which made things difficult for her and she also

frequently commented on the fact that she believed that she had a poor
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memoty which made learning things difficuit for her. However, she did
not attribute failure to lack of ability which meant that she would be likely
to approach similar future tasks with some expectation of success.

At Year B she attributed failure to the uncontrollable causes, ability
and the task. This was related specifically to performance in science which
Felicity described as "a hard subject that I don't understand. I try to learn it
but it doesn't stay in my head. It's like spelling. Ican't remember it." The
pattern of Felicity’s attributions for failure had changed to become more
internal but still uncontrollable. As long as she continues to view
negative outcomes to bo the result of something over which she has no
control, Felicity is unlikely to expect to be successful on similar future
tasks.

Felicity's response to failure at Year 8 was disappointment that she
could not master the subject area or the task. When asked to explain the
reason why she may not be successful in cther subject areas Felicity
suggested that it was probably because she could not do some of the things
(such as remembering) that were expected of her as a learner.

The pattern of Felicity's attributions for both success and failure
changed from Year 7 to Year 8. Her attributions for success became more
internal and her attributions for failure became more internal and less

controllable.

Use of Strategics

In Year 7 Felicity reported that when she became "stuck" on a
problem her first response was to ask a friend for assistance, "T'll usually
ask the person sitting next to me because it's quickest,” Her alternative
action was to think about ways in which she had solved other similar

problems.
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Felicity reported that when she finished set class work early she
would read or complete other unfinished work. Her teacher had reported
that she showed initiative in her personal work and was effective at
setting and achieving goals. She reported that occasionally she had added
additional aspects to set work if she finished it early or thought that it was
too simple. "I sometimes add other things to make it more interesting. 1
did that in my project and Mr L thought it was really good.” This was not
her normal behaviour because she said that usually she was too short of
time to make tasks more complex.

In Year 8 Pelicity reported that her immediate response was to ask
another student for help because “it's too hard to pget the teacher's
attention. They're usually worried about the kids who muck around."
However, she reported that her next action would be to give up rather
than to attempt to implement a strategy of seme type which demonstrates
non-adaptive strategy use.

Like other students in this study Felicity reported that since arriving
at secondary school she had not yet encountered a class situation where
she had completed all class work before the end of the period. She also
reported that she weuld not consider adding to assigned tasks in order to
make them more interesting or challenging, referring to the importance of

completing and submitting work.

Summary

Felicity appeared to settle in to secondary school. The transition had
not presented her with any major problems. She appeared to be
constructing a view of secondary school that included the things that the
school considered important (such as submitting wbrk) and the things that
she considered important (such as socialising). She believed that she was
coping adequately with suconc?slry school and identified some students

i
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from her primary school whom she described as experiencing major
difficulties because "they weren't very good last year. They don't finish
their work or hand it in," reiterating her perception of the importance of
the completing and submitting work. She had been surprised, and to
some extent disappointed that the academic work had not been more
challenging but as she viewed herself as an “average" student she
acknowledged that this worked to her advantage. “Because the work isn't
really hard I can do okay on it. Just so long as I hand it in." Her
experiences showed to her that it was possible to achieve at a satisfactory
level with little effort. This may have significant implications for her

future effort.

Case Six: Andrew

Background

. Andrew was in class 4A. His Year 7 teacher was the deputy principal
female with twenty years teaching experience. He had an older brother
who was in Year 8 at the secondary school and a younger sister who
received much of the family's attention. His parents were of central
European descent and his mother spoke very little English. English was
not the language spoken at home.

Andrew was classified as a Social student. His teacher described him
as a cooperative student who would tackle almost all problems. She
reported that she frequently had to call on him to help him become
“involved in class. She identified that she believed he had the potential to
achieve but that this 'may be restricted by his difficulties with written
language as well as his short temper. Andrew did not respond well to
reprimands and discipline and his teacher reported that she had to work

hard to keep him “on side”. His organisational skills were described as
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poor and his teacher reported that he frequently lost books and worksheets
and often had to search for required materials.

While his teacher described him as independent and demonstrating
initiative she also noted that she had to monitor his behaviour because he
could become easily distracted and off-task if she was working with other
students, He was reliant on her to monitor his on-task behaviour

app’érently lacking the skills to do so himself,

Expectations and Experiences of Secondary School

Expectations of secondary school.

Andrew stated that his brother had told him little about secondary
school because, "We don't talk to each other much, and then we don't talk
about school." However, his brother had told him that “high school is
more fun than primary school. It's hard work but not that bad when you
get used to it." Andrew said that he had no idea what secondary school
would be like but was looking forward to it. Apart from avoiding
unemployment he had no idea about what he wanted to do in the future.

Andrew did not expect to maintain old friendships at secondary
school, and believed that high schoo!l was a new situation where he would
make new friends. He thought that secondary school would provide him
with the opportunity to make a new start. Andrew believed that he could
take advantage of this opportunity, “I'd like to do better next year. Ican do
this if 1 work harder and do my homework.”

Andrew expressed positive functional, attitudes towards the value of

schooling. He had received strong messages about the importance of * -

doing well at school from his family, feachers and the media, "l know it's
important to do well to get a good job. You're more likely to get a good job
if you've got good marks. The job situation seems pretty real because we

hear so much about it." Andrew's family had migrated to Australia from
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central Europe and it is likely that this attitude was to some extent socio-
culturaily influenced,

Andrew's vision of himself as a Year 8 student focused on good
academic performance which was represented by "a good report card”. He
described a good Year 8 student as a "hard worker who tries hard and
studies hard." Andrew stated that he thought that studying and trying
hard were important if a student was to do well at school. He commented
that he had read textbooks about how to study but did not use the
information that he had read.

Andrew admitted that he often did not try at primary school. This
was an emotional response to situations where he believed that he was
being unfairly treated. He said that he was aware that he stopped trying
when he thought that a teacher was "picking on" him. He admitted that
his effort was inconsistent and related to his affective state, *I try hard
when I'm in a good mood”, and that he tried harder for teachers he liked.
He liked his regular Year 7 teacher more than any other teacher and
consequently worked "better for her” than for specialist teachers who alse
taught him. When asked to elaborate on what he meant by trying hard,
Andrew described it as ". . . put in the effort and give things a go.” He was
unable to describe the processes involved in working or trying hard and
did not mention persevering or repeating tasks.

Andrew's sources of motivation were external, and his goals related
to performance. His reasens for pecforming academic tasks related lo
external rewards that accompanied the task. He reported, "I feel better and
proud when [ get good marks. My parents give me rewards when I get
good marks. I fee! good when 1 make them happy.” When he liked a
teacher, and believed the feeling to be mutual, he was more likely to apply

effort in his work and behave in class. Andrew saw school as important
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for future employment reasons and also because "it gives me sc;mething

to do."

Experiences of secondary sclool.

Andrew's initial impressions of secondary school were positive. He
had experienced few problems finding rooms or moving arﬁund the
scheol. He was finding the new subjects interssting and liked changing
classes and moving arcund the school because it "made the day go fast".
He reported surprise at finding the work to be the same level of difficulty
as the previpus year. He believed that he was working hard and stated
that he had made a decision to try hard in Year 8, "it's my opportunity for
a new start.” The level of the work that he had experienced so far led him
to believe that it would be possible for him to do well at secondary school
and he found this reassuring. _

In a subsequent interview Andrew stated that he was still trying hard,
studying for tests and achieving good marks. He did not perceive the
Qork to be harder and noted that he had received A's which he had not
previcusly received at primary school. He expressed some
disappointment at science as a subject. While he found it interesting to
conduct experiments in science, he was disappointed that opportunities
for the students to perform experiments were limited and that most class
time was spent copying notes or watching the teacher perform
experiments. Generally, he described the work as boring,

He found the nature and content of Year 8 social studies different
from the social studies with which he was familiar. He described this as
new and interesting "but a bit hard because it's new.” This comment
reflects the responses of a number of students in this study. Work thi_';'_:t
students perceived to be new was held to be interesting, challenging or

hard. On the other hand, work with which students were familiar was
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seen to be easy, boring and old. Andrew reported that he was required to
perform more independent work in Year 8 social studies than he had been
accustomed to, "We do most of it on our own, Last year social studies was
lots of discussion with the whole class and the teacher."

Andrew's problems with written language possibly played a
significant role in his responses to subjects at secondary school. His well
developed oral language skills allowed him to function successfully in
situations which were based around discussion and verbal instruction. In
the secbndary school there was little opportunity fer group work or
discussion and he was required to engage in mainly independent, print-
based learning activities. This situation placed Andrew at a disadvantage
of which he was aware. He expressed feelings of frustration and
powerlessness in these situations and felt unfairly treated because he
believed he was disadvantaged and made to appear "dumb”. His lack of
appropriate strategies for dealing with this meant that his only responses
were emotional outbursts which achieved nothing. His responses
consisted of anger which attracted sanctions from his teachers, and fhe
withdrawal of effort which had af adverse effect on his learning, _

Andrew described his performance as satisfactory, "In general I tﬁiﬁk
I'm pretty good at school." He was emphatic that he would not publicly
admit. that he did not knew something and would not raise his hand to
ask the teacher for assistance. He also expressed a reluctance to volunteer
answers to teacher questions and said that he would only volunteer if he
was sute that he had the correct answer, "I don't want to be wrong in
public." His increased reluctance to ask questions and seek help support
Newman's assertion (1991) that by the middle years of schooling students'
attitudes and beliefs about the costs of seeking help have a negative effect
on their inleractions and behaviour (Newman & Goldin, 1990; Newman

& Schwager, 1992; van der Meij, 1988, 1990).
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Andrew believed that presentation was an important criterion of
quality work at Year 8 and identified a difference between the nature of
presentation that he Eelieved was required at primary and secondary
school, "At primary school you have to use colours and pictures, now it
just has to be neat and so you can read it." Andrew had interpreted
teacher messages about the importance of completing work and handing it
in. The deduction of marks which was a consequence of late submission
reinforced this message and Andrew admitted that this year he had
submitted work of a standard which his Year 7 teacher would have found
unacceptable. At the end of first term he still found the work to be easier
than he expected but believed that it would begin to get harder.

In the final interview which occurred at the end of second térm,
Andrew expressed disillusionment at the level of the work in which he
was currently engaged, "This is really bering because we've done it all
before." He reported that he was not spending much time on homework

and that he believed that he had spent more time on homework in Year 7:

' Last year our teacher gave us lots of homework to get us ready for
Year 8 but we didn't need it because we don't get very much now.
Last year my brother scemed to get much more homework than [ do.
Sometimes we seem to get a lot because sometimes all teachers give
you homework at the same time, But it's not new work it's just
finishing stuff off,

Andrew described all subjects as boring, "especially in social studies
where we just copy notes down." This is in contrast to his response in the
first weeks of school when he had described social studies as new,
interesting and different. His description of the nature of class work in

most subjects was:

We do more worksheets, lots of worksheats, The teacher hands
them out, explains what to do and we work on them. 1 don't mind
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doing them but it's more fun when you get to do real things - you
know, write things yourself.

Andrew felt that some of the teachers treated students unfairly, and
described their behaviour as "changing the rules to make themselves
right". He commented, "it's different to primary school. There the
teachers seemed to care about kids, here they don't." Andrew was aware
of his responses when he believed that he was being treated unfairly, "[ get
angry, I don't do any work. Ijust sit in my seat.” He was aware that this

.was counterproductive but he did not have alternative responses in such

situations.

Andrew expressed frustration at his lack of awareness of progress:

I don't know how I'm going this year. I thought I was trying hard in
science but my teacher told me to work harder. The teachers don't
tell me much about how I'm going. Last year Ms C used to give me
lots of feedback but this year I don't get much information about
what's good and bad.

He reported that he believed that he tried on some occasions, but admitted
that he didn't study when tests were coming up because "I can't be
bothered and I don't know what to study." It seems that despite talking
about the importance of the value of school achievement Andrew was
beginning to lose sight of the value of academic tasks which adversely
affected his achievement motivation. Lack of information about task
requirements and lack of a clear reason for learning were the reasons for

this change.
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Acadermic Performance

There was wide variation in Andrew's scores on the two English {ests
at Year 7. His score for reading was well above the Year 7 benchmark but
his score for writing was at the bottom of the range of benchmark scores.
Andrew was well aware of his strengths and weaknesses in this area. In

Year 8 Andrew's performance remained the same. While his position in
relation to the benchmark remained stable from Year 7 to Year 8 the raw
score was lower in Year 8 than in the previous year,

In Year 7 Andrew scored in the lower range of the benchmark scores
for the MSE mathematics tests in measurement and space, and at the
upper end of the range for number. At Year 8 Andrew scored within the
range of benchmark scores for all strands of the mathematics tests.
Standardised mathematics scores show that Andrew's performance on the
measurement and number strands declined from Year 7 to Year 8. Table
2 presents Andrew's raw and standardised scores on the MSE test at Year

7 and 8.

Table 22
Raw and Standardised Scores on MSE Mathematics and English Tests at
Year 7 and 8: Andrew

English Mathematics
Reading Writing Measurement  Space Number
Raw Stand. Raw Stand, Raw Stand. Raw Stand. Raw Stand.
Year 7 **40 0 6 0 5 368 5 5000 17 985
Year 8 **38 0 Dy 0 140 -389 10 10000 13 124

** denotes performance above the benchmark

* denoles performance below the benchmark
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Teacher and. Self-ratings of Academic Performance

Andrew's Year 7 mathematics teacher's rating of his perflb..rmance in
that subject {3} placed him towards the bottom end of ?he class, "He's not a
strong maths student.” This judgment does not co&espond to Andrew's
performance on the MSE mathematics test where he performed within
the benchmark range of scores, Andrew expressed negative attitudes
towards this teacher and it may be that her judgment was influenced by
his classroom behaviour.

When rating his performance in English, Andrew's regular class
teacher commented on the effect of his ESL background and noted the
telative strength of his reading comprehension and oral language skills .

His general academic performance was rated at 6. His teacher
commented that again, his lack of written language skills limited his
academic performance but that he had a wide general knowledge and was
willing to offer an informed opinion. His social performance was rated at
4. His teacher described him as a Secinl student in class, but noted that he
did not mix well, and had a limited number of friends. She suggested that
Andrew's short temper hindered his development of friendships.

Andrew's Year 7 teacher was reluctant to predict his performance at
Year 8, stating that while she believed that Andrew had the potential to
succeed, his capacity for misbehaviour, willingness to join others
misbehaving and his short temper may adversely affect his adjustment to
secondary school and subsequent academic performance. She suggested
that he had the capacity to cope with secondary school but feared that he
would be a high risk student because of his behaviour.

In Year 7 Andrew rated his mathematics perfermance at 5, "l think
I'm okay at maths, I'm not the best . . . not the worst." He repeated his
teacher's comments about variations in his performance in English and

rated his overall English performance at 3. He acknowledged that his
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reading and speaking skills were above average but he rated his spelling
and grammar below most of his peers. His final decision was based on
what he saw to be the salient aspects in the classroom setting, "We get
most of our marks for written work and I know that I'm not good, I also
get bad marks in spelling.” Andrew rated his general academic
petformance at 7 and his social performance at 8, "I think I get on with
everyone okay." ..

At Year 8 Andrew’s rating for his mathematics performance was the
same as in Year 7 (5) but he had increased his rating for English to 5 based
on what he believed what was rewarded at secondary school, "This year in
English we get marks for different things. We don't get marks for
grammar and spelling so 1 think I'm doing better.”

Andrew's Year 8 mathematics teacher rated his performance at 4 and
his English teacher also rated his English performance at 4. Both teachers
described his performance as barely adequate, commenting on his negative
attitude towards school and surly behaviour in class. The increased
relianice on written work, which was Andrew's weakness may have
influenced teacher judgments of his performance. In addition, teachers
may have been influenced :i:ay Andrew's classroom behaviour. Neither

teacher described his performance or potential in positive terms.

Comparison of teacher and self-ratings.

In Year 7 there was variation between Andrew's rating of lﬁs
perfurm{:{'ﬁce and his teacher's ratings. In mathematics Andrew rated his
performance higher than his teacher rating, and this was closer to the
description of his mathematics performance offered by the MSE test. In
English, Andrew and his teacher agreed on areas of sirengths and
weakness and agreed on the ratings for both oral and written dimensions.

However, when deciding on an overall rating for English Andrew rated
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his performance lower than his teacher. Teacher and self-ratings for
general academic performance were close: Andrew's rating was slightly
higher than that of his teacher. In common with most subjects there was
significant difference between Andrew's and his teacher's ratings of his
sccial performance. Again the teacher rating was lower than the student's
self-rating.

There was a reasonable similarity between the ratings assigned by
Andrew and his teachers to his performance at Year 8. However,
comments made by Andrew and his teachers about their reasons for
assigning the ratings were conflicting, Andrew believed that 5 was a
"good" rating that signified that he was doing well and his teachers used 5
to describe adequate performance. It seems that while Andrew and his
teacher assigned the same relative rating to his performance, the value

which they attached to that rating was different.

Attributions For Success and Failure

Attributions for success.

In Year 7 Andrew attributed his academic success to luck. Positive
outcomes were attributed to the external factors luck and the lask, causes
over which he had no control. When discussing a situation in which he
had received a very high mark for a piece of work Andrew expressed
surprise that he had achieved that mark and could not exphin why he got
the mark except, "I guess T was just lucky. 1don't know what it was about
it. I didn't think it was that good. 1 don't often get a very high mark."
Andrew was not cenfident of achieving high marks in academic
situations.

Andrew commented that he felt good and proud of himself when he
received good marks and that this also pleased his parents. He said that he

felt particularly good because doing well made his parents happy.
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Andrew's goal orientations were external and related to wanting to do
well in order to please other people. However, he was not confident of
performing well and wanted to apply minimal effort. This may have been
a self protective response to his lack of confidence in academic
performance situations.

At Year 8 the pattern of Andrew's attributions for success changed
substantially. Success was attributed to effort, an internal cause which was
within Andrew's control. He also held the task responsible for some
successes, recalling certain specific examples. Andrew believed that he had
greater contrel over his performance in the secondary setting comment
that he expected to be successful on academic tasks because the work was
familiar.

At Year 8 Andrew said that he felt pleased when he did well because
it showed him that he could do the work. However, he commented that
he had experienced very few situations at secondary school when he had
been particularly successful. While he believed that there were numerous
instances where he had produced goed quality work he had seldom
received high marks. This would seem to conf lict with his expectations
for success.

Andrew's attributions for success and his increased self perceptions of
performance suggest that the homogeneous secendary classroom
environment and the perceived familiarity of work may have caused him
to develop an unrealistically positive view of his ability and performance.
In a streamed secondary class it was possible for him to achieve A grades,
something which had never occurred before. [t scems that he was unable

I
to resolve differences between his expectations and experiences.
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Abtributions for failure. _
Andrew attributed negative outcomes externally to luck. With reference
to a project for which he had received a low mark Andrew stated, "It
wasn't my fault. We were given marks for things that I didn't know were
going to be marked." Andrew acknowledged that there were occasions
when he had not performed very well because he had not put the effort in,
“If I don't like the teacher [ won't try hard, I don't really like my maths
teacher. T don't try #f I'm in a bad mood." Andrew said that when he did
badly he was angry at the teacher because he believed that it was their fault
that he had not tried hard enough.

Andrew's attributions for failure remained stable from Year 7 to Year
8. Lack of success was attributed to luck and effort. In this case he
suggested that he often received poor marks because, "some of the teachers
are unfair, they pick on me. This year there aren't any teachers I like so 1
don't try." Although he was prepared to accept the respensibility for the
amount of effort which he expended on a task, Andrew confinued to hold
someone else (the teacher) responsible for his lack of sueccess, "It's the
teacher's fault that I don't try." Again, Andrew's affective response to

failure was one of anger at the teachers for making him perform badly.

Use of Strategics

In Year 7 Andrew's response to a problem situation was fo ask for
help from the teacher. He reported that he wouldn't ask other students
for help because he didn't think that they would help him and he didn't
want them to know that he could not do the work. He described teacher
actions that were helpful to him, "If the teacher helps she explains it 50 1
can understand what 1 have to do, she shows how to do it, spends some
time with me." His responses to problem situations were limited. His

help seeking behaviour did little to assist his learning, he did not consider
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alternative sources of assistance, referring automatically to the teacher.
Andrew also said that he would only ask teachers if he liked them since
the costs of asking for help from certain teachers or peers outweighed any
benefits that may have resulted. If he was unable to get the teacher's
attention Andrew would give up on the task. Andrew stated that he
seldom tried to work things out for himself and could describe no
strategies for tackling problems independently, "If [ can't do it I give up.”
Andrew had a limited repertoire of behavioural responses and was unable
to approach learning tasks in a strategic manner.

Andrew said that he very seldom finished class work early sc had few
opportunities to employ other strategies, "I just never seem to get
everything finished." He also stated that he would not do anything to
make a boring task more interesting, "I just probably wouldn't finish it
unless I had to."

At Year 8 Andrew reported that he would not ask the teacher for
assigtance and that he was most likely to leave the problem and go on to
the next question or task. He also said that there was no situation in class
where he would ask a question of the teacher. Andrew said that asking
and answering questions was embarrassing and related it particularly to
the potential for public demonstration of lack of knowledge. His
reluctance to ask for assistance was related to his beliefs about teachers
who "picked on” students. He believed that teachers were unwilling to
help students and he did not want others to know if he could not do the
work. These responses match the negative consequences associated with
asking for assistance described by Newman (1991). In Year 8 Andrew
reported that he may seek help from a friend, but stressed that it would
have to be a friend not just a peer. Again, the threat of being seen to be
experiencing problems with the learning task limited Andrew's help

seeking bchaviour.
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Again, in Year 8 Andrew would not extend or alter tasks to make
them more interesting or challenging, "If they're boring then I just won't
do them." He could not imagine altering a task to make it more
interesting or challenging. As he never finished all assigned work in class
time, Andrew could not describe what he would do if he finished work
early, He could not imagine such a situation occurring. Classroom
observation showed that he was often off-task and distracted. He was not
observed to demonstrate initiative or independence in individual
seatwork.

__Andrew demonstrated minimal adaptive capabilities at Year 7 and
Year 8. He did not set tasks for himself or adapt existing tasks to make
them more interesting or challenging. He was heavily. reliant on his
teacher to keep him on task and his only response when he encountered

problems was to ask someone to show him what to do.

Swummary

As his first year of secondary school progressed Andrew became more
disappointed and disillusioned. His response to his perception of the level
of the work that he was doing was to decrease his effort because he
perceived the teacher's demands to be low. Fle voiced frustration at his
lack of knowledge about the evaluative criteria and process at secondary
level. It seems that Andrew had few personal resources on which to draw
and when faced with a difficult situation his response was fo withdraw.
Andrew's goal orientations changed from performance related goals (to
get good marks to satisfy others) in Year 7, to focus on the avoidanze of
work in Year 8. To a large extent this was caused by his affective responses
to teachers whom he believed "picked on" him but the increased
emphasis on individual written work meant that he had fewer

opportunities to be successful. The protection of his public image was
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important and rather than be seen to be unsuccessful, Andrew consciously
withdrew effort so that he could use this to explain possible poor
performance. This provides evidence for the suggestion that some
students consciously withdraw their efforts on classroom tasks in order to
protect their sense of self worth (Covinglon, 1579).

Andrew's academic performance as measured by the MSE tests
showed a general decline from Year 7 to Year 8. His response to academic
tasks was negative, and this seemed to be a combination of his affective
responses to the teachers whom he did not like, and to what he perceived
to be boring tasks. Andrew disengaged himself from school and the
classroom, and he acknowledged this when he said, "If 1 don't like the
teacher then I just don't do anything.” Tt seems that Andrew had decided
that teachers did not like students, and in response he did not like them
and consequently did little work. Although he had begun the year with
good intentions stating that he wanted te make a "fresh start”, by the end
of first semester his attitude had changed and his deteriorating academic

performance reflected these changes.

Conclusion

The data collecied from the case studies have provided additional
information to help explain the complex area of students’ academic
adjustment to secondary school. [t is clear from the findings that students
behave in quite different ways in response to their interpretation of
messages that they have received. However, there is also similarity in the
ways in which students interpreted messages about their secondary school
experiences. Of the six case studies, four were actively looki’ng forward to
entering secondary school, one was equivocal and ene did not want to go
to secondary school. By the end of the first semester of secondary scheol

only one student (Neoma) still viewed secondary school in a positive
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light. She had been academically successful and found the academic
environment stimulating and interesting. The other students expressed
disappointment that secondary school had not met their expectations and
for various reasons four of the students had developed negative attitudes
towards school, and had reported that they had reduced their efforts in
academic situations.

These students had reported common perceptions relating to the
academic work that they encountered in secondary school. They all
reported that they had found the work casier than they had expected and
in many cases believed it was repetition of work they had previously done
in primary school. All students reported that the volume of work
increased and that they interpreted that the most important things about
academic work in secondary school were completing work and submitting
it on time. This increased volume of work and emphasis on submission
combined with the lack of intellectual challenge led some students to
facus only on work that was to be assessed and to reduce their effort on
academic tasks.

It would seem that the capacity of students te make a successful
adjustment to secondary school is a carbination of academic and personal
factors. Despite previous findings of Ward ct al. (1982) and Good and
Power (1976} the participation style ol studenls appeared 1o have little
effect on their adjustment to the sccondary schoel environment.  Unlike
Ward et al. (1982) who found (hat students’ ¢lassroom behaviour and
participation was related to the classroom setting created by the teacher,
this study found that students’ classroom behaviour was consistent across
settings. It may be that the classroom settings created by teachers in this
study were more similar than those in Ward et al's study. However, it
would secem that students mainlained their classroom behaviours

regardless of teacher. There were some similarities between students’
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classroom behaviours at primary and secondary school but a major
difference which emerged related te diminished classroom engagement
and decreased interaction between students and teachers. The latter point
would seem to be a result of both student and teacher behaviour.

Andrew provides the clearest example of the importance of students
pessessing a repertoire of strategies that they can implement ir a range of
situations. His lack of appropriate responses and strategies for dealing
with problem situations had a debilitating effect on all aspects of his school
life. Less extreme examples resulted from other students' lirnited range of
learning strategies and adaptive responses. Although students had
limited opportunities for independent selection of work they were
frequently required te work en their own and all students reporied
difficulties associated with gaining the teacher's attention. In these
situations those students who had a wide range of strategies and responses
and could employ them effectively were placed in a more advantageous
position.

The classroom and instructional envirenment would seem to be
critical in relation to students' learning and the development of their
attitudes towards schoolwork, learning and themselves as learners. A
commaon observation from students was that secondary school teachers
interacted less with them, were less available when they needed to seek
assistance and appeared to be more concerned wilh students who may
present behavioural problems. Hence, if students were well behaved they
could escape the teachers' attention but they also found it difficult to gain
attention when they needed it. The increased amount of individual seat
work meant that students had fewer opportunities for interaction and to
hear other students’ answers and views, This possibly also served to limit

the amount of covert information which was available to students about
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their place in the classroom and opportunities for informal learning from
others.

Students appeared to enter secondary school with cognitive maps
which were inadequate or inappropriate for the secondary school
curriculm, This related to the new subjects which they encountered,
Obvious examples of this are new subjects such as business principles and
practices, but also the subject English which becomes a subject in its own
right at secondary school. At primary school English is more commonly
treated as language and includes explicit instruction in reading, creative
writing, grammar, spelling, and punctuation as well as "language across
the curriculum”. Secondary schoo! English focuses on the ciements
composing and comprehending and includes the formal study of novels
something which is unfamiliar to students at the beginning of Year 8.
Students commented on the unfamiliarity with the subject and coming to
terms with this new way of dealing with the language area posed problems
‘for some students.

The students in this study had done litle work in science at primary
school despite the existence of a primary science curriculum. Thig is not
an uncommon situation in Western Australian primary schools where
many schools are poorly equipped, or primary teachers lack the interest or
knowledge to take science lessons. These sludents were looking forward
to the opportunity to study science and their initial reactions to science
classes were positive and optimistic. However, they socon reported
disappointment at the nature of science classes in which they personally
performed few experiments, observed few teacher conducted experiments
and learned scientific procedures and behaviours and theory. Their
response to this was to develop a negative opinion of the subject and to
describe it as "boring”. [Even if the nature of content changed in

subsequent science units it is likely that for some students the damage has
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already been done the challenge of changing their attitudes towards the
subject would be daunting. This suggests that curriculum continuity plays
an important role in facilitating an effective transition from primary to
secondary school, Related to this is the needs to show students the
reationships between past and present work and identify new but related
learning.

When these students' adjustment to secondary school is judged
according to their reported attitudes towards school and academic tasks
then only Neoma and Felicity could be judged to have made a successful
transition. These were the two students who reported positive responses
to secondary scheol and the associated instructional tasks. When the
students' scores on the MSE tests are used to judge the extent of changes in
academic performance little improvement was seen. Because the MSE
tests measure students’ performance in relation to the Year 7 syllabus
documents it would be expected that over the period of one year a
noticeable increase in students' performance would oceur.  This did not
occur and several students demonstrated decreased academic performance.

At Year 8 students appeared to take less responsibility for their
academic successes and failures becoming more external in their
attributions. It was commen for those students who were less enamoured
with school to accept responsibility for their lack of academic success as
they were prepared to admit that they were not interested in doing well
and did net try on tasks. Students appeared to use less adaptive strategies
and this appeared to be a function of both the insiructional environment
in which they had no oppoertunities to set their own tasks, and the vo]urﬁe
of class work which gave them few opportunities to extend tasks, or

opporlunities to work in their free time.
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Students’ goals became more oriented towards performance and
work avoidance only. Students did not describe orientations towards
learning or mastery goals at Year 8.

The findings of this study suggest that there is variation in the extent
to which these students made a successful adjustment to the academic
demands of secondary school. However, it would seem that generally
these students dealt effectively with the organisational aspects of the
transition but did not adjust effectively to the changed academic and
instructional environment of the secondary school. It seems that
students’ perceptions of the difficulty of work and teachers' expectations
were such that they respond in a way that diminished both their attitudes

towards schoolwork, their goals and their academic performance,
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CHAPTER SEVEN
Conclusion

Introduction
The main focus of this chapter is on the implications of the findings
of this study for theory, practice and future research. The findings of the
study in relation to the case study and the target students will be
summarised and generalisations. drawn about the group. The research

questions, purpose and limitations of this study are also summarised.

Overview of the Study

This study investigated the experiences of students as they made the
transition from the final year of primary school through the first year of
secondary school. This longitudinal study gathered both qualitative and
quantitative data from 24 Western Australian school children selected on
the basis of their scores on the Year 7 Monitoring Standards in Education
tests in English and mathematics. These tests were administered in both
the first and second phase of the study. Teachers rated the selected
students' academic performance and- classified students' participation
étyles using statements from the Good and Power inventory (1982).
Students rated their own academic performance and scores were gathered
relating to children's attributions for success and failure in Year 7 and Year
8. Additional information relating to the strategies that students used
when faced with problems or unusual situations was collected.

Qualitative data were gathered from interviews conducted with the
students prior to their transition to secondary school and following the
move. These interviews provided data relating to the students’

experiences, their expectations, reflections and interpretations of events.
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In addition, case study data were analysed from interviews aﬁd classroom
observations of six cases. These observations, taken over eighteen months
in both the primary and secondary setting provided data on the classroom
environments and students' classroom behaviours, [Interviews elicited
students' perceptions of their educational settings and personal beliefs

relating to the academic aspects of primary and secondary school,

Research Queskions

This study set out to answer the following questions:

1.  What changes occur in the academic achievement of average
- achieving students when they make the transition from primary to

secondary school? i

2, How do these students perceive the primary - secondary school

transition experience?

i} What is the nature of these students’ affective and cognitive
responses in relation to their academic performance during the

transition from primary to secondary school?

3. i) What school related factors appear to be implicated in changes in
these students' academic performance from primary to secondary
school?

ii) What student related factors appear to be implicated in changes in
these students' academic performance from primary to secondary

school?
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Investigations focused on students' expectations of secondary school,
their perceptions of the academic and instructional environment, their
attributions for academic success and failure and their use of strétegies in
dealing with instructional tasks. The collection and interpretation of data |
relating to these aspects of students' experiences in the transition from
primary to secondary school allowed the researcher to investigate
relationships between the various dimensions and to describe students’
experiences and beliefs in this situation.

It was posited that there are a number of features of the secondary
school that may influence students’ attitudes and metivation and hence
their academic performance (Eccles et al., 1993; Feldlaufer, Midgley &
Eccles, 1988). Achievement motivation includes the effect of students’
achievement goals, beliefs about the value of schooling, self-perceptions of
achievement and attributions for academic outcomes. These are
interrelated with the use of self-regulatory learning processes. This study
investigated changes in these aspects of achicvement motivation and
sought to explain why these changes occurred.

The relationships between the various constructs are complex and it
was argued that they would be best explored by asking students to describe
their experiences and the ways in which they interpreted them. This study
investigated students' views of their experiences in the school and the
classroom at both primary and secondary school and the resulting data
were used to construct @ picture of a group of "average” students’
experiences in the transition from primary to secondary school and the
ways in which lhey made sense of the events that they experienced. At all
times it must be remembered that these are the sfudents’ perceptions of
their own experiences and even if other evidence suggests that these

perceptions are inaccurate, if students believe them to be true and act
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accordingly then for those students those perceptions are real {Weinstein,

1983, 1985; Wittrock, 1986},

Findings

Research Question Qne

The success of students’ transition to secondary school was judged
according to their academic achievement as measured by the MSE tests.
There was little overall improvement in the MSE test scores for students
from Year 7 to Year 8. In both cases a version of Year 7 Jevel MSE tests
were administered. There were no significant differences in students’
performance in reading and the space strand of mathematics. Thér_e was a
significant difference in students’ performance in writing and it was not
possible to test significance of difference in performance on measurement
and number. [t is realistic to assume that in the space of twelve months
some improvement in students' performance in relation to Year 7
standards would be observed. With two exceptions there. was little
increase in scores with 22 students stll performing at the Year 7

benchmark standard at the end of their third term in secondary school.

Research Question Two

This study also sought to describe students’ perceptions of their
experiences during transition. Data re.]ating fo students' perceptions of
their experiences during the transition from primary to secondary scheol
including attributions for success and failure, use of strategies and their
achievement related emotions and cognitions were gathered using
interviews over a twelve moenth p'eri(}d. These data aliowed ‘ilie
construction of a view of the ways in which students made sense of their

experiences. Classroom observations over a twelve month period
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provided additional data which elaborated and confirmed students’
descriptions of their experiences.

Generally, students were disappointed with secondary school. They
had expected to experience challenging classes, interesting subjects and
that the work would be more difficult than previous work. Their
experiences did not confirm these expectations and students reported that
they found Year 8 work to be repetitive and boring. Many students
responded to Year 8 by reducing their effort and adopting less positive
attitudes towards academic work.

The findings of this study showed important differences in aspects
of students' academic motivation between Year 7 and Year 8. Differences
were found in students' attributions for success and failure, use of
adaptive learning behaviours, self-perceptions of academic performance
and achievement goal orientaticn. Findings on student perceptions and
reactions to the transition yiclded a rich body of knowledge which
provided some insight into factors that help lo explain aspects of student
behaviour in different educational contexts. Students' responses will be

discussed in relation to question three in the following section,

Research QuestionThree

This question attempted to identify the school and student related
factors that influenced students’ academic performance. Analysis of
interview data and measures of aspects of self-regulated learning and
motivation provided information which allowed the researcher to
construct a theory which explained the reasons for changes in students’
academic performance. This identified the key contextual factors which
appeared to be salient in the transition experiences of these students.

Key findings are discussed in the following section. This discussion

begins with a consideration of general findings. Since the findings of this
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study showed important differences between components of students'
academic motivation between Year 7 and Year 8 an attempt to provide an

explanatory framework for findings is provided.

General Findings

The findings of this study suggest that for these "average” primary
school students the experience of moving from primary to secondary
school had a generally negative effect on academic performance. Attempts
to explain why this occurred include consideration of aspects of students'
motivation which may be affected by the physical, secial and instructional
changes they encounter. In social cognitive theory (Bandura, 1991),
motivation is viewed as goal directed behaviour instigated and sustained
by learners’ expectations about the anticipated outcomes of their actions,
self efficacy for performing those actions, and self evaluation of goal
progress. Learners note their progress as they work towards achieving
their goal, and it is their perceptions of progress towards goal achievement
that sustains motivation and self efficacy. Perceived negative
discrepancies between an individual’s goal and present performance result
in change.

Two major sets of achievement related beliefs are central to
achievement motivaticn. The first is learners” beliefs about their abilities
and their expectations for success ("Can I succced on this task?”, Eccles &
Wigfield, 1985) and the second is their beliefs about the value of particular
tasks and their molivational crientalion (*Do [ want to succeed on this
task?”, Eccles & Wigficld, 1985). Reciprocal relationships exist between an
individual's behaviour, environmental variables, cognitions and other
personal facters. Individuals view and interpret their experiences
differently, and these different perspectives are reflected in subsequent

behaviour. Hence the ways in which individuals within a group of
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students interpret the transition from primary to secondary school will
vary and theitr responses to achievement related situations will result

from each one's interpretation of their own experiences.

Self-regulated Learning

Self-regulated learners view learning as a systematic and controllable
process and accept respensibility for learning outcomes (Paris & Newman,
1990; Zimmerman, 1990). These learners combine cognitive activity with
personal beliefs about self efficacy and control. Self-regulated learners
engage in the metacognitive processes of goal setting, planning,
organising, self monitoring and evaluating their own performance. They

demonstrate adaptive learning behaviours using appropriate strategies

~and regulating their own behaviour at all stages of the learning process.

They are "metacognitively, motivationally and behaviourally active

pa{lf_ticipants in their own learning process” (Zimmerman, 1989, p. 4), Seif-

ref;hlatecl learners appear to be self motivated and report high self efficacy,

.._._?I_f}sitive self attributions and intrinsic task interest.

Paris and Newman (1990} challenge educators and researchers to
discover the social and cognitive conditions that enhance self-regulated
learning. This study investigated the components of self-regulated
learning in students, mapping changes that occurred in students” learning
behaviour and classroom environments in an attempt to explain the
nature and causes of changes in self-regulated learning behaviour. The
findings of this study suggest that students engaged in little self-regulated
learning behaviour and that following the transition to secondary school
self-regulation of learning became less common. Students’ use of
individual components of self-regulated learning will be discussed later.

The construct of self-regulated learning includes students’

metacogniiive strategies for planning, monitoring and controlling their
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cognition; management and control of their own effort on classroom tasks
and the cognitive strategies that students use to learn, remember and
understand. However, successful Iearners do more than know about these
strategies. They actually use them. The compenents of self-regulated
learning are linked with aspects of students’ motivation: their expectations
of success on a task, their goals and beliefs about the importance or interest
of the task and their emoticnal reactions to the task. The following
section presents a summary of findings relating to various components of

self-regulated learning and motivation,

Attributions

The patterns of students’ attributions for success and failure changed
from primary to secendary school and in both years the nature of their
attributions for academic outcomes differed from previous research
findings.

Fewer studerits attributed academic success to effort in Year 8 and
there was an increase in the number of students who attributed success fo
the task. Overall, there was an increase in students' attributing success to
external factors and a decrease in the attribution of success to interral
factors. Attributing success to ability was not widely reported by students
in this study. Students were less likely to aitribute negative academic
outcomes fo the internal factors effort and ability at Year 8 than at Year 7
and were more likely fo hold the external factors luck and the task
responsible for lack of academic success at Year 8.

Literature relating to students' attributions of success and failure
suggests that ability is seen as a major canse of success or failure (Dweck,
1986; Stipek, 1994; Weiner, 1987). The findings of this study do not support
this asseftion. Related to this is the emphasis which the students in this

study placed on luck as a factor which influenced their success and failure
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on academic tasks. Mason and Stipek (1989) argued that luck was the least
influential factor in students' attributions for achievement outcomes. The
findings of this study suggest that for these students luck was thought to be
an important determinant of academic outcomes.

It seems likely that these differences may resuilt from socio-cultural
differences between Australin and America. Those things valued by
American society may be different to those valued by Australian society.
Stevenson, Lee and Stigler (1986) found that in general, Asian {Chinese
and Japanese) children performed better than American children and the
parents of Asian children believed that success was due to effort whereas
American parents believed that success was due to ability, These beliefs
reflect broader cultural beliefs about the nature and role of intelligence
which are communicated to students implicitly and explicitly. Henderson
and Dweck (1990) suggest that Americans tend to value individual
achievement and success while Japanese society values the smooth
functioning of the social unit and personal modesty,  American society
places high value on academic achievement. Henderson and Dweck
describe America as traditionally a natien of the "best and brightest” and a
"nation in search of excellence” (Flenderson & [Dweck, 1990, p. 329). R is
these cultural values which support the development of attributions for
academic outcomes which focus on abitity.

Holloway (1988) and Stevensen, Lee and Stigler (1986) demonstrated
that cultural differences were respensible for contrasting attributional
thecries in Japan and the USA, and Kurtz and Schneider {1990} revealed
systematic differences in the attributional beliefs and strategic behaviours
of West CGerman and American students, These differences may emerge
as a result of differential teacher practices including instructional practices,
curriculum and school organisational features. Recent Australian studies

{Fairbairn, Moore & Chan, 1994; Mc Callum, 1994; Rodwell & Moore, 1994;
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Youlden & Chan, 1594) have found similar differences in the patterns of

attributions of Australian students.

Source of attributional feedback.

The findings of this study support the suggestions of Fennema (1985)
that students receive little feedback in classrooms that fulfils an
attributional function, Teachers in secondary classes provided little
academic feedback to students and almost ne feedback that overtly
attributed causes of success or failure during instruction. Students
reported receiving no feedback that informed them of'."teachers’
explanations of the causes of their academic outcomes. _'Il'he students
involved in this study made attributions aboul their academic
performance based on information they received from marks and grades,
their own explanations of their performance and some comparison with
peer grades rather than on the basis of teacher feedback or differential

treatment within the class.

Setf-Perceptions of Academic Performance

Students’ self-perceptions of abiliiy. and effort have been shown to
influence their achicvement related behaviour (Nicholls, 1983; Weiner,
1979). Self perceptions of ability and effort are influenced by student
characteristics such as developmental stage (Nicholls, 1978}, past
performance (Stipek & Hoffman, 1980) and own behaviour, and classroom
characteristics such as differential teacher treatment {Rosenholtz &
Simpsen, 1984; Weinstein, 1983). Attributional studies highlight the
importance of performance, teacher feedback and feedback obtained from
peer comparison (Weiner, 1979). Brophy (1983} suggests that other aspects
of teacher behaviour such as providing assistance, monitoring work and

showing personal interest are influential in the development of self-
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perceptions of ability. Ability self-perceptions and expectations for future
success are influenced by a range of classroom and student related factors
and it seems that different factors will be more salient for certain students.
Self perceptions of ability will affect students’ beliefs in their self efficacy or
ability to perform certain tasks successfully, which in turn affects their
motivation to engage in academic tasks.

In this study students rated their own performance in English and
mathematics lower in Year 8 than in Year 7. This contrasts with the
findings of Nottelman {1982, 1987) who reported that students' self-ratings
of performance were constant pre- and post-transition. Students had
made their judgments on the basis of the marks that they had received for
their work and assignments and on how difficult they personally found
the work to be. They had received little feedback about their performance
or areas of strength or weakness. These lowered judgments of ability
should have a detrimental effect on students’ sense of self efficacy and
willingness to engage in academic tasks.

Differences in agreement betwcen teacher and student ratings of
student performance at Year 7 and 8 suggest that students had a cleaver
understanding of the way in which teachers would judge acadel.;lic
performance in Year. 7. Again, these findings contrast with Nottelman's
finding that there was a greater difference between teacher and student
self-rating pre-transition (1982, 1987). There are a number of possible
explanations for this, Year 7 teachers may have made their expectations
and standards more explicit, students may have developed a greater
understanding of teachers’ standards due to the increased time which they
spent with their Year 7 teacher, students may have lacked the cognitive

maps to judge their own performance in the subjects at Year 8, or there
N

may have been less ir_'{ﬁ?rmation available for students to make judgments

at Year 8.
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According to Rosenholtz and Simpson (1984a; 1984b) classrooms in
which task structures are undifferentiated produce stable, highly unequal
perceptions of ability. In these unidimensional classrooms where all '
students work on the same task at the same time it becomes clear when
bright students finish tasks early or less able students have difficulty
completing tasks. Where the task structure is differentiated and students
work on several different kinds of tasks social comparison is more difficult
and results in less consistency in students’ relative performance from day
to day. It may be that the.".s.econdary context functions as a
multidimensional setting, restricting students' opportunities for
comparison. Classtoom observations and students’ comments suggest
this not to be the case as within each classroom tasks were undifferentiated
and differentiation occurred only between classes. Certainly, the secendary
school context with multiple classes and teachers complicates the simple
picture of achievement related beliefs that can be derived from studying .
primary school classrooms. _

The results of this study suggest that the most salient factors affecting
students’ inability to judge their performance in the same way as their
teachers were a lack of information about the standards against which
performance was to be judged, unclear achicvement goals and absence of

informative feedback.

Achievenient Gonls

Learning outcomes are affected by learners’ perceptions of the
learning environment, the nature and demands of the task and the
achievement goals they hold. Students’ reasons for working on a task will
affect the benefits of working on the task. Learners may hold a learning or
mastery goal, a performance or ego goal or a work avoidance goal

(Nicholls, 1983). The goal held by a learner will influence the way in
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which the task is approached, a learner’s beliefs about the nature of
achievement, attributions for academic outcomes, affective responses to
academic results, task selection and use of learning strategies.

The classroom environment plays an important role affecting the
type of learning goals that students adopt (Ames, 1990; Corno &
Rohrkemper, 1985; Meece, 1994). Teachers’ instructional practices are
salient in influencing stadents’ achievement orientations and a classroom
learning environment that encourages mastery rather than performance
goals will result in greater use of self-regulatory learning processes.

In Year 8 students’ stated achievement goals reflected a greater
emphasis on performance orientation than mastery goals. These changes
appeared to result from the changed instructional environment and
associated increased emphasis on the role of assessment and importance of
submission. According to Nicholls (1983) students with mastery goals
focus on the process of completing the task rather than external

evaluation of the self which is the attention of those with performance

goals. Classrooms that emphasise external evaluatien encourage the’

development of performémce goals whereas instructional environments
that emphasise process encourage mastery goals. Penalties for late
assessment and repeated warnings to students about the need to submit
work for assessment communicated to students the imporfance of
assessment and focused their attention on external sources of evaluation
rather than the process of learning, There was an increase in the number
of students who expressed work avoidance goals. Students had no clear
reasons for wanting to achieve high marks. Few of them were able to
provide explanation as to why good marks may be important. This lack of
a valid reason for achievement problematised the setting of achievement

goals for sume students. Becausc they could not think of a good reason to

understand and master academic content, an external spurce, marks,
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provided an impetus and students focused on assessment as the reason for
attempting tasks.

Work avoidance goals emerged in response to students’ affective
responses to being asked to repeat work that they believed they had
learned the previous year. In these situations they could not see any

benefit in working on tasks that they believed they had previously done.

Students also received messages about the importance of submitting work,

and there were no clear messages about the importance of achieving high -

level outcomes. Students’ attention was directed towards completing the
task. In some cases students reported that the volume of work that they
faced caused them to choose to do as little as possible to get through.
Because the students "2 this study had demonstrated average levels of
achievement they could reduce their effort without failing.

These changes in achievement related goals appeared to result from
the changed instructional environments and the increased emphasis on
the role of assessment and importance of submission of work. The
increased volume of work and pressure on completion provided
additional encouragement for students to adopt performance or work

avoidance goals.

Strategy Use

The ability of learners to adapt their learning behaviours to the
varying demands they encounter plays an important role in determining
learning outcomes and in enabling learners to respond appropriately in
new or unusual situations. In order to be adaptive learners, students must
have a repertoire of strategies, must know when and how to use them and
to monitor their use of strategies. They need to be flexible and able to
select the most appropriate response for particular learning situations.

Rohrkemper and Corno {1988) suggest that the development of strategic
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learning behaviours can be facilitated by classroom environments that
encourage students to work independently, provide opportunities for
choice and challenge students.

The findings of this study show that students became less strategic in
their use of learning behaviours at secondary school. One of the most
important aspects of being an adaptive learner is taking responsibility for
dealing with a problem. Getting assistance is a low level adaptive
response which may solve the problem but does not usually empower the

learner. Fewer students reported that they would seek assistance at

secondary school and their reasons for this related to the difficulty of.

getting the teacher’s attention or a reluctance tc admit that they could not
do the work. Rather than developing more adaptive responses such as
employing problem solving strategies an increased number of students
responded to problem situations by giving up. The most common
response to problems did not involve students accepting responsibility for
dealing with the problem. Responses to problem situations were
commonly non-self-regulated, "reactive" or "personal resolve” statements
which suggest a lack of self-regulatory initiative demimstrating the type of
responses commenly made by students in lower achievement tracks
{Zimmerman & Martingz-Pons, 1986).

The secondary classroom context was not conducive to the
development or employment of strategic behaviours. There was little
oppertunity for students to take responsibility for their own learning.
Tasks were set by the teacher and were not negotiable and the amount of
work that was presented to students meant that they seldom had time
available to make tasks more interesting or challenging. The emphasis in

classrooms was on completing the work.
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Participation Style
Ward et. al (1982) argue that different classroom settings require

different sete of behaviours. Maximisation of instruction may demand

that a variety of student participation as well as learning needs to

considered and accommodated, or that students be taught to decode,
understand, and respond to classroom participation requirements in the
same way that they are taught content. Since secondary school settings
nearly always require students to work successfully in multiple classroom
settings, the match’ het.';veen students' participation characteristics and
classroom participation demands may increase several fold in complexity

and importance at this level. Ward et al. argue that attention to the

participation requiremenis of instruction, students’ ways of participating.

and the outcomes that result appears to be pertinent to obtaining greater

understanding of the school, classroom and instructional features that are

related to students' successful transition from primary to secondary
school.
Across the 24 target students more of the students were successful or

moderately successful in their transition to the secondary schoot setting,

The initial categories of participation style described by Good and Power '

1 (1982) did not match with those behaviours described by Year 7 teachers
and cbserved in classroom observations. However, using a process of
"vest fit", teacher descriptions of student behaviour were matched with
participation style categories, Students whe were described by their Year 7
teacher as success, social or social/snecess students were most successful.
In contrast students who were described as alignnte participants were least
successful.

Students who were described as dependents or dependent/phantoms
also appeared te have problems with the transition. The rlasses in which

these students were successful were those in which the teacher established
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a set of rules and norms that was flexible and where students were allowed
to interact with one another and to initiate interaction with the teacher so
long as the conversations did not disturb others. Apparently these
students needed to be able to interact with the teacher and other students
in order to remain on task and complete work successfully. In this study
students had few opportunities to initiate interaction with the teacher but
were free to interact with peers as long as these did not interfere with the
rest of the class.

The students in this study demonstrated consistent classroom
behaviours across the multiple secondary class settings. More
importantly, the classroom behaviours of students in this sfudy were
observed to change at secondary school to become less actively engaged.
The concistency of students’ behaviour across settings may mean that
these students were generally unable to adapt their behaviours
appropriately to the demands of different classroom environments or it
may be that they interpreted the similarities hetween classes to be such that
they saw no need to change their behaviours. Student comments suggest
this to be the case as there were numerous statements about the similarity

between classes, and the general types of behaviouss required by teachers

and school. Classroom observations confirm the similarity. in classroom

structures between teachers and most subject areas. It would seem that the
consistency of students' classroom behaviours is appropriate in the
situation although it may be argued that the nature of their behaviour is

not desirable if effective learning is to occur.

Role of Peers
There is conflicting evidence regarding the effect of peer influence on
-adolescents’ achievement motivation. Bishop (1989) and Goodlad (1984)

have argued that lack of effort and interest in schooling results from the
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influence of peers. However, adolescents have reported that their peers
were mote likely to encourage them to work hard and attempt to achieve
good grades (Brown, Clasen & Eicher, 1986). It is most likely that
individuals will adopt the attitudes of their peers whether they be
negative or positive. If this is the case then the wider infiuence on
students’ attitudes towards academic achievement would play a more
salient role in the development of positive attitudes towards school
achievement. An important distinction can be made between the effect of
peers in general and the effect of friends on students' achievement
motivation. : .

The .findiriés of this study suggest that the role of peers and friends
had little negative effect on students’ motivatiﬁ;\ when they entered
secondary school. With one exception, the students in r!'.i_.f.s".study reported
that their positive beliefs about the value of doinyg well in school were
supported by friends. Students also reported little discussion about
schoolwork or academic performance and grades among their social
group. There was little overt comparison of marks and students admitted
te little covert comparison of academic performance. Everhart (1983) also
reported that schoolwork and the academic dimensions of school life are
not salient issues for many adolescents. There was a widely reported
culture among the students which discouraged boasting about high grades
or “showing off” but students' attitudes towards school performance were
generally positive.

Berndt and Keefe (1992) have questioned the accuracy or validity of
students’ reports that they do not compare marks, suggesting that while
students do not admit to talking to peers about schoolwork, they do in fact,
discuss school. They have suggested that it is the less academically
successful students who deny talking about school and that this response

actually means that they denigrate school saying that it is not important.
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This position is not supported by evidence from classroom and general
school observational data collected in this study. While the students in
this study were not “high achieving” they expressed positive attitudes
towards academic achievement and the value of schooling. Drawing
attention to academic success or boasting about high performance was
viewed negatively.

These findings and evidence from previous research (Berndt, -
Laychak & Park, 1990; Brown et al,, 1986) suggest that the fears about the
negative effect of peers on adolescents’ motivation is exaggerated. Rather,’
it seems that peers, especially friends, reinforce the existing attitude
towards schoolwork and academic achievement. If students bring with
them positive attitudes towards the value of schooling and the school
establishes a culture which genuineiy values academic achievement then
students will reinforce these values among themselves. In this situation
the challenge for schools is to foster positive attitudes towards school
achievement in a way that does not depend upon public recognition of

achievement since this is counterproductive in the eyes of students.

Teacher Expectations

Teachers’' expectations about their students influence student
achievement (Brophy & Good, 1970). The madel of the teacher expectancy
effect shows that teachers form differential expectations about their
students and treat students in ways that communicate these beliefs.
Teachers may create different socic-emotional climates, provide different
amounts and quality of feedback, provide different opportunities for
students to learn and to interact in the classroom setting. As a result of
teacher behaviour students learn what the teacher expects from them and

behave accordingly. These expectations may relate to classroom behaviour
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or academic performance and may be held for individual students or the
group.

An important question relates to how teachers communicate their
beliefs to studenis and the ways this influences student achievement.
Students’ interpretations of teacher behaviour play an important role in
mediating the expectancy effect (Brophy & Good, 1970; Cooper & Good,
1983; Weinstein, 1983, 1985). "It is the students’ perception-cognition that
is ultimately the influential element on achievement.” (Weinstein, 1989,
p. 192). Clearly, relationships exist between teachers’ beliefs about
students’ ability and students’ academic performance.

Good and Brophy (1993) suggest that the way in which teachers talk
about students in their classes is an indication of how they think about
them. Teachers who continually talk about the group to the exclusion of
individual students may have begun to lose sight of individual differences
and to overemphasise variation between groups. The comments of the
teachers of Year 8 students in this study focussed on the group (both class
and year group) rather than individual students within classes. In contrast
to this Year 7 teachers talked about individual students and seldom
referred to their class group or Year 7 students collectively. This suggests
that secondary teachers were more likely to view students as a group and
to hold expectations for the group rather than individuals.

The effect of this group expectation was magnified by streaming
practices in which students were assigned to unit curriculum pathways.
Evertson {1982) reported that not only did students in low track classes
slow down pacing of lessons and shift the teacher's attention to procedural
and behavioural matters but that teachers taught their high and low track
classes differently. Teachers of low track classes stress more structured
assignments {Borko, Shavelson & Stern, 1981), were less well prepared

(Brookover, Beady, Flood, Schweitzer & Wisenbaker, 1979; Gamoran &
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Berends, 1986) while teachers of high track classes assign more
independent projects and introduce more high level and integrative
concepts {Oakes, 1985). To ome extent it may be argued that differential
teacher behaviour is appropriate instructional practice, However, the
findings of this study suggest that differential teacher behaviour directed
towards "average" Year 8 students is not appropriate and serves to limit
their opportunities to learn and engage in self-regulatory practices.

Teachers’ beliefs about what these students were capable of learning
were reflected in their selection of learning tasks, instructional practices
and provision of learning environment. Teachers’ interpretations of the
curriculum also play an important role in the creation of an instructional
environment however, the direction of influence between teachers’ beliefs
about Year 8 students and their curriculum interpretation is not clear.

The teachers of the Year 8 students in this study created learning
environments that were different from those that students had
experienced in Year 7. Skinner and Belmont (1993) argue that the teacher
is central to students' classroocm learning experiences and that the levels
autonomy control and optimal structure in classrooms can predict
students’ motivation across the school year. There was a higher degree of
teacher contrel of what was learned and how it was learned, few
opportunities for group work, greater usc of whole class instruction
followed by worksheet or text book activities and little discussion among
the class. There was little provision far focus on the process of learning
and little information provided about teachers’ academic performance
expectations or feedback relating to task performance. Emphasis was on
completing the required content, achieving the objectives of the unit and
completion of assessment tasks. These findings confirm previous
description of the changes that students encounter as they progress

through the years of schooling (Eccles et al., 1993},

-304-



Summary

Following the transition from primary to secondary school there was
no increase in the level of students' academic performance in English and
mathematics and this was accompanied by a negative shift in students’
attitudes towards academic work and reported achievement motivation.
Investigation of constructs which have been shown to play an important
role in achievement motivation revealed that negative changes also
oceurred in dimensions of motivation including self-perceptions of ability,
achjevement related attributions, use of strategic behaviours and learning
goals.

Students' attributions for success played a less salient role in their
willingness to engage in task and their exp.é.ctations of success and faiture
in future tasks. Where atiributions were important they seemed to
strengthen the links which have emerged between teacher behaviour and
student motivation. It seems that teacher behavicur, has a streng direct
and indirect effect on students' expectations for success or failure on
academic tasks, their goals and beliefs about learning and their approaches
to learning tasks.

Biggs and Moore {1993) suggest that learning outcomes are affected by
interactions between teachers, students and the learning process, Teachers
are responsible for the provision of a learning environment and Jearning
activities that encourage students to engage in appropriate learning
processes.  [n this study the emphasis was on the classroam level, the
interactions between student characteristics and the teaching context
which acted on how students went about their learning and subsequent
outcomes. Students’ inlerpretations of the teaching context will be made
in the light of their own predispositions and will affect the learning
process. Metalearning, where students apply the knowledge of their own

cognitive processes to their learning will mediate students’ perceptions of
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the demands of the teaching context so that students will approach
learning tasks in different ways. Most importantly, it is the effect of the
range of factors under the control of the teacher that interact with
individual student factors tc bring about learning outcomes. According to
Biggs and Moore an impertant part of teaching is te optimise the chances
tiiat the most adaptive approaches to learing are used.

Figure 13 represents those factors that appear to be most salient in
affecting the motivational and academic responses of the students in this
study. The links between teacher behaviour and stucent motivation are
centred on the messages that students received from teachers and the
school and the ways in which students interpreted and acted upon these
messages. Teachers' actual classroom practices influence students' beliefs,
attitudes and behaviours which subsequently influence students' learning
in the classroom. Particularly important were messages relating to the
formation of achievement goals. These included a range of messages
which informed students about what was considered to be important
about schoo!l work. Specifically, messages were communicated by the
nature of academic tasks, lack of academic challenge, the role and
frequency of assessment, and penalties for late submission. Additionally
there was a lack of information or feedback relating to assessment criteria
and student perfermance in relation to criteria. In general, feedback
consisted of a mark or grade and a general comment. There was little
evidence of informative feedback or reflection on performance. Students
were provided few opportunities to discuss work with their teachers. The
structure of the school timetable and teachers’ classroom practices made it
difficult for students te approach teachers for personal consultations. The
implementation of the unit curriculum and the school’s practice of

placing students in pathways should have given students a clear message

-306-



about their relative academic standing. However, many students were
unaware of the level of the pathway in which they were working.

Pathways achieved significance only when students’ attention was
attracted to them when tney were promoted or demoted. More important
was the teacher’s interpretation of the requirements of the pathway and
the capabilities of the students.

Covertly, students learned about the nuture of secondary school
learning through the nature of instructional activities, in particular the
lack of opportunity for individual work, self monitoring, or to adapt tasks.
These features of the instructional context inhibited students’ capacity to
develop adaptive learning behaviours and engage in self-regulated
learning practices.

The effect of these changes in classroom context was to encourage Ehe
deve}apment of a belief among students that the work they were
experiencing at Year 8 was "the same as" the previous year’s work. No
clear distinction had been made for students between the level of last
year's work and the work that they were currently engaged in. This lack of
differentiation led the students to believe that as they were doing the same
work as last year, the work was not very important and that it was not

necessary to try hard because "I've done this before”.
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Additionally, many students commented on the volume of work
that was presented to them in Year 8. This was supported by teachers’
comments about the pressure on them to cover the required objectives for
the unit. This emphasis on covering the unit encouraged students to
adopt a surface approach to their work, their primary concern was fto
complete the required work by the due date.

Tt was these contextual changes that played the most important role
in the changes in students’ beliefs about the importance of schoolwork and
dimensions of their academic motivation. Althmigh students were
encountering a number of different teachers each day the educational
settings created by the secondary teachers were remarkably similar. The
various aspects of achievement related motivational behaviour were
affected by events which were within the control of the teachers or the
school. Teachers’ beliefs about the level and nature of work that they
could expect of Year 8 students of this ability lovel were reflected in their
instructional practices and the resulting instructional environment.

In some senses the inaccuracy of information provided lo students
prior to the transition exacerbated the problem. Students had been led to
believe that work would be challenging, difficult, "new”, and that they
would receive “more” homework. When this did not eventuate many
students were disappointed and felt somehow "cheated”.

1t seems that the most salient factor influencing the success of these
students’ academic transition from primary to secondary school is the
instructional environment created by the teacher and the school.
Teachers’ interpretations of the curriculum and their beliefs and resultant
expectations of Year 8 students are reflected in the learning environments
that they provide for Year 8 students. In this study students encountered
teacher-centred classrooms in which they had few opportunities to engage

in or develop self-regulatory learning practices. They received little
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information about academic performance expectations and no
informative feedback. Teacher information related to behavioural and
procedural expectations and feedback focused on procedural and
administrative aspects of work.

In addition, students experienced work presented at a level of
difficulty that they equated to Year 7 work. This was interpreted by many
students to suggest that they did not have to expend a great deal of effort
because they had “done the work before”, Administrative requirements
and penalties for late submission of work were interpreted to signify that
submission was more important than attempting the best possible
outcome. Lack of information about grading practices and assessment
combined with limited evaluative feedback resulted in students having
little idea about how to achieve positive cutcomes or ways in which they
could improve their work. The secondary classes reflected a non-
informative emphasis on performance goals. Students were aware that
assessment was important and in many cases classes seemed to be
assessment driven but students did not know how to do well on
assessment tasks,

Students interpreted the messages that reflected their teachers’
expectations for them as Year 8 students. These interpretations were
reflected in their beliefs about the value of schoolwork, what was
important in doing well at school, their learning goals, self efficacy beliefs,
use of self-regulatory processes and general motivational orientations.
Generally, these student interpretations were negative. Studentis were
disillusioned with the low level of work and lack of academic challenge.
The rapid pace at which content was covered limited students’
opportunities to extend tasks or their own efforts and encouraged surface
approaches to learning accompanied by work aveidance goals. There were

few opportunities for students to engage in sclf-regulatery behaviours and
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no evidence that teachers were attempting to facilitate the development of
such behaviours.

The findings of this study suggest that students interpreted the overt
and covert messages communicated by teachers about their academic
expectations for that group. These teacher beliefs, reflected in the
classroom and instructional environment were interpreted by students to
mean that secondary school work was not challenging, and that little was
expected of them by way of effort or performance standards.
Administrative and behavioural matters were seen to be more important
than academic performance. Students’ responses included diminished
achievement motivation, including less healthy attributions, lower self-
perceptions of performance, and less strategic learning behaviour.
Students became more reactive and reliant on the teacher to provide
direction and motivation for work and accepted less responsibility for
their own learning. These findings support Weiner's (1990) conclusion
that "school motivation cannot be divorced from the social fabric in which
it is embedded.” {p. 621).

It is acknowledged that the students involved in this study
represented a particular group of students, "average performers” and that
their experiences and interpretations may not represent those of high and
low achieving students. In some areas there was also a wide range of
responses among individuals within the group. However, the
explanations of their expericnces were consistent across the group
suggesting that students within this group perceived their experiences in

the same way.
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Implications

The changing emphases in the educational environment, of which
students seem to be aware, have complicated academic outcomes,
Generally, the students in this study showed little increase in academie
performance. Such absence of academic improvement may be the result
of internal or developmental factors but for most students in this study
the experience of going to secondary school was accompanied by a negative
shift in aspects of achievement motivation and self-regulated learning.
The possible long term effects of such changes and the resulting decrease
in academic achievement are cause for concern. If these students develop
negative attitudes towards academic achievement not only will this affect
their own learning but that of other students around them. The reversal
of negative beliefs about school learning is a difficult task and it would be
more beneficial to prevent the necessity for this rather than attempting to
develop remedies for the situation.

I students develop negative attitudes towards school achievement
and do not value school work they are likely to withdraw their efforts
which will inhibit their Iearning. This has the long term effect of
restricting their educational options as they miss out on the cpportunity to
develop the skills and knowledge that form the foundaticn of future
learning. Since these students had been average achievers then it would
seem that rather than limit the achievement of their academic potential
secondary schoels should be encouraging its realisation. It appears that the
factors responsible for changes in these students’ motivation and
subsequent achievement are within the control of the school and
individuai teachers. Cumming {1994b) reports that teacher effectiveness is
the key to improved educational outcomes for adolescents. He argues that

if current inequities in learning outcomes are to be addressed there is a
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need for changes to traditional teaching practices and attitudes. The
results of this study suggest a number of implications for practice.

There would seem to be a need for reflection and reconsideration of
the type of messages which are communicated by secondary school
teachers and systems about what is important. The emphasis on
assessment and the submission of work should be decreased with greater
provision of information regarding how to go about tasks, the expectations
and specific information about the rele of effort and what this means. The
requirements of the tasks and assessment criteria need to be more clearly
articulated and this would be enhanced by the provision of specific
examples of work showing standards.

Associated with the provision of more information about the
processes involved in learning tasks is the need for instruction in
strategies for dealing with novel situations and problems as general
learning strategies which would allow studenis to operate more
independently and strategically. There is alse the need for the provision
of opportunities within the class for students to engage in self-regulatory
learning activities.

The teacher-centredness and expository nature of secondary
classrooms would seem to militate against the development of
independent learners and adaptive behaviours. The prevision of greater
opportunity for individual work would facilitate the development of
more adaptive behaviours in students.

If the intention of Year § is that the first year of secondary school
consolidates students' previous learning then it seems that this goal is not
being achieved because of the mediating effect of students' perceptions and
beliefs about what they are learning. On the other hand, if teachers believe
that the purpose of Year 8 is to re-teach previous content to provide a

foundation for future-learning then this is not being achieved either.
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Again, the perceptions and subsequent actions of the students mediate
teachers’ infentions and actions to result in cutcomes that may differ from
those intended by teachers and the system.

The motivational process model is based on the assumption that the
student values achievement. If students do not believe that achievement
is important they will not actively pursue achievement outcomes. There
seemed to be few clear messages about the importance of school
achievement. Within the guidelines recommended by the literature there
is a need for greater school and classrcom emphasis on the value of
achievement, demonsirating the value of school learning and that it is
valued in the school.

There are jmportant consequences of student perceptions that new
work equates to challenging and interesting, and familiar work is old and
equated with easy and boring. When students see current academic work
to be a repetition of previous work they place little value on it and invest
little effort in related learning tasks. There would seem to be value in
making explicit to students the differences between past and present work.
Students’ affective and cognitive responses to work that they perceive te
be old, support the argument for the clear identification of differences and
unique features, This has significant implications for the development of
greater curriculum continuity and for this to be more clearly articulated.

In the period prior to transition, and in the early days of secondary
school there is a need for provision of information about the nature of the
subiects that students will study in secondary scliool. This would allow
students to develop a more accurate cognitive map of the content of the
secondary schoo! curriculum.

There is also a need for more accurate and greater knowledge on the
part of primary school teachers about what secondary school is like so that

preparation can be more appropriate. Associated with this is the need for

-314-



the secondary school to take greater cognisance of students’ previous
learnings and to place greater value on this .

There would seem to be a strong case for the development of more
specific teacher knowledge about the standards involved in the various
units and the criteria associated with grades. It may be that teachers lack
the ability to make explicit their tacit knowledge relating to the criteria

associated with assessment and performance.

Liwitations of the Study

The consideration of target students from one educational institution
creates a small number of students. This does not necessarily reduce the
validity of the data or the conclusions arrived at after data analysis.
Delamont and Hamilton (1976) argued that it is still possible to clarify
relationships, pinpoint critical processes and identify common
phenomena through the detailed study of one particular context. The
resultant abstracted summaries and general concepts which can be
formulated, may, upon further investigation be found to be germane {o
wider variety of settings, Case studies therefore, are not necessarily
restricted in scope. The richness of the data which may be gathered using
“the case study method in such a situation justifies the use of a small
sample size. Yin (1989) stressed that the use of multiple sources of
evidence in the case study makes the findings derived from case studies
likely to be more convincing and accurate. The findings of case studies
may be generalisable to theoretical propositions.

This study deliberately focused on students achieving at an "average”
level because previous research has investigated high and low achieving
students’ behaviours. The differences which have emerged in the
findings of this study suggest that these “average” students experience

classroom environments that are different from high achieving students
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and that their experiences and perceptions may not be representative of all
students.

For the purposes of this study successful transition was defined
within the boundaries of academic success. It may be argued that social
and extra-curricular aspects of students’ lives are equally important and

should have been considered.

Recommendations for Future Research

The findings of this study suggest several areas which would benefit
from further research. An important area that has emerged is the socio-
cultural nature of attributions, particularly attributions in an Australian
context. This study has suggested that there may be differences in the
patterns of attributions for Australian students. As the majority of
research studies into attributions have been situated in the North
American context there is a need for more Australian studies of students’
attributions for achievement outcomes.

Tt seems that one of the reasons why secondary teachers in particular
do not provide students with clear information about assessment criteria
and standards is that they themselves do not have this knowledge.
Anecdotal evidence in relation to the unit curriculum suggests that this is
the case. There is a need for a study which either confirms or refutes this
idea. If it is correct that teachers are not able to apply criteria lo students’
performance within the unit curriculum then there is need for the system
to address this through both the process of curriculum renewal and
teacher protessional development, Further research into the field of
teacher knowledge relating to assessment within unit curriculum and the
explicit description of assessment criteria is suggested. [t may be that
teachers are aware of the criteria for assessment and the processes

involved but do not have the means by which to communicate this tacit
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knowledge to students. Investigation of teacher knowledge in this area
would provide relevant information,

This study followed students through the first three terms of Year 8.
A longer study would provide more information about the permanence of

the changes identified in this study.
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Postseript

During the progress of this study there has been increased attention
paid to the role of transition and the middle schoel in children's academic
progress. The Education Department of Western Australia has responded
by establishing a two new schools: Ballajura and Warnboro community
schools {due to open in 1995) which will seek to address some of the issues
of transition identified here. However, unless the transition from Year 6
to the new community schools is carefully considered then there is the
likelihood that the problems described in this study will simply be shifted
to another year level. Unless other steps are taken within the classroom it
is likely that this type of phenomenon will continue to occur in the

secondary setting.

L
i
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APPENDIX A

May 20, 1991_
Dear

I am working on a research project investigating students'
perceptions and experiences of the transition from primary to
secondary school. T am particularly interested in investigating the
transition as experienced by students who are performing at an
acceptable academic level at Year 7. The project is mainly qualitative
in nature gathering most of the data from interviews with a number
of target students over an extended time prior to, and after transition
to secondary school. Iam interested in discovering the ways in which
students make sense of the transition and strategies adopted by
various students in their attempts to adapt to a new learning
situation,

I have attached a summary of the project and would like to discuss
this project with you and the Year 7 teachers who may be involved,
with a view fo your schoo! participating in the project.

If you wish to contact me to discuss this my telephone number is
wibeia T am willing to visit your school and discuss this project
with the staff concerned if they wish. 1 hope that you will view this

research in a favourable manner and look forward to talking with
you.

Yours faithfully

Denise Kirkpatrick

Lecturer, Department of Education Studies
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AIMS OF THE PROJECT

1. To determine whether some students who are performing at a
satisfactory academic standard fail to maintain this level of
performance in secondary school.

2. To explote student perceptions of the process of transition from
primary to secondary school, with particular emphasis on the factors
that students perceive to influence their success.

3. To identify those strategies which allow students to adapt more
successfully to the demands of secondary school.

STAGES IN DATA COLLECTION
Year 7
Identificati tarpet students

Target students will be identified using the Monitoring Standards in
Education mathematics and English tests. In line with
recommendations from MSE these will be administered in week 7 or
8 of Term Three. The marking of the MSE tests will be performed by
the researcher and the scheo! will receive performance information
on all Year 7 students.

From the pool of students identified to be working at Phase 6/7 of the
syllabus six target students will be selected with the assistance of Year
7 teachers. This assistance will take the form of informal consultation
during which teachers’ expectations of student success will be
ascertained.

Interviews with target students
Target students will be interviewed three times during Term Four at
approximately weeks 1/2, 4/5 and 8/9. Interviews will be informal,

and confidential. Times for interviews will be arranged to meet the
needs of teachers and students.

Observations of ¢lassroom learning_environment

Students will be observed in a normal classroom environment two or
three times during Term Four at times to be decided in consultation
with the Year 7 teacher.

Student academic performatice

Access to the final Year 7 report of target students will be requested.
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DATA COLLECTION

Year 8

Interviews with target students

Target students will be interviewed three times during Term One
with one follow up interview in Term Two. The interviews will be
conducted at times convenient to teachers and students.

bservations of classr i nvirpnmen

Students will be observed in a normal classroom environment two or
three times during Semester One at times to be decided in
consultation with the Year 8 teachers.

Student academic performance

~ The MSE tests in mathematics and English will be administered to
Year 8 students during Semester Two. The MSE tests will be
administered and marked by the researcher, performance results for
all students will be made available to the school. Access to tarjret
students’ unit curriculum grades will be requested.

Information_from teachers

Teachers of target students will b requested to provide some
information regarding their expectations of student performance to
the researcher in an informal situation.

CONDITIONS OF RESEARCH

All relevant information from this study will be provided to the
schools involved. Conditions of confidentiality and anonymity will
apply and the permission of all teachers, students and parents will be
obtained regarding participation in the project. Any participant may
withdraw from the project if he or she so wishes, A copy of the final
research report will be provided to all participating schools,

T am not requesting hat teachers do anything different in their classes
or that they gather any data on my behalf, The time commitment
from teachers is minimal and the research is designed to be non
intrusive. Once the results become available the offer of relevant
proiessional development activities will be made to participating
teachers.

DENISE KIRKPATRICK
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May 20, 1991

Dear

1 am working on a research project investigating students’
perceptions and experiences of the transition from primary to
secondary school. I am particularly interested in investigating the
transition as experienced by students who are performing at an
acceptable academic level at Year 7. The project is mainly qualitative
in nature gathering most of the data from interviews with a number
of target students over an extended time prior to and after transition
to secondary school. Tam particularly interested in discovering the
ways in which students make sense of the transition and the
strategies adopted by various students in their attempts to adapt to a
new learning situation.

I have attached a summary of the project and would like to discuss
this project with you with a view to your school participating in the
project. I hope that you will view this research in a favourable
manner and look forward to talking with you.

Yours faithfully

Denise Kirkpatrick

Lecturer, Department of Education Studies

|
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December 9, 1991

Dear

Thank you very much for your co-operation and assistance in my
research project. Ihave enclosed a copy of the results of the student
questionnaires.

Again, thank you for your participation and have an enjoyable
vacation.

Yours sincerely

Denise Kirkpatrick.
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February 19, 1992
Dear

Please find enclosed the resulis of the questionnaire which was
administered to Year 7 students from ¥ primary schools. 1
would like to administer a follow up questionnaire early in Term
Two. Ihave also attached a summary of responses to the first round
of student interviews, At this stage the responses from the sample
are very positive about the high school. believe that the data from
the subsequent interviews will become more informative as students
become accustomed to the new school setting.

T would like to begin the second round of interviews on Tuesday,
March 10. 1hope that this new time frame is not inconvenient.

Thank you again for your cooperation in this project.

Yours sincerely

Denise Kirkpatrick
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May 6, 1992
Dear

Thank you for your continued cooperation with my research project.
I would like to begin the third and final round of interviews next
week on Tuesday, May 12. Again the interviews will be conducted
over a number of days. In addition to the interviews [ would like to
observe six of the students in clagsroom situations. These
observations would take place towards the end of this term and I
would seek the consent of teachers involved and discuss my research
with them. At the conclusion of the interviews and observations I
will have enough data to analyse and develop a picture of the
transition experience of these students. -

As you are aware 1 administered a questionnaire to all Year 7 students
last year and would like to follow this with a post transition
questionnaire later this term. [ would like your permission to
administer this and would like to discuss a means of doing so. The
tesults of this should be available to the school very scon after
administration. The final data will come from tests to be
administered in Term Three. Again this is a matter that I wish to
discuss with you. Last year I used the MSE tests in English and maths
and intend to do so again. I will administer and mark the tests if [ am
able to get acress to the students. In the light of the current industrial
situation relating to MSE it may be simpler for me to administer the
tests to only the 24 target students plus 26 randomly selected students
making a total of 50 students.

Thank you again for your coaperation in this project, I hope to see
you on Tuesday.

Yours sincerely

Denise Kirkpatrick “ b
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Date
Dear Parent

1 am researching children's experiences of the transition from
primary to seccndary school in your child's class room at s
Primary School during Terms Three and Four, 1991 and at
Senior High in Terms One and Twao, 1992. This research has the
approval of the school principals.

As part of my research students may be interviewed about their ideas
about primary and secondary school and recorded on audio cassette
tape. I request your permission for your child to take part it the
research.

I assure you that all interview information will be used for research
purposes only and that your child's identity will always remain
anonymous. If you have any questions about the research you may
contact me on RO

Would you please complete and sign the slip below and return it to
et by the end of this week.

Thank you for your cooperation.

Denise Kifkpatrick
Lecturer
Edith Cowan University

Please indicate whether or not you give your approval, insert your
child's name and sign in the space provided.

I approve /do not approve my child , to take
part in the research,

Parent's signature:

Date:
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This study will investigate students' experiences of the
transition from Year 7 to Year 8.

Students identified as target students in this study will be
interviewed five times over a twelve month period to gain their
views of the changes from primary to secondary schaol. Interviews
will be confidential and informal and last approximately twenty to
thirty minutes. Target students will be requested to complete three
self rating forms over the period of the study. These forms will
require them to rate their perception of their own academic
performance. Some teachers of Year 7 and Year 8 students will be
interviewed confidentially to gather data about their perceptions of
‘the transition from primary to secondary school and specific
perceptions of the manner in which target students will manage the
transition. Students and teachers will also be observed in a normal
classroom learning situation.

Benefits of the Study

An understanding of the factors that assist students in making
a successful transition will allow school administrative staff to
develop relevant transition programs. Information from students
will be particularly useful in this area. The identification of strategies
that are employed by students who adapt casily to secondary school
will make it possible for these to be shared with other stiudents,
assisting in the transition.

Participation is voluntary and participants are free to withdraw
from the project whenever they wish. Any participant who wishes to
withdraw will not be affected in any way as a result of their decision,

Any questions concerning the project entitled Student
Perceptions of the Transition From Year 7 to Year 8 can be directed to
Ms Denise Kirkpatrick of the Education Studies Department of Edith
Cowan University on ™

1 have read the information above and
any questions I have asked have been answered to my satisfaction. I
agree to participate in this activity, realising I may withdraw at any
time,

[ agree that the research data gathered for this study may be published
provided that my name is not used.

Investigator o Date
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APPENDIX B

Menitoring Standards in Education Tests
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MONITORING  STANDARDS

MATHEMATICS

R

NAME

‘GROUT
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EQUIPMENT
To complete this task you will need:
pen or pencil
ruler
etaser and sharpener
calculator

———a
KING
EﬂUAthZHINE

INTRODUCTION
Wongaroo Primary School is celebrating its 50th anniversary this year.
In order to celebrate, the principal, staff and parents decide to hold a special week of
celebraion starting on the 27th of August.

A fete will be held and the school’s sports carnival will be part of the celebrations.



WALK TO SCHOOL

: ' - Beq_;lwyn‘s mother tells her that their house is one kilometre from the scheol.

o Betiﬁvyn decides to walk to the fete, and estimates she will take sbout 750 paces to -
get there, a .

Do you think Bethwyz's estimate is reasonable? .4

Why?

e

3

THE MAP _ &
L3 Visitors to the carnival are given a majp of the school to help them find their way
all 5hout. '
On the map, 1 centimetre represents 10 metres,

One of the school buildings is 2.5 cm long on the map, What is the actual length
of the building? .

How did you get your answer?




GAMES AND ACTIVITIES TENT

Y| Bethiwyn and some friends decide to start at the games and activities tent.
Belhwyn deddes to make a cube. There are several different nets there and she
has to select the comrect one. e

Which niet drawn below should Bethwyn choose to make a cube?
Circle the comect answer: A B c

A




THE HAMBURGER STALL

The children are given a proposed map of the hamburger stall for their school fete.

Dridns
Hachine Flﬂg [5]
) Tabla
' Gioje Baolway
i
Caounler
Fﬂlrm' ' \

The teacher explains that it is tco small to use. He asks the children to draw a map
with dimensions that are twice the size of the original map.

Draw the enlarged map below, using the grid Lines.

_|

1



THE COMPUTER STALL
5 As part of the school fete day the Year 6 class set up a computer stall. Parents and
gl students can have a tum at using a computer., :

For one actlvity the computer shows shapes. The operator has te name each shape
and fill in its attributes.

Here are two of the shapes shown, ¥il in the information for both of them.

{i} Name of shape:
: Number of vertices:
Number of edges:
Number of faces:

(i) Name of shape:

AL AT

Number of vertices:
Number of edges:
Number of faces:

Ty,

B
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YEAR 4 LUCKY DIP -

e — i

kel
._:'/.'J' :

fi
LUCKY DlP
Only 100 Tickets
50c a go

Pick a
PRIME NUMBER

and win a prize..

Organisers: Year 4

When Vanh opens her ticket it is a 12.
When Bethwvym opens her ticket it is a 15.
When Gene opens his ticket it is a 24.
When Erin opens his ticket it isa 7.

{ff Do any of these four children win a prize?
Circle answer, Yes No

If yes, who?

(i) Which children pick a ticket that has an odd number on it?

2

(iii} The numbers on Vank's, .Be_thwynfs and Gene's tickets are all multiples of L

which number?

T




YEAR SEVEN SURVEY

B As part of the celebrations the Year 7 students conduct a survey to find out how
BN many students have never atlended another school. They discover an interesting

pattern.
Below is a table of their findings.
Year
level Yri | Yr2 | Y3 | Yrd | W5 | Yré | Yr?
Number of
children 40 32 25 19 J_ 7
Use the pattern to £l in the gaps.

How did you get your answer?

ER

THE ESTIMATED CROWD

The number of people who attend the fete is recorded hourly, The figures for the
five hours are 390, 462, 450, 545 and 424, If you had lo estimate the total
attendance for the five hours, how would you do it?

What would your estimate be?

3



THE MONEY CHAIN

Wy T0 raise money on the fete day, the P & organises a money chain using 5 cent
Wl pieces, Each person whe wants to donate money puts 5 cent ¢oins in a line as
shown below,

(i) Atlunchtime $21.20 is raised. How many 5 cent coins are in the line?

How did you get your answer?

(if) If each coin has a diameter of 1.8 cm and at the end of the day there are 618
coins, how long is the line? '

How did you get your answer?

]



LUNCHTIME

10 On the school fete day Bethwyn's grandparents eat their lunch at one tlu.rty -five.

Bethwyn's grandmother has a watch with hands.
Diraw the time of one thirty-five on her watch.

Her grandfather has a brand new digital watch,
Show the same time on his watch,

|
L=t



THE CRACKED CLOCK

8 Dion wins a clock on the chocolate wheel,

On the way home he drops it and the glass cracks into two equal parts.

Dion notices that the tetal of the numbers on one side of the crack adds up to the
- same total as the numbers on the other side.

The erack does not pass aver any number.

Show where the crack is on the picture of the clock below.

THE DUNKING MACHINE LINE

| At the Dunking machine, there is a line of children waiting to have their tum.
d Soie children have two tennis balls to throw while others have three,

13

They were lined up as shown below:

Child Child1 | Child2 | Child3 | Child 4

Number 2balls | 3balls | 2balls | 3balls
of balls

Altogether the children in the line have a total of 22 tennis balls. How many
children are there in the line?

Mo
110 §



THE SIGN

1_& Aweek before the fete four students are asked lo paint a sign to advertise the
e celebration.

Contents
' cover
2 square

metres

(i) Tobeginthey need to paint a sheet of tin with white paint. The sheet of tin
measures 2.25 metres by 2.73 metres,

‘What is the area of the sign?

Explain how to find the area of the sign.

tii) On the label of each tin of paint it said that the contents would cover
2.0 square metres.

How many tins of white paint do they need to buy?

Why?

(ifi} The gardener has to make a frame for the edge of the sign. Hosw long will the
timber need to be?

Show your working

[



LUCKY DIPS

14 In one Lucky Dips Box there are 50 prizes, all in containers the same shape and
vl 5ize,

There arer

1. 25 chocolate bar prizes
2. 10 lolly bag prizes.

3. B toy car prizes.

4. 5 'Booby' prizes.

5. 2 gold pen prizes.

(i} Kyle has the first go. Does he have a better chance of gelting a toy car or a
lelly bag?

Why?




Lucky Dips continuted

Below Is a graph for the Lucky Dips Stall, showing what the first 30 children pet
from the Lucky Dtps Box.

LUCKY DIPS STALL

NUMBER
OF PRIZES

12 -

Chocolato Loty bags Toy Booby Gold
Bars Cars Prizes Pens

{ii) Is this what you think would have happened?

Why?

2



THE SCHOOL SIGN

1 5 afmr lun{;l‘l Vat:h a.ng1 Bi;ﬂ‘lwyn are standing next to the school sign giving mapsto
Bmbetl the people entering the fete.

'y )

WONGAROO
PRIMARY SCHOOL

 They notice that some letters on the sign have line symmetry.
List 5 different letters from the sign that have line symmetry.

8



AIRLINE ROUTES (throughout Australia)

% Bethwyn's grandmother is coming to visit at the same time as the celebration
al week, )

Using the mar (below) which shows airline routes, answer the following
questions.

(i) Estimate how far Bethwyn's grandmother will travel if she flies:
Darwin = Brisbare = Sydmey = Adeclaide = Perth
Answer

How did you make your estimate?

K

() I a jet can carry 456 passengers and is full each bip, how many passengers
will it carry between Perth and Sydney if it makes the journey 12 imes?




MONEY RAISED

17 At the ;I:d ocfh th::alflete, the organisers draw up a bar graph showing the money
Ml raised by each stall.

MONEY RAISED BY EACH STALL

MCNEY
RAISED THE STALLS
%500 A - Cahes
- B - Plans
SBO0 G — Hamburgers
N D -Crafls
J E - Drnks
§700 F ~Toys
’ G - Qid Chthes
$600 — H = Lucky Dips
| 1 ~ Clowns
5500 J -~ Chocolate Wheel
J ¥ - Afterncon Tea
5400 1 e
5300
5200

$100 A

E F G
STALLS
To plan for next year's fete, the organisers need the following information:
{i) Which two stalls are the most successful?

(i) If two stalls need to be left out of next year's fete, which would they inost
likely be?

Why?

(iif} Wiat is the total amount of money raised by all the stalls as shown on the
graph?

-
(36 ]
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PIG

FACTS IN BRIEF

Hedght: 92 -15% cm

Weight: 250 -630kg

Habitar. Grasslands and swarnps in Australia and Africa
Faod: Grass and leaves of small bushes

Lifespar: 15 to 19 years in the wild

WORLD DISTRIBUTION

UFFALQO

NUMBER OF PIG BUFFALO .

NUMBER

18000
16000
14 000
12000
10 Goa
aao0
6000
4 000
2000

L | l
~+ Total world numbers [T
— = = ==-- ¥~ Australian numbats [
TN
“ s
i Ty

1840

1950

1960 1970 1980 1930 2000
YEAR




Letter to the Editor 17 September 1989

A RESOURCE TO BE USED

I the iast iwe decndes, the number of pig buffalo
worldwide has Jdecreased at an alarming rate.  In
Australia this has resulted from a combination of
drought conditions and excessive killing of the pig
buffalo by licensed hunters, If the current trend
conlinues then the pig buffato will become cxtinet.

Recent ¢lashes among cattle station owners, hunters
conservationists and tourerganisers over the future of
the pig buffalo have received a great deal of media
coverage. We know that valuable station waterholes
are becoming useless for normal eattle because of the
pig buffale’s habit of wading info the water and
stirring it up into mud, This lack of suitable drinking
water has resulted in the death of a large number of
catlle.

We have read also, of the devastating crosion being
caused by pig buffalo overgrazing in large herds. If
callsforthe kitling of |arge numbersof these beasts are
heeded, then extinclion lopms even sooner.

Qur proposal for farming the animal in sclected arens
would ensure the continued existence of the pig buf-
falo. Our company is currently seeking govemment
approvalto famm theseanitmals. A considerable amount
of ime and energy has been used to develop a success-
ful breeding program that will ensure that the number
of pig buffaloes increases during the next five years.
Initially we will require a stock of one thousand
animals. This number of animals would be retumed
to the wild at a later date.

Finally, letus notignere what pig bullslo farming con
do for the ceonomy of Australia. Many millions of
valuable export dollacs are waiting 10 be camed from
the hide, the ivory and the meat, The unique hide has
the polential 1o create ahuge fshion industry, similar
to that now being enjoyed by emu and crocodile farms
in this stare. There will be alarge number of employ-
ment oppartunitics, as further industries spring up
around this new and exciting venture, Pig buffalo
farming will benelit everyone.

MS G. JONSTEN
Public Relations Officer
PIG BUFFALD INDUSTRIES

Lenter 1o the Editor 24 September 1989

NO PiG BUFFALQO FARMING

Ms Jonsien presents a wonderful case for furming the
pig buffalo. She would have us believe that her
company is only really interesicd in saving the pig
buffale. She paints a wonderful picture of how her
company aims toingrease the number of pig buffalo in
Australia. This is not really true. Her company is
planning tokiil pig buffaloes for their ivory, meatand
Iide. Farming is not the way to ensure the survival of
the pig buffalo,

If money is so important then we need te remember
that the pig buffalo, like the kangarao and the koala,
is an animal that tourists in their thousands come to
see. They wantto see the pig buffaloasa wild animal,
not on farms or in cages.

Other animals such as the stilied piper are dependent
on pig buffaloes. The stilicd piper feeds on the grubs
andlicks found on the pig buffalo’s hide. Thebirdalso
feeds on small insects and keeps their number in
check. If the pig bulfalo was to be reduced in number
or ta disappear completely, 5o would the stilled piper.
This would kead to a population cxplosion of these
insects - with unknown consequences.

Qur government should be protecting pig buolfaloes.
We could move herds onlo protected areas (o prevent
excessive killing by hunters and avoid the destruction
of water holes used by station catue.

There is an urgent need for our government to deelare
the pig buffalo a protected species. We need to live
with natute, nol use it to our own advanlage, Save the
pig buffalo !

MR R. BALER
PIG BUFFALQ PROTECTION SOCIETY

(CMinistry of Eduentinn, Westem Aurzally 1990
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This test activity will take you about 25 minutes to complete and will involve
you writing the letter “No Pig Buffalo Farming” in your own words.” Your
teacher will read the leiter to you and then allow you 5 minutes to read the
letter again for yourself. After this you will be asked to wrlte the letter in your
own words without looking back at the original letter.

The space for planning should only be used onge you have completely read
the letter and the Information Booklet has been closed ready for the teacher
te collect,

SPACE FOR PLANNING

1

‘ )

\-

© Minsstry ¢f Edocation, Wesiem Austratia 1990



CLOZE ANSWER SHEET

Instructions:

This test should take you sbout 30 minules to complele.  On the reverse of this page you will
find a passape that has spaces where some words have been left oul. You will need to read alf
the infermation about pig buffaloes before your can complete the spaces with the word or
words you think are missing.

+ Use your own words far the answens when you can't find the words you want in tie lext,
+ If you get stuck on an answer - leave it and come back to it later if you have dme.

+ Check your work carcfully when you have finished.

Practice Example:

Alexander Tolly was only happy when hie was the focus of attention.  He found it very
upselting at school when bis teacher attcided o the needs of other students before piving him
the atteniion he so camestly craved. Sometimes, when he desperately wanted the teacher and
the rest of the class io notice him, he would suand up from his desk, limp 10 Mg Young. and
complain about some myslerious pain,

The passape is aboul a boy called who was only happy
when he Histencher Thuupht
hat be was "

Natice that some of the answers for the practice example need more {han one word,
Somelimes you will need o use your own wonds for the answers because the words
you want may not bein the slory,

© Miniskry of Education, Western Australiz 1990 MSE E7 CL 90
Heproduction of this work In whole er part far cducalionsl purposes wilkun 2

Weslern Australinn Govermment achosl and an condition that It not be ofenod

far sale, s permiined by the Ministry of Education, Weslem Ausealis, Repro-
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NAME: CLASS:

THE PIG BUFFALO

The pig buffalo is an animal found in only a few places throughout the world. Pictures of
the buffalo show it to be a large grazing animal that is bigger than most other ‘
animals. It is found living in both

throughout parts of Australia and Africa.

The . shows that since 1940 the world population
of pig buffaloes has steadily from
to »
‘This has been caused by and
If the current trend continues then the pig
buffalo will .
Ms Jonsten, who works , says that pig buffaloes

should be farmed. She believes that this would help Australia’s economy by
. from the sale of the buffalo’s hide, ivory and

meat. Ms Jonsten’s company to farm pig
buffaloes in selected areas. This proposal has been
researched.
Mr Baler writes his letter to in an effort to
people about the pig buffalo problem. He
believes that pig buffaloes should . Mr Baler
thinks that the buffalo is best left as a
animal.

The Australian government needs to be aware of the problems associated with the pig
buffalo because it will be responsible for .




APPENDIXC

Year Seven Classroom Observations

The classroom observations focused on the target students as they
interacted with the teacher and other students. The observation sessions
also allowed the development of a picture of the way in which each
classroom operated including aspects such as the nature of instructional
tasks and teacher-student interactions.

Each primary school class was observed three times during the last term
of Year 7. Observations took place across subjects allowing the observer to
see students working in different situations. A narrative description of
the classroom observation was prepared at the end of each classroom visit.
While there were a number of similarities in the ways in which each Year

7 class operated, each class was distinctive.

Primary Classrooms

Target students came from eight different primary school classroom
environments and class groups. For the most part the classes were
reasonably traditional. A variety of ability of levels was represented in all
classes. Most instruction was carried out in whole class format with some
small group work and individualised approaches. All classes had a daily
timetable which allowed for specified times for all covering curriculum
areas. None of the classrooms or schools in the study was organiséd
according to the open classroom model. As is common in Western
Australian primary schools most of the Year 7 classes were taught by
teachers who held an administrative position in the school (Deputy
Principal). As a result of this the classes were often taught by other
teachers, either curriculum specialists or teachers providing support for

the regular teacher to fulfil administrative duties. None of the classes
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were faught in a team teaching mode. Teachers in these classrooms used
reward structures which could best be described as a combination of
“individualistic" and "competitive” {(Ames & Ames, 1984). In one class
the teacher had recently implemented a group reward structure, In most
of the classes the students were homogeneously grouped for instruction in
mathematics and reading, and in two classes individual students were
withdrawn from class for remedial instruction in these areas.

Characteristics of the classes are presented below,

iA

This classroom was arranged with all desks in continuous rows
facing the front of the room. Each row constituted a group which was
used as part of the class behaviour management plan and groups earned
points for good behaviour. All walls around the room were covered with
examples of marked student work and it appeared that all students’ work
was represented. It was easy for students to move between desks to reach
all parts of the room and there were clearly identified places for major
resources and equipment.

Each day began with fifteen minutes of daily fitness supervised by the
classroom teacher. When students returned to the classroom the teacher
checked that students had completed homewaork from the previous day by
calling students' names and checking lheir responses. Mathematics
homework was swapped and partner marked. This was conducted briskly
and in a routine manner. Materials and resources were handled according
to routine procedures and where students forgot, the teacher reminded
thém in a low key manner. There were a number of occasions during the
day when groups of students left the class to receive specialist instruction
in subjects such as spelling, reading and mathematics. In situations such

as this the teacher reminded students to take materials with them.
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Lessons in this class were teacher centred but often required students to
work in small groups. For all tasks the teacher provided clear instructions
and checked that students understood instructions. Instructional sessions
were broken down into segments where students worked independently
for approximately ten minutes and then returned to whole class
instructions for checking and further instruction. Students were
interested and ernthusiastic, learning activities were presented in an
interesting manner, often with a gamelike dimensions and students were
eager to participate. The teacher frequently provided students with
detailed and explicit verbal instructions relating to how to complete the
task and provided many opportunities for students to ask questions. A
low level of student-student interaction was allowed without teacher
sanction, with teacher reminders that talk should be work related. No
behaviour problems were manifested while the class was being observed

and the classroom climate appeared positive and supportive.

1B
Desks were arranged in spaced rows facing the front of the room. The
seating arrangements had been decided using a lottery system run by the
teacher. There was some student work displayed on the walls and
resources were distriputed around the room. Because resources and
equipment were not clearly organised movement around the room was
difficult. Flomework was displayed on the board at the front of the room.
The teacher contrelled learning tasks, and instruction was
characterised by a large proportion of teacher talk. Teacher taik was not
always task related and often strayed from the point. It appeared that
children frequently 'tuned out', in many cases the teacher continued to
talk when students were ready to begin a task and this both delayed the

task and inhibited students’ motivation to work on the task, There was
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much teacher talk about process but this was repetitive and not always
clear. While instruction was predominantly teacher centred and all
students worked on the same tasks at the same time, studenis were
working on a contract system for the language area. A "buddy system" was
operating between this class and the Year 1 class and there was much
excitement about working with the Year 1 students and particularly about
making gifts for buddies.

Little student-student talk was allowed in this class, and students
were frequently sanctioned for talking to each other. Students did not
appear to work as cooperatively as in class 1A and there was a greater

amount of teacher intervention.

2A

This class was located in a transportable classroom, on the perimeter
of the school buildings at the end of the playground and surrounded by
black sand. Desks were arranged in pairs at various angles around the
room. No student work was displayed around the room and walls were
bare. Equipment and resources were scattered around the room and it was
difficult to move easily around the room.

There appeared to be few established routines in the classroom which
was teacher dominated. Instruction was characterised by a large amount of
teacher talk, frequently about himself and his experiences. During a news
session students were reluctant te offer informatien and when a student
did volunteer a news item the teacher took control of this and interrupted
the student to complete the presentation. The teacher had a 'matey’
manner and appeared to relate more positively to the boys in the class. A
number of boys were loud and noisy and this was sanctioned by the
teacher. There was no clear system of classroom behaviour management.

Teacher imposition of sanctions was not observed to be consistent.
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Homework was never set, and the teacher was observed to change the
deadline and rules for the submission of a set task. There was little
attention given to the processes involved in completing a task, the teacher
explained what was required and talked about this before students began

work on the task.

3A

Desks were arranged in rows facing the front of the raom with
children sitting in pairs, generally the seating pattern was of alternate boys
and girls. There were samples of student art work on the walls and posters
cemprising photographs from a school camp and excursions but no other
work. The class was organised, movement around was unimpeded and
materials were stored in labelled locations.

The classroom teacher was alse the school deputy principal and as a
result of this the class was taught by a different teacher for language
activities, In these classes students were observed to be engaged in mainly
independent work, the teacher issued instructions checked for
understanding and children continued with the task on their own.
Instruction related to the content of the task with some direction as to how
io proceed with the task. Children talked to others frequently and were
regularly sanctioned for doing so. The teacher stayed at the front of the
room, and students approached the teacher at her desk if they were
experiencing difficulty.

The regular classroom teacher maintained a more relaxed classroem
climate, students appeared to talk to peers less frequently but were
sanctioned less frequently. This teacher moved around the room
supervising and marking students engaged in seatwork, often redirecting
students to the task. Classroom instruction was teacher-centred, all

students were engaged in the same task at the same time with little
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opportunity for individual activities. For most subjects the teacher issued
instructions relating to the task, discussed a relevant example, reminded
students of correct procedure and set students to work independently. The
teacher would call the students after about fifteen minutes work to check
progress, remind of procedure, work and example. This review was
predominantly a teacher statement of points with minimal student
involvement. At the end of the allocated time for the task the teacher
would proceed with instruction without ensuring that all students had
completed the task. In this class students were not sancticned for
discussing work with their peers or sharing answers. There appeared to be
established classrcom routines relating to the distribution of materials,
and organisational procedures. There was little formal setting of
homework but students were required to complete unfinished work at
home. This was not observed to be checked by the teacher. The class was
frequently interrupted by visitors to the room with messages for the
teacher or class and by students being withdrawn to perform non-

academic tasks around the school.
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3B

Desks were arranged in groups of four and six with cluster of desks
arranged at angles to each other. Seating positions were randomly
allocated by the teacher. Student work was displayed around the room as
well as commercial posters and classroom rules. There was a calm,
working atmosphere in the room. There were minimal behavipural
disruptions and these were handled in a low key manner. Students were
reminded of classroom rules and a low level of working noise was
tolerated by the teacher. Reminders about standards for academic work
and behaviour were issued frequently and spentaneously by the teacher.
The teacher controlled what occurred in the room, instruction was teacher
directed. The teacher issued instruction and students worked individually
on tasks. Students who experienced problems were reminded of
appropriate strategy and instructed to perform it. Students moved freely
al_flound the room, Using resources as NECessary. Neatness and presentation
w.;:re highlighted by the teacher and students received frequent reminders
about standards in this area. The teacher moved around the room
supervising students’ work and assisting where necessary, and stﬂdents
appeared to be willing to ask for assistance or clatification. A number of
students were observed to be off task but did not attract the teacher’s
attention because they were not disruptive. There was a clearly established
routine to be followed by early finishers and the teacher issued regular
reminders about this to students. Work was collected for marking by the
teacher regardless of whether or not it was finished. In this class a high
level of independent seatwork was chserved and there was little teacher
student interaction. The class was managed quietly and efficiently by the

teacher.
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aC

This class comprised equal numbers of Year 6 and Year 7 students.
Desks were arranged in rows arcund three edges of the room. Students
were seated according to year group. The arrangement of desks was such
that student movement arcund the room was difficult and frequently
caused problems as students knocked desks as they moved, Samples of
student work were displayed on boards around the room and equipment
and materials were well organised. The teacher's desk was at the front of
the room and students approached the teacher if they required assistance.

Instruction in this class was characterised by teacher talk which was task
related and provided students with information relating to the task
content and procedure. Learning tasks and activities were selected by the
teacher and most work was performed individually. It was common for
the teacher to set cne year group individual seat work while he instructed
the other year group. Some subjects were taught to the whole class group
but in general instruction was directed at individual year groups. Each
group was left to work on their own with minimal teacher interruption
while they were engaged in seat work.

Homework was regularly set and frequently involved the completion
of class work or specifically designed activities. The teacher supervised
students as they recorded homework from the beard and the completion
of homework was irregularly checked by the teacher. Much class work was
partner marked with marking led by the teacher.

Students appeared to be generally on task and there was minimal
student-student talk. Students were sanctioned for talking only when this
interfered with the rest of the class or when they were obviously off-task.
There appeared to be well established classroom routines for the

distribution and collection of materials and for student behaviour.
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4A

This classroom was tidy and well organised. Equipment and materials
were neatly stored and storage areas were clearly labelled. All students sat
at clustered desks with the exception of one of the case study students who
was seated at a desk situated away from the rest of the class. This class was
taught by the school's deputy principal (female} for most subjects and
had specialist teachers for mathematics, library and physical education.
The regular classroom teacher was frequently called away from the room
to deal with school administrative matters and the class was instructed to
work on their own. The school was designed as clusters of rooms with
folding dividing panels between classes sc it was easy for teachers in
adjoining rooms to moenitor the behaviour of the class when it was left
unattended.

Mast instruction was teacher-directed and the teacher made all
decisions relating to the selection of instructional tasks and activities. The
teacher did not always wait for all students to complete classroom tasks
before proceeding with the next activity.  She provide detailed
instructions about the processes involved in learning tasks and was
observed to remind students of procedures when they requested
assistance. Some cooperative group work was observed.  The use of
whole class discussien and instruction was an imperiant feature of this
teacher's instructional style.

Homework was regularly set and the teacher supervised the recording
of homework details. Homewaork was usually checked by the teacher the
following day and penalties imposed for non-completion, These included
the completion of homework during recess or lunchtime. The classroom
teacher frequently made work-related comments that focused on the
demands of secondary school.  The teacher was observed to speak

individually to students about work by calling them to her desk after all
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work had been returned. She appeared to speak to all students and her
comments appeared to be of a general nature.

The classroom environment appeared to be positive and task focused.
The teacher appeared to have good rapport with all students and there
were no major incidents observed where students misbehaved or required
sanctioning. One of the case study students was frequently sanctioned for

being off-task.

4B

This classroom was well organised and tidy. All materials were neatly
stored away in marked locations. A regular schedule of instruction and
activities was followed. A class timetable was ciearly displayed and there
were well established classroom procedures. There were established
guidelines for classroom behaviour and students were frequently
reminded of correct precedure for learning tasks and classroom
behaviour.

All learning activities were teacher-directed and involved teacher
demenstration and explanation followed by student practice, There was
much whele class discussion of activities and examples and the teacher
regularly circulated the room moeniloring students’ individual work.
There was some use of cooperative group work and this was always
followed by whele class discussion of the activity. Little reference was
made to secondary school.

Homework was set when students had not completed all work and
students were reminded to record details from the chalkboard at the front
of the room, This was checked at the start of the following day. This class
had a clear focus on academic work and the teacher communicated

performance goals to the students. Records of student performance were
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displayed on the walls around the room along with marked exemplars. of .

. student work.
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Case Study Classroom Observations

Neoma _

Neoma was in class 1A. She was-observed tollbe on-task at all times,
participating in group and whole class activities. She was seen to initiate -
task-related student-teacher interactions and worked cooperatively in
small gtoup situations. She frequently volunteered answers to teacher
guestions and her responses were usually correct. The teacher called on
Neoma to perform various school related administrative tasks and she
demonstrated sound organisational skills in her role as student councillor.
There were no instances cbserved where Neoma was disciplined by the
teacher, In this class homework was set and checked routinely by the

teacher at the start of each day.

Rebert

Robert was in class 1B, He was observed to involve himself
minimally in the class. He was not actively involved and was not
observed to initiate any interactions with the teacher. However, he began
work on tasks as instructed and was observed to be work intermittently,
alternating between working on tasks and interacting with other students.
There were situations in which he was observed to chat with his
neighbeours and it was not possible to ascertain whether or not these
conversations were task-related. The only teacher-student interactions
which were observed related to managerial aspeets of the classroom such
as instructions to change seats to complete a task. In this class homework
was set but there appeared to be no procedure for checking the completion

- of homework.
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Michelle

Michelle was in class 4A, She was observed to work quietly on her
own rarely interacting with peers or the teacher. She was a reluctant
group member and participated in group activities as litile as possible,
appearing to avoid involvernent with other group members. Despite her
statements about working on her own if there was no set task she was
observed to sit and do nothing when set work was completed. No

homework was set in this class.

Janene
Janene was in class 3A. She appearedl to be task-oriented and was
observed to work quietly and independently. On several occasions she
entered the class late or left to perform activities related to her role on the
student council. She was not observed to initiate interactions with her
teacher and those teacher-student interactions which were observed
related to organisational matters. Janene was frequently called upon to
distribute materials and perform organisational tasks in the classroom.
There were no examples of group work situations observed. Homework
was frequently set in this class but was not observed to be routinely
checked.
When the class was taken by a specialist teacher for language
(English} Janene was observed to disengage from classroom activities,
/becoming off-task but not disruptive. She admitted that she disliked the
teacher involved and did not want to participate in class activities for that

teacher.
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Felicity

Felicity was in class 3C. She was observed to work quietly and
independently in class. She caused no discipline problems and was not
observed to initiate any student-teacher interactions. There was little
opportunity for students to work on activities of their own choice in class.

Felicity was in a split class (Year 6/7) and it was comnmon for one year
level to be set individual seatwork while the teacher instructed the other
year group. In this sense, this class varied from all other classes observed
and because of this there was less whole class instruction by the teacher.
However, all Year 7s in the class worked on the same tasks at the same
time. There was little student choice of activities. The teacher made
reference to skills that students would need at high schoel. Homewark
was set and written on the board and students were supervised as they
recorded this information in their diaries. Students were expected to file

their work unsupervised. Homework was not routinely checked.

Andrew

Andrew was in class 4A. His Year 7 teacher was the school deputy
principal, which meant that she was often out of the class, The class was
taken by specialist teachers for mathematics, physical education and
library. In the classroom while some students worked at clustered tables
Anthony was isolated from the other students and was seated at a desk on
his own. This was done in an effort to minimise distractions and prevent
Anthony from distracting other students. 'l don't mind sitting on my
own, it means ['ve got more space but it's harder to talk to other kids, I
would rathei‘il sit with someone."

He waé t;bserved to be frequently off-task, but did not disturb the rest
of the class. He engaged in frequent inleractions with his classroom

teacher which appeared to be mainly of a procedural or task related nature.

-367-



In turn, his teacher frequently approached Andrew, checking that he was
working in the assigned task and the teacher frequently reminded Andrew
of the task or of appropriate classroom behaviour.

With the exception of streamed reading groups, everyone in the class
worked on the same task at the same time, There was no choice of tasks or
activities and the teacher made all decisions relating to topics and duration
of activities. While much of the instruction took place in a whole class
context there was some use of group work, Andrew was observed to make
little contribution to the group, and appeared to disrupt other students
who were on-task.

In this class, homewark was set four days a week and usually
involved the completion of class work. It was usually checked at the
beginning of the day. Penalties were imposed for the non completion of
ﬁomework and included being made to sit outside the office during recess

or lunchtime, Mathematics homework was given regularly twice a week
and a similar penalty was imposed for non submission. During classroom
observations Andrew appeared to meet the demands for homework
completion.

In this class students were frequently required to submit work to the
teacher for marking. This was returned with a mark and sometimes a
comment. Andrew stated that the teacher usually explained errors to
students through private discussions at hor desk, Most of the informative

feedback was delivered verbally.
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APPENDIX D
Year 7 Teacher Interview Schedules

General biographical and demographi‘r;-"questions relating to years of

teaching experience, years at the school, previous teaching experience.

What are your beliefs about teaching? How do you see your role as a Year

7 teacher?

How important do you believe the transition to high school is for

students?

Do you think that some children have difficulty adapting to high school?
What factors do you think influence a child's ability to adjust successfully
to high school? ) '

(curricula, instructional materials, teacher style/attitude, secial

ad'i"pstment]

Are there particular "types” of students whom you believe are likely to

adjust more or less success}u.ily t(.}\.high school?

Do you do anything that you think is specifically directed at preparing

your Year 7 students for high school?
Does the schoel have a transition program of any sort?
Please describe,
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Do you believe this is successful?

Do you favour a specific orientation program to help Year 7 students make

the transition to high schoel?
What would an effective orientation program look like?

What type of things do you think schools and teachers can do to prepare

students for the move to high school?

Whose responsibility is it to assist students in making a successful

transition to high school?

Have you been to the high school? _ e

Have you spoken to any of the teachers from the high school? ﬁ

What do you know about the way in which the high school is organised 'r/{

(this includes day to day running of the school and from an instructional

and curriculum perspective)?
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Year 7 Teacher Interview Responses

General biographical and demographic questions relating to years of
teaching experience, years at the school, previous teaching experience.

What are vour beliefs about teaching? How do you see your role as a Year
7 teacher?

Teachers' responses reflected a common theme relating to their role as

a facilitator of learning. Learning was described as mastering a body of
knowledge and skills that would enable students to learn more difficult
and complex knowledge and skills in the future, Teachers saw that they
had a crucial role in students’ learning because they were the ones who
selected the learning experiences and interpreted the curriculum for the
students. Only one teacher saw the role of a Year 7 teacher as preparing
students for high school.

How important do you believe the transition to high school is for students?

All teachers responded that transition was extremely important and
supported this belief by saying that this was a critical time for students’
academic life and a poor start would jeopardise their future academic
careers as they would miss out on essential knowledge and skills. Some
teachers suggested that studenls may "block themselves out of potential
career paths” if they did not werk well in Year 8.

Do you think that some children have difficulty adjusting to high school?

Seven teachers could identify past students who had failed to adjust to
high school and had in their eyes, "got lost” at the high school. One
teacher believed that children were very flexible and that all students
managed to fit in in some way.

Generally, teachers' views of successful adjustment related to
maintaining or improving academic performance. Student behaviour
both within and outside the classroom was included in their definition of
successful adjustment by twoe teachers. All teachers believed that some
students would experience problems adjusting socially due to factors such
as lack of malurity or poorly developed social skills. Year 7 teachers also
identified changing teachers and rooms and different teacher expectations
as potential problems for students in Year 8.

What factors do you think influence a child's ability to adjust successfully to
high school?

Are there particular "types” of students wham you believe are likely to adjust
more or less successfully to high school?

Teachers' responses focused on attributes of the individual student
such as maturity, level of academic achievement, organisational skills and
ability to work independently. Five teachers suggested that lower ability
students would have greatest difficulty adjusting to secondary school.
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Do you do anything that is specifically directed at preparing your Year 7
students fotr high school?

The most commonly reported activities included teaching students to
use homework diaries, assigning homework, teaching students to read a
timetable and encouraging the development of personal organisational
skills such as maintaining files and books. One teacher reported that he
did not give Year 7 students homework because he believed that they
would receive a lot of homework in Year 8 and they should not be
overwhelmed. All teachers reported that they referred to high school
during their teaching often with reference to homework, pre-requisite
knowledge or work loads.

Does the school have a transition program of any sort? Please describe.

All of the schools invelved in this study participated in a half day
orientation program with the high school. In this students were taken to
the high school where they were shown around the school, and were
given information about the procedure for the first day, school uniform or
dress code, text book purchase and appropriate school behaviour,

Do you believe this is successful?

Teachers expressed varying levels of support for the success of the
program. All agreed that it was better than nothing but several suggested
that they believed that students needed more than a guided tour of the
school to help them prepare for the shift. Four leachers suggested that the
opportunity for students to spend a day or two at the high school
experiencing the timetable and moving arcund the scheol from one class
to another. Two suggested that receiving instruction in Year 8 subjects in
a "high school” way of teaching” would be beneficial to students. They did
not believe that it would be beneficial for Year 7 teachers to experience
this.

Do you favour a specific orientation program to help Year 7 students make
the transition to high school? What would an effective orientation program
look like?

Five teachers believed that the current program was sufficient. Two of
these referred to previous attempis which had involved numerous
meetings between primary and secondary teachers at which they (the
primary teachers) felt that their work was not valued and that criticism
had been directed at the primary school for inadequately preparing
students for high school. These teachers felt that their time had been
wasted because they did not believe that they had been listened fo by the
secondary school siaff.

The remainder supported a longer program which included discussion
between primary and secondary teachers, including sharing of
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information about curricula, teaching practices and performance
expectations.

What type of things do you think schools and teachers can do to prepare
students for the move to high school?

Responses focused on developing students' personal management
skills so that they could organise time and resources effectively. Teachers
also believed that it was very important to teach students to read a
timetable, find their way around the school and keep track of homework
and assignments.

Whose responsibility is it to assist students in making a successful transition
to high school?

Opinions were mixed. Six teachers believed that Year 7 teachers,
parents, high school teachers and the students themselves were
responsible to varying degrees. Of these three believed that high school
administrative staff and Year 8 teachers had most responsibility for
creating a supportive environment that assisted students in adjusting to
the new situation. Two teachers believed that the prime responsibility lay
with the students and that the success of transition would depend on
individual students’ characteristics, skills and knowledge.

What do you know about the way in which the high school is organised (this
includes day to day running of the schoo! and from an instructional and
currictlum perspective)?

No teachers had a clear idea of how the school functioned but all made
suggestions based on their own high schoo! experiences or those of their
own children. All teachers were aware ol the unit curriculum but were
not clear about how it was structured or of the erganisation of units
within the curriculum. Similarly there was kittle knowledge of the range
or content of the various subjects that students would be studying at high
school.
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I'd now like you to think about those students whom I've selected for
inclusion in my study ( ***) and answer the following questions about
them.

Think about how well X is curtently performing in relation to his/her
peers. I'd like you to do that for the subjects mathematics, English
(including all aspects of language including spelling and grammar),
overall academic performance and socially. The continua have end points
1 and 10, 10 being the highest or best. Please mark the place on the
continuum that you think represents the students' relative performance.
Please assign a numerical value to the position that you select. If you want
to talk aloud about the reasons why you made such a decision, or to
explain the factors that you considered that's fine. It may also be useful to
name other students who are performing at a similar level.

Now I'd like to you to think about how well you expect X to do next year
in high school and complete the same sort of rating scale.

Can you explain the reasons why you expect X to perform at that level?
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Student Performance Rating Form

Year 7

Name of student:

In mathematics

-375-

1 10
l____ [
Struggling Great
In English
1 10
e 1
Struggling Great
General Academic Performance
1 ‘ 10
I . ) e
Struggling ) 47 Great
Social Development
1 10
I _ [ I
Struggling Great



Student Performance Rating Form

Year 8
Please indicate the level at which you expect __ to perform in
Year 8.
In mathematics
1 10
I - : |
Struggling Great
In English _ =
1 _ 10
I __ - A |
Struggling S o Great
General Academic Performance
1 10
I ' - I
Struggling - . : Great
Social Development . ' N
1 : 10
I _— — — e I
Struggling _ Great
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Please give a brief description of

Academic performance:

Academic potential:

Teacher- student relationship:

Personal organisational skills:

Initiative and independence:

Please indicate the statement that most closely matches the way in which
you expect to adjust to the demands cf high schaol.

Low risk: Will adapt quickly and appropriately. A successful student.

Cope: Will experience some minor difficulty but will be generally
successful.

High risk: Will have significant problems adjusting socially, academically,
behaviourally or organisationally. Unsuccessful,
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Participation Style Checklist

Please check those statements which you feel apply to this student's
classroom participation.

G 0 N

Is essentially task oriented and academically successful

Is cooperative in class

Will tackle almoest all questions

Creates no discipline problems

I am likely to direct difficult questions to them and they are likely to
answer most correctly

Likes school

Is well liked by peers

1 like this student

Is more person than task oriented

Has the ability to achieve

Vatues friendship more than scheolwork

I call en this student to help him/her become involved in the
learning task

Is usually able to answer casy questions

Some answers fo complex questions may be incorrect or irrelevant
Is likely to be criticised by me

Is fairly popular with peers

Is always looking for my help or direction

Frequently raises hand in response o questions but is likely to guess
or make mistakes

Makes extensive task related demands on me

Requires frequent assistance and feedback from me in order to
complete assigned tasks successfully

Is rejected by peers

[ am concerned about this student

Rejects school

Is openly hostile

Is withdrawn

Is a serious behaviour problem

Withdraws to the fringes of the class

I tend to ignore this student

Is ignored by peers

I don't really notice this student in my class

About average on everything

[s shy

Is a quiet independent worker

Is rarely actively involved in class group activities

Never volunteers

Never creates problems

Peers are indifferent to this student

I tend to forget this student
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APPENDIX E

YEAR 7 QUESTIONNAIRE

QUESTIONNAIRE
This questionnaire requires you to answer some questions about going to
high school next year.

You do not need te put your name on the questionnaire, 50 your answers
will be anonymous,

Please answer as honestly and accurately as you can. Answer all the
questions,

For most questions there are boxes next to the question. Please tick (3) the
box or boxes that best describe your answers. For some questions you are
asked to write in your answer.

Thank you for helping me by filling in this questionnaire.
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Office Use Only

1. Sex (1
Male 1
Female 2
(2)
2. Date of Birth _— — e
Day Month Year )]
3. Country of Birth |:| {4)
4, Which high school are you going lo next year? |—| {5}
5. Is this the high school you want te go to? Yes  [B25 1 (6}
No 10.5 2
6. Ifnot, which one did you want to jro to? D (7}
7. Do you like high school? Yes 1 (8)
No 2
8. Are you looking forward to going lo high Yes @ 1 {9}
school? -
No 2
9. Do you think you will like high school? Yes 1 (10)
v 5] 2
10. What do you want to de when you leave school? |:| {11)
{12).
11, Do you want to stay on to Year 12 at high Yeg el {13) .
school?
No 2

i
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12,

13.

14,

15,

Have any of the following peaple talked to
you about high scheol? (Tick those who
have.}

Grade 7 Teacher

Other Primary Teachers

Primary School Principal

Primary School Deputy Principal

High School Teacher

Parents

Older brothers and sisters

Older friends

Other (specify)

Have you visited the high school you will
be going to?

Do you think you will have problems
adjusting lo high school?

How long do yeu think it will take you to get
used to high school? (Tick only cne.)

A day

A few days

A week

Two weeks

A month

Aterm

A year
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1 (14)
1 (15)
1 (16)
1 (17
1 (18)
1 (19)
1 {20)
1 (1)
1 (22)
1 (23)
2
1 (24)
2
1
2

(25)
3
4
5
6
7 \



Offtce Use Only
16. How does the high school building seem to
you? (Tick the words that best describe it.}

Big

1 {26)
Modern
1 27
Tidy
[12] .
Busy . 9)
Unfamiliar )
1 (30}
Crowded . : o
17. Do you think you might get lost going from Yeg 1
ong classreom to another at high school? - {32)
N 5 2

L+

W b
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18.

19,

20,

21,

22,

23.

Which of the following will have good
facilities at high school?

Sports

élpecialist Interest Clubs
Music

Technical Activities
Homecraft Activities

Cooking

Do you think there will be more rules at
high schaol than primary school?

will it be difficult to accept and keep the
high school rufes?

Do you lhink the discipline at high school
will be -

Do you think you will have to work harder
at high school?

Do you think you will be able to keep up
with high school work? N
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i

€5
No 26.5
Yes
Harsh
Casy
Yes
No
Yes @
No

A
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RO«
1 {34)
1 (38)
1 (36)
1 {37)
1 (38)
1

(39}
2
1

(40)
) _
1

{41)
2
1 N

42
2 -
1 .

_ (43) -
2 .
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24, Coh\pared to primary school work, do you
think the work at high school will be more -
{tick a8 many words as you want)

]
1 (44)
Boring ) 45) ‘
Interesting
1 (46)
Useless 5 |
. 1 {47)
Difficult
1 {48}
Challenging
1 {49}
Irrelevant
1 {50}
Orpanised
1 (51)
25. Are you looking forward to studying new Yos 1 -
subjects at high school? (52)
No P
26. Do you think you will zeceive more ';YQS 98.5 1
homework at high school than you do now? E‘ {53}
N 1.5 2 .
27. Do you think that the tests will be more Yos 1
difficult in high school than primary (54)
school? No 2 -
28. Do you think that following a timetable in ~ fasy 1 )
high school will be - : (55)
. 2
ot (52
cult
29. Do you think the teachers at high school Yes 1
will be different o thase at primary school? IZ' (56)
No 2
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30.

31

32

33

¥f you think the teachers will be different,
then do you think the high school teachers
will be more - (tick as many as you want)
Strict

Helpful

Patient

Concerned

Critical

Friendly

Demanding

Interesting

Understanding

Involved

Boring

Mean

Datached

Slack

Do you think it wili be a problem dealing
with many different subject teachers rather
than one classroom teacher?

Do you think that high school teachers
have too much authority?

Are most of your friends going to the same
high school as you? i
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. (67)
. (58)
1 59
. (60)
. (61)
. (62)
1 (63)
. (64)
1 (65)
) (66)
1 (67)
1 (68)
1 69
1 (70)
1

71)
2

vz
27
1

73)
2

)
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Office Use Only

e

. Do you think that you will make new friends yes QEE' | 1
at high school? P. (74)
W |
No =l 5 2

. Do you think the older students at high
school will - (tick as many as you wish)

Bully you -
E 1 {75)
Protect you
L
Help you
|:|24 1 77)
Be friend] -
y E 1 (78)
Be boss
y 1 ’ {79
Tease you
1 (80)
Be smart alecs
1 {81)
Ignore you E
gnorey - 1 (82)
Act superior
1 {83)
Be clever .
' 1 {84)
Be unfriendly
1 (85)
Be aggressive
1 {86)
Pick on you @
1 {87)
Be considerate 1 '33_'._[.{58}
. What do you think will be good about high schoel? e
Making new friznds i (89)
Nesw, interesting subjects : ) (90)
Facilities and equipment El 91
. What do you think will be lad about high school? -
Nothing (92)
Lots of homewuork & (93)
Getting lost (o)
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38,

39,

Office Use Only

Would you like to have been  Yes

1
told more about high school {95}
before you go? No IE] 2
If yes, what would you like to know about high school? '
1 54 9
3 2] o
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APPENDIXF
Year 7 Student Interview Schedules
Interview One

Welcome and introduction of self and research, Stress voluntary nature of
participation and confidentiality. Request permission to tape. Any
questions?

General biographical questions (siblings, career aspirations, time at school,
interests/hobbies}.

Which high schoel will you be going to next year?
Are your friends going to the same high school?

Are you looking forward to going to high school next year?

Do you know very much azbout what it will be like there? What sorts of
things do you know about high school or about ##*¥*?

Do you know anyone who goes to ***#*****7

Have you talked to them about high school, what it's like and so on?
What sorts of things have they told you?

Do you think that it's important to do well at high school?
Why?

What's it like being a Year 77 Do you like it?
Do you think that being a Year § at high school will be any different? In
what ways?

Do you like school?
Explore reasons for response.

How many different teachers do you have in Year 77
In high school you'll have different teachers for each subject. Do you
think that will be easy or hard to adjust to? Explain?

Think about the subjects that you are doing well in at school. Which
subject do you think you are doing best in?

What things or information make you think you are doing best in this
subject?

Why do you think you are doing best in this subject?

Is it something about the subject or what you do in it that helps you do
well in it?
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Completion of Academic Performance Self-Rating Forms

I'd like you to think about how well you're doing in school at the moment
in comparison to other kids in your class. This form has a line with end
points marked on it. Point 1 means you're not doing very well at all, that
you're finding things harder than other kids and 10 means that you're
doing great, better than anyone else. I want you to mark whereabouts on
the line you think you fit when you think about how well other kids are
doing too. Can you put a number to that position? Remember the
beginning is 1 and the end is 10.

Complete the first example.

When you did that what sort of things did you think about to help you
make a decision? What sort of infermation did you use?

Now, can you tell me some other kids who are about as good as you?
What about kids who are doing the best in the class? The worst in the
clags?

Repeat for subsequent examples.

Now I'd like you to think about how well you think you'll do next year at
high school. Can you do the same thing and mark the place on the line
that represents how well you think you'll do.

Thanks for helping me and answering my questions, Instructions about
the next interview.

0
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Year 7 Student Academic Performance Self-Rating Forms

Name:

Please mark the point on the line that best describes how you think you
are doing in school at the moment,

In mathematics

1 10

l___ - l

Struggling Great
In English e

1 10

[ e e 1

Struggling Great
General Academic Performance

1 10

e il

Struggling Great
How well you get on with other students in your class?

1 10

e _— !

Awful Great
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Please mark the point on the line that best describes how you think you
will do next year when you are in Year 8.

In mathematics

1 | '10

e — Bl

Struggle Great
T .

In English c 'f‘. . o P

1 L, + 10

_—_——— 1

Struggle 7 ' Great

General Academic Performance =
1 10

| o _
Struggle Great

How well you think you will get on with other students in-your class

10
[ I

Awful - Great

e

//-/_:':

o
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4 Interview Two
% ) . _
" Greating. General chat about school and recent events. Review of
+ previous interview. :

3 We've been talking about high school and what you think it will be like.
Has your teacher talked much about high school? What things has 5/he
said?

What sort of things do you think will be good about high scheol?
~ Explore :

What sort of things do you think will be bad about high school?
Explore

Are there any things about high school that you'd like to know about?
Is it important to do well at high school?
;: What sorts of things do you think a "good” high schoo! student would do? -

‘3 In primary school, what ate the important things about doing well in

school? What do you have to do if you want to be a good student?

Are there things that teachers do that make it easy for you to learn? What -
are they? : '

Completion of Attributions Response Form

et SO

Think of time when you received a better mark than you expected for
some work that you did.
What sort of work was it?

What mark did you think you'd get? What did you actually get?

Now [ want you to select from each of these pairs of reasons the one that
you think was the most important in explaining why you got that mark.
Now I want you to Lhink of time when you received a lower mark than
you expected for some work that you did.

What sort of work was it?

What mark did you think you'd get?
What did you actually get?

. " B ' LK L
Now I want you to select the reason from each of these pairs that you = -
think was the most important reason why you got that mark.
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Completion of Strategy Response Form

When you are working on a task such as a math problem and you get
st_uck or you don't know what to do next, what de you do?

Think about times when you are working on something, it may be a math
problem or an assignment where you don't know what to do next. Read
these statements and choose the one that describes what you are most
likely to do.

Now look at this maths problem. What would you do if you got stuck on o

it? Again choose one from each pair that describes what you'd do.

Would it be any different if it was a subject other than maths? L : ) o

Thanks. Reminder about next interview.




" Attributions Response Form

NAME: YEAR: by

Choose the statement that gives the best reason why you got a better mark
than you thought you would.

Because I'm smart at that subject T was lucky/teacher Hked
what I did
It was an easy assignment Because I'm smart at that
" subject
I tried really hard on that piece of work Because I'm smart at that
o subject
I was lucky/teacher liked what | did It was an easy assignment
It was an easy assignment I tried really hard on that
piece of work
I tried really hard on that piece of work I was lucky /teacher liked
what 1 did

Choose the staterent that gives the best reason why you didn't do as welI o -
as you expected.

Because I'm dumb at that subject 1 was unlucky/ it's the |

: teacher

It was a hard assignment Because I'm dumb at that
subject

1didn't try on that piece of work Because I'm dumb at that
subject

I was unlucky/ it's the teacher It was a hard assignment

It was a hard assignment I didn't try on that piece of
work

I didn't try on that piece of work 1 was unlucky/ it's the
teacher
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Strategy Use Response Form

NAME: .- YEAR:
| E w RN

- If L get stuck on a piece or work or problem I:

ask my teacher or a friend for help give up and go on to the next
one '

think about how I solved other similar give up and go on to the next

problems, try some more and goback . one

ask my teacher or a friend for help think about how I solved

other similar problems, try
some more and go back

v
S _ Problem _
Nine balls aﬁ weigh the same except for one which weighs slightly less that

the others. |If you were given a balance scale and were allowed to weigh
© only two different times could you find the ball which weighs less? How? *

If I got stuck on this problem I would: | - PR o o

-

ask my teacher or a friend forhelp -  give up and go on to the next
5 - one’ ' - o .
think about how I solved other similar - give.u'p:and go on to the next
one.

problems, try some more and go back

ask my teacher or a friend for help ~ think about how I selved
other similar problems, try .
" ' some more and go back

ks
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Interview Three
Greeting. General chat. Review of previous interview.

Have you been to the high school yet? _
H not. When is the visit? What do you want to find out about? What do
you think they'll do?

- What was it like? What sort of things did you do? Do you have any :
questions about high school now? Did the visit answer your questions? Is'
there anything about going to high school that worries you? -

Are you locking forward to going to high school now?

How de you think it will be different to primary scheol?
What will you miss about primary schooi?

What do you think will be the positive things about high school? '
What about negative things about high school? '
If you had a crystal ball and could see yourself next year what would you

like to see?

Close
Thanks.
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APPENDIX G

W

Year 8 Student Interview Schedules”
Interview One Lo !{ o
Welcome. Discussion about holidays etc. AT T T e
Rerminder about research. Repeat request to tape record.

What is your first response to high school?

Have you had any problems fmclmg your way around? Reading the
timetable?

Are you in classes with any kids who were at **** primary school?

.
iy

At this stage how does high school compare with what you thought it
would be like?

What subjects are you doing?

Do you know your teachers’ names yet?

What sort of things happened on the first day?
What things have you been deing in class?

Have you started doing much work in class?

What sort of work is it?

Is it as hard as the work you were doing last year?
Now that you've been here for a few days do you think you're gomg to
like high school?

What do you think you'll like?

Is there anything you think that you might not like?

Have the teachers told you much about what they éxpect you to do in class
and in your school work? What sorts of things have they told you?

What about behaviour?
What sorts of things do you think high school teachers think are

important?
Explore reasons why,

How well do you think you've done the work that you've had so far? -

S0, how do you think you'll do this year?. What do you want thls year to Ll
be like for you? o
Thanks. Reminder about next interview.
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Interview Two

You've been at high school for a few weeks niow, how are things going?
Do you think you've settled in?

Are there any things that are still causing problems of any sort? -+ = -
What sort of work have yeu been doing (in each subject)?

How does this compare to the work you did last year?

Are you surprised?
Can yeu think of any reasons why?

Have you been getting much homework?
Are you surprised? How much did you think you'd gét?

'Do you do your homework? What happens if you don't do homework?

o

We've talked about the work that you've been doing so far. How welldo e
you thirk you're going? : A

Completion of Academic Performance Self-Rating Forms

I'd like you to think about how well you're doing in scheol at the moment T
in comparison to other kids in your class. This form has a line with end )
points marked on it. Point 1 means you're net doing very well at all, that

you're finding things harder than other kids and 10 means that you're

doing great, better than anyone else. I want you to mark whereabouts on .
the line you think you fit when you think about how well other kids are .. .
doing too. Can you put a number to that position? Remember the bestis ¥ .
1 and the worst is 10.

Complete the first example.

When you did that what sert of things did you think about to help you
make a decision? What sort of information did you use?

Now, can you tell me some other kids who are about as good as you?
"~ What about kids whao are doing the best in the class? The worst in the
class?

Repeat for subsequent examples. 7

Last year this is how you thought you were going. How does that compgre D
to how you think you're going now? Can you think of any reasons why? =~
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Year 8 Student Academic Performance Self-Rating Forms

Name:

Please mark the point on the line that best describes how you think you
are doing in school at the moment.

I
1

In mathematics 4 3
1 . : 10
l__. e : b

Struggling o S -+ Great

In English |

1
I N
Strugglin g s "

General Academic Performance
1 . o . 10
| i, I
Struggling it i - it Great

How well you get on with other students in your year?"' .
W 10

Awful . ' Great
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Last year you said that this year you wanted to be a ******* student.
What do you think your teachers would say about you this year ?

Do you think they would say that you were trying hard?
Do you think that teachers take much notice of what students do in class?
What sort of things? Do you think they notice stuff like who answers

. questions and puts their hand up?

Do you answer questions in class?
Probe

What are your teachers like?
What makes a "good teacher"?
What things can teachers do that maike it easy for you to learn?

What are the main differences between this year and Jast year (in the
classroom)?

. Now you've been here for a while what things do you think are impertant
about doing well at high school? Is it important to do well? Probe

What do you think teachers think is important about high school?

Thariks. Remind about next interview.
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Interview Three

Welcome. Review previous interviews. Discuss what's currently
happening in the school.

Now you've been here for more than a term how do you think you're
going? Has this changed from last time we talked? Probe,

Last time we talked you said that the work this year was *****. Is this still
the case? Has it changed? In what ways?

What is your response to this? _

If you think about what happens on the classroom how similar is it to-
what happened in Year 7?7

Diseuss each subject referring to student's responses from previcus
interview relating to dis/likes, difficulty, interest, homewaork.

Completion of Strategy Response Form
When you are working on a task such as a math problem and you get
stuck or you don't know what to do next, what do you do?

Think about times when yeu are working on something, it may be a math
problem or an assignment where you don't know what to do next. Read
these statements and choose the one that describes what you are most
likely to de. )

!
Now leok at this maths problem. What would you do if you got . atuck on
it? Again choose one from each pair that describes what you'd do '

Would it be any different if it was a subject other than maths? - .
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Strategy Use Response Form

._:._l

NAME: YEAR:

If I get stuck on a piece or work or problem It

ask my teacher or a friend for help give up and go on to the

next one
-think about how I solved other similar give up and go on to the
problems, try some more and go back next one
ask my teacher or a friend for help think about how 1 solved

other similar problems, try
some more and go back

Problem
A person goes to a well with a 5 litre bucket and a 3 litre j jar, but wants to gei

7 litres of water. How can they get 7 litres by using only the 5 litre and 3 I|tre :
containers and no other measuring device? :

If I got stuck on this preblem [ would:

ask my teacher or a friend for help give up and go on to the

next one
think about how 1 solved other similar give up and go on to the

next problems, try some more and go back  one

ask my teacher or a friend for help think about how I solved
other similar problems, try
some more and go back
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Last time we met you had just handed in an assignment for ****. You
said you thought you'd get an *. What mark did you get? What was your
response to this? Why do you think you got that mark?

Completion of Attributions Response Form

Think of time when you received a better mark than you expected for
some work that you did.

What sort of work was it?

What mark did you think you'd get? What did you actually get?

Now I want you to select from each of these pairs of reasons the one that
you think was the most important in explaining why you got that mark.
Now I want you to think of time when you received a lower mark than

you expected for some work that you did.

What sort of work was it?

What mark did you think you'd get?
What did you actually get?

Now I want you to select the reason from each of these pairs that you
think was the most important reason why you got that mark.

i

o
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Attributions Response Form

NAME: YEAR: ______

Choose the statement that gives the best reason why you got a better mark
than you thought you wouid.

Because I'm smart at that subject I was lucky /teacher liked
what I did

1t was an easy assignment Because I'm smart at that
subject

I tried really hard on that piece of work Because I'm smart at that
subject

I was lucky/teacher liked what I did It was an easy assignment

It was an easy assignment I tried really hard on that

piece of work

I tried really hard on that piece of work I was lucky/teacher liked
what [ did

Choose the statement that gives the best reasen why you didn’t do as well
as you expected.

Because I'm smart at that subject I was lucky/teacher liked
what 1 did

It was an easy assignment Because I'm smart at that
subject

1 tried really hard on that plece of work Because I'm smart at that
subject

[ was lucky /teacher liked what I did [t was an easy assignment

It was an easy assignment I tried realty hard on that

piece of work

I'tried really hard on that piece of work I was lucky/teacher liked
what [ did
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Do you do much work that is marked by your teacher? How does this
compare to last year? When you get youir work back does the teacher give
you much feedback on how you went? Why you got the mark you did?
Do you think that you have a good idea of what you have to do in order to
get a particular mark, say, an A?

How do you feel when you get a good mark?

Da you tell your friends? How do your friends feel about getting good
marks? Do they think it's important to do well? What sort of marks
mean that you're doing well?

Do you think some teachers mark harder than others? Are teachers fair in
the way they mark and treat students?
Do you think that some teachers have "favourites"?

Over the last year we've talked quite a bit about high scheol and how you
thought you'd go, what it would be like and sc on. Now that you've been
here for a while are there any things that you wish someone had teld you

before you came?

What are your impressions of high school at this stage?

What do you think of high school?

Thankyou very much for helping me with my research.
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APPENDIX H

Year B Teacher Interview Scedules

Introduce self, explain research and format of interview. Request
petrmission to tape interview. General biographical information relating

to teaching experiences etc.

I'd like to talk to you first about particular students whom you teach.
For each student:
What are your impressions of this student? What can you tell me about
them in terms of:

classroom behaviour?

academic ability?

academic performance?

the way they relate to other students in the class and their social

adjustment?
Do you think that **** is settling in to high schoocl? Probe

Complete academic performance rating form. Probe for reasons for

selection of rating, comparison to others, criteria.

Do you think that the transition from primary to secondary school is
particularly significant in children's school lives?
i’

© What criteria would you use to judge the success of transition?

Do you believe that certain types of students have difficulty with

transition?
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What sort of things do you believe play an important role in the success or

otherwise of transition?

Do you believe that this scheol's approach to transition and the

- prientation program are effective in facilitatihg students’ move to high
school? Probe. "
Is“there anything else that you believe constitutes appro;}riate action?

How effectively do you believe students are prepared for high school?

What do you see to be the role of Year §?

What do you know about primary school?

Feaching practices, assessment, curriculum? 1

What do you believe are the most important things that facilitate

students' Iearning?

What do students need to be able to do in order to be successful at high
school?

What does this school value about school performance?

T
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Year 8 Student Academic Performance Self-Rating Forms

] -

Namae:

Please mark the point on the line that best describes how you think this

- student is doing in comparison to others in the class at the. moment.

In mathematics {Teacher ' }
1 10
| _____ = —— |
Struggling Great
In English (Teacher )
1 10
e ——— [
Struggling Great
How well does this student get on with others in the c]aés?
{Teacher ) '
1 ' Ty 10
l__ —— e I
* Great’

Awful _ ETR
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Year 8 Teacher Interview Responses

All Year 8 teachers described the success of transitien as relating primarily
to academic performance. Social adjustment was also mentioned by four
teachers.

Teachers had little knowledge of primary school instructional practices,
referring to their own experiences as student teachers in primary schools,
or visits to the primary school as parents on which to base their decisions.
Their attention wiw focused on the secondary curriculum and most (n =
15) stated that there was little need to know what students had been taught
in primary school. The reasons they gave to support this point of view
included teaching subjects in which the curriculum was K - 10 and hence
would be related or teaching subject which were not taught in the primary
school {e.g. industrial arts). Six teachers reported that their subject areas
(English and mathematics) administered school developed tests ta Year 7
students and that this provided them with information about the types of
things that these students could do.

Teachers' views of the role of Year 8§ varied. Some saw Year 8 as a year of
consolidation before moving students on te more difficult or sophisticated
work while others viewed it in the same way as any other year of
schooling.

"It's better for us to go over the work again, to make sure it's taught

propetly.”

"It think it's important tc let them settle before you give them new work.
It's also good to find out what they can and can't do.”

"We really focus on easing the transition by devoting the first unit to
revision of concepts from the primary syllabus. T think it's good
consolidation.”

"If you wanted me to say what should be done at primary school to
prepare {(students) for high school I'd say just leave it up to us (secondary
teachers)."

Secondary teachers reported that their main teaching strategies related to
teacher explanation or demonstration followed by student individual
work on related tasks. All expressed frustration at the unit curriculum
structure and the need to achieve set objectives. Most reported that the
marking loads associated with unit curriculum and secondary teaching in
general were heavy and that this influenced their teaching approach and
organisational procedures.

"The unit curriculum puts so many demands on us to ensure that we get
through the objectives that you can't spend too long on any one topic.
There's too much to get through. You don't have the opportunity to go
back over work thai's been covered.”
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"We reaily focus on easing the transition by devoting the first unit to
revision of concepts from the primary syllabus. 1 think it's good
consolidation”.

"We haven't got time to go over what we've dene before. That plus the
fact that I have so much marking to do mearns that there isn't much point
in putting lots of feedback on kids’ work."

"Our marking loads are so heavy that I haven't got time to put lots of
information on kid's work. Anyway they're only interested in the mark
they get.™

"If they don't get penalised [or handing work in late then it becomes a
habit. Iecan't let them get away with it. They just need to be more
organised.”

"The amount of marking we have to do means that I can't give extensions
- I'd never keep my marking load under control.”

"Unit curriculum means assess, assess, 2ssess.”

Those teachers who taught in subjects which were limetabled weekly
acknowledged the difficulty in getting to know students and tvo found it
very difficult to complete ratings of students’ performance.

"I anly see these kids once a week for one semester. I'm lucky if I've
learned half the class's names by the end of it. Don't know much about
any of them, {except the ones who really make an impact for whatever
reason.)"

Teachers saw the ability to work independently, set personal geals and
maintain motivation as the important skills for students to be successful
at secondary school. Academic performance was viewed as critical for
students' future success.

“To be able to succeed at high school kids need to be able to be motivated
and to get en with work on their own.”

"At the moment it's really important for all kids to do well at school. All
employers are interesied in is 2 TEE score even if it's irrelevant.”

Responses relating to how well prepared studenis were when they entered
secondary school varied. Teachers who taught those subjects which had
not been studied at primary school believed that as long as students
possessed the ability to werk independently then they had the potential to
be successful. However, other teachers suggested that they believed that in
some subjects students entered secondary school with an inadequate
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knowledge or skills base. QOthers believed that while students came with
adequate academic knowledge and skills this was not "rigorous" enough
and that students placed too great an emphasis on non-academic aspects of
work such as presentation,

"Kids come from primary school and they think that doing a good
assignment means drawing a pretty cover sheet and decorating each page.
What's that got to do with [my subject]?"

i
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APPENDIX I

Year 8 Classroom Observations

Classroom observations were more difficult to arrange in Year 8,
Students changed teachers and rooms and classes for each subject and
there were few instances where more than one case study student was in
the same class. For this reason each target student was observed twice in
mathematics and English classes and where convenient four additional
classroom observations were conducted with randomly selected case study
students. Again the focus of the observations was teacher-student

interactions and the nature of instructional tasks.

Secondary Classes

An obvious difference between the secondary school and the primary
schools in the study was the larger size of the senior high school grounds
and the range of specialist facilities such as gymnasium, performing arts
theatre and swimming pool. There was great variation from one part of
the school to the next in the physical environment of the secondary
classrooms. The school was built following a traditional design around a
central quadrangle and there were no open areas for instruction. There
were purpose built areas for curriculum areas such Business Education,
Computing, Science, Home Economics, Industrial Arts, Art, Physical
Education, Dance and Theatre. Those subjects which did not require
specialisi facilities were taught in conventional classrooms and while
there was some effort to concentrate subject areas in particular rooms
there were no specially designated areas. Students changed classrcoms
and teachers regularly each day often moving long distances around the

school from one class to another.
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The secondary school had a pastoral care system based on a house
system incorporating year level coordinators, and all students were
assigned to "contact” or form classes related to the house system. These
contact groups were designed vertically so that they contained students
from all year levels. There were only two instances where target students
were in a common contact group and in both of theses cases the shidents
had not come from the same primary school class so they did not know
each other. |

In addition to the differences in the physical classroom environment
there was much variation between individual teachers and teaching
approaches used in particular subject disciplines. Despite these individual
differences the general approach observed was the same in all classes.
Classes were teacher dominated, most of the teaching was expository with
small amounts of whole class work, much individual student seatwork
and little group or cooperative work. There was less evidence of reward
structures in the secondary classes but there were structures operating
through the house system within the school. The school issued merit and
award certificates for academic performance and had a whele school
mechanism for further rewarding academic performance.

Generally, classes operated in the same way regardless of teacher or
subject area. Exceptions to this occurred in science where the teacher
performed an experiment at the front of the class and students observed
then recorded relevant details. This type of lesson was teacher-centred and
students worked individually on recording observations. QOceasionally

“students performed experiments themselves after observing the teacher
perform the experiment either in a previous lesson or at the beginning of
the lesson. Experiments were conducted in small groups and there was a

high level of student student interaction and off task behavionr.
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In other subjects the most common form of instruction followed this
pattern: the teachor spent the opening ten minutes explaining or
demonstrating the topic for the lesson then students worked individually
on worksheets, from their text, or the blackboard. In some cases teachers

-circulated, supervising students as they were engaged in seat work but
frequently they remained at the front of the room. Teacher-student
interactions were minimal and less frequent than had been cbserved in
primary classrooms. Teacher student interactions were predominantly
related to behaviour management interactions and there was minimal

student initiated interaction.

Case Study Classroom Observations

Neoma

Classroom observations in multiple settings identified that Neoma's
classroom behaviour was consistent across different settings. She was seen
to be essentially task oriented, a willing participant in any whole class
discussion or recitation type activities. In some circumstances she was
observed to talk to peers but this appeared to be task related and initiated
by the other students. She was never observed to be reprimanded by her
teachers. When called upon, she answered teachers’ questions correctly
and was observed to volunteer to respond to teacher questions. She
appeared to listen to the teachers' instructions and to begin werk on the
task immediately. She demonstrated outward signs of interest and
enthusiasm in the ¢lass and was observed to actively seek assistance from

the teacher where required.
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Robert

Robert was observed to select a seat towards the back of the classroom
in all subjects. Where the same group of students were in the clags he was
observed to seat himself as part of a gtoup. While he caused no major
disruptions, his invelvement and participation in the class were minimal.
He did not begin tasks immediately but did not attract the teacher's
attention for not doing so. He was not observed to volunteer answers to
teacher questions and his engagement in assigned seat work tasks was

sporadic and he was frequently observed to do little formal work.

Michelle

Michelle's behaviour was observed to be consistent across different
classroom settings. In those situations where students were allowed to
choose their seats she chose a seat on the outside edges of the class and was
not observed to choose to sit near any particular students. She initiated no
interactions with the teachers, did not volunteer to answer any questions
and was never selected to answer teacher questions. Her engagement in
tasks was sporadic, she gazed around the room, fiddled with her books and
pens but did not disturb cthers, She did not appear to be cognitively

engaged in the instruction taking place.

Tanene

Janene was cbserved to seat herself at the back of the room as often as
possible. In several classes she seated herself with the same group of girls
(whenever they were in the same class they sat together). She frequently
arrived late to class acompanied by a group of girls. They were not often
sanctioned for this but the teachers made comments which acknowledged

their late arrival.
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She was never observed to raise her hand in response to teacher
questions and did not initiate any student-teacher interactions. On those
occasions where the teacher was observed to initiate an inferaction with
Janene it was related to reminding her about on-task behaviour or to
reprimand her "group" for lack of task application. She was observed to
complete minimal work in class appearing to be off task, writing notes to

friends, chatting or not paying attention,

Felicity _

Felicity's behaviour was consistent across multiple classroom
settings. She was observed to work quietly and appeared to be on-task at
all times. She rarely spoke to cther students and was not observed to
initiate student-teacher interactions. She was not observed to volunteer
answers to teacher questions and the teacher seldom directed questions to
her. Overall she engaged in little interaction with any member of the
class. She did not appear to consistently scat herself near particular
students and she selected a seat towards the side of the room. Telicity
appeared to avoid attracting attention to herself and was a quiet and

inoffensive student.

Artdrew

Antdrew's behaviour was observed to be consistent in a variety of
class settings in secondary school. He did not appear to seat himself
regularly with the same group of students but always attempted to sit at
the back of the room. When this was not possible he sat on the edge of the
room as close to the back as possible. He frequently arrived late and often
did not have all necessary materials. He was sometimes sanctioned by the
teacher for this but in other situations managed to borrow materials from

other students or avoid attracting the teacher's attention. He was not
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observed to volunteer to answer teacher questions and frequently did not
appear to be-attending to teacher talk. His engagement on tasks was
sporadic and he appeared to be off task more often than on task. Andrew

presented an outward appearance of being a reluctant student.

Summary

There were important differences observed between primary and
secondary classroem environments, Some of these have been
documented in previous research dealing with transition and include
such surface factors as number of teachers, changing classrooms and
moving around the school. In relation to students’ perceptions of the
academic environment differences in instruction, task and assessment
would seem to be particularly salient. Previous reference has been made
to the need for students to understand the cognitive map of assessment
and instruction. In high schoel students encounter a number of new
subjects and even familiar subjects take on a di{ferent appearance (e.g. the
subject English takes on a new guise).

Instruction was more individualised with students performing a
great deal of independent seat work. Not enly were students taught by a
larger number of teachers, and spent less time with each teacher, but there
were fewer opportunities provided for teacher-student, student-teacher,
and student-student interactions.

Students encountered a different assessment system, different
nomenclature and criteria for the assignment of grades. In many cases
students were not aware of the meaning of grades ov the criteria for
assessment. Students had been "streamed" into pathways but were often

unaware of the pathway or its significance.
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The classrooms themselves differed. Secendary classrooms generally
lacked displays of student work or decoration of any type. In a few
specialist rooms there were subject related posters but on the whole
secondary classrooms were typified by bare walls and there was no sense of
class ownership of rooms. For students changing classes meant not only
changing teachers, but changing peers so the opportunity to develop
relatienships with peers was also restricted. The frequent changes of class
also restricted the opportunities for students to build a reliable cognitive

map of their relative academic standing.
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APPENDIX ] : e~

YEAR 8 QUESTIONNAIRE

QUESTIONNAIRE
This questionnaire requires you tc answer some questions about your
experiences at High School.

You do not need to put your name on the questionnaire, so your answers
will be anonymous.

Please answer as honestly and accurately as you can. Answer all the
questions.

For most questions there are boxes next to the questions. Please tick (3) the
box or boxes that best describe your answers. For some questions you are
asked to write in your answer.

Thank you for helping me by filling in this questionnaire,

Denise Kirkpatrick - "

~419-



L S Office Use Only :
e 2] 0P

.. Female L—

" Sex-“. S

2. Date of Bith. ___ 3;;-_;_, ';___r.\' E
R R Day":. -.Month Yeari .y .
[ ’ R ] i

3. Whu:h primary schuol clid you go to last year?

4. Did you like primary s_chd’plg L

5 lﬁu"y'ou likelhigf\' school? T

6. , Did you think you would like high school? -

' .7_. Is this th:e'high school you wanted to go tﬁ? o

8. Inot, which one did you want to g0 to?- Lo

o .What do you want to _do when yo.u"\i.ea've school

10, Do you want Lo stay on to Year 12 at hlgh . *es'.'
: school? o

-420-



11. Do your parents want you tostay on ko Year

12,
* the following people talked to you about

13,

14,

Other Primary Teachers

. 12 at high school

Before you came to high school had any of

high school? (Tick those who had.)

Year 7 Teacher

Primary School Principal
Primary School Deputy

High School Teacher oAt
Patent . L
Oldgr brothers and sisters

Older friends

-t

Other {describe)

Had you visited the high 5choal before you -

started school this year?

Did you have any concerns about slartiﬁg

* high schoal?

 DERFEEER

Describe: Timetable. finding way around - -

-421-
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15

_ school? (Tick only one.)

16.
_ much longer do you think it will take? ~ saidno .7 .

17

'.A day . . Iy : o
" A'week

Two weeks : Do . R
A month - - .

A ye.ar. o

; anolher?

18. Is the work at hlgh school h1rder than lhc " Yes )

Office Use Orlly
How long has it taken you to get used to hlgh : :

A few days

I'm not used to high school yet o IZ’

I you are still nat issed to high schoolhow  Of those who -

A semester. . -
T -

@

D:d you get lnst going from one classroom b -

work at primary school?

-422-



e

_ '. Office Use Only
19. Which of these things were ybu worrled o _
aboutbefore you came to high school? -~ =~~~ e

ﬁeing bullied /picked on by older students
* The amount of homework
Getting lost going from one class to another
Making new friends
" 'Having a number of teachers
Following a timetable
Difficulty of work
Not knowing other students

More difficult tests

FEEEEEEREE

Stricter teachers

Anything else {describe) L

. -423-



Office Use Only

20 Wl'uchofthesethmgsconcemyounowabaut e
" high school? . SRR

.. Being bullied/picked on by older students 3
The amount of homework
Getting lost going from ene class to another
Making new friends
Having a number of teachers
Following a timetable

Diffteulty of work

i .
£y :
Wy _

N EFEREEEEE

Not knowing other students

;%]
=

Mere difficult tests
Getting good grades
More difficult work

Anything clse (describe) .

21, Do you think you had been told enough about Yes
“high 5chc—ol befora commg here?
. _ 2

No

22, If no, what else would you have liked to have hm}ln told? s
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.Moxiito’_r_inéfStandards in Education Mathematics Test .




MONITORIN

i

STANDARDS

| Mathemaﬁés

1%
‘Class
School _
o : INSTRUCTIONS
* Do not begin until instructed to do so
» Show ALL your working and answers in the beoklet
» 1f you have trouble with a question, leave it and come back ta it later
» When you have finished, check your work carafully
+ Nao caleulators may be used
© Winkutry of Eduration, Westrn Austealla 1592 Prepared by the Austratian Council For Educatianal I r
Copyright € no part of this publiention may be stored ina Research in camsultptlon with the hlinkstey of
setrieval systern, ranaaitled ef reproduced Inuny way, Ldutation, Weskern Auiskialia

inclisding photecopy, phategraph, magnetl of ather recard,
withaut (he pelar agreement ued wrilten peemiision &f the
Minlsiry af Educatian, Westesn Australla.

MSE—M75—92



: Cmn;i Aqua

o ’3 =
%!'-’ﬂlﬁl'luj

f‘mj Wi siitgne .
s rgﬂﬁé S el A TINTA
_ f‘éﬁ:j ,ﬁ’%gﬁﬁlé’% it s
AL T AT . A
RO Sul CL PG

EQUIPMENT 1o
Tﬁ complete this task you will need:
© pen or pencil and eraser
ruler
. compass .

20 ¢m of string

‘forty cubes with 2 cm edges

*Note! a ealculator should not be used.




E o 'Gegting ready for c'amp.

You are going on a camp.
You look at this calendar to plan for the camp

SEPEMBEK.

SMTWT F 5
HHEHE
67|82 lont|12
i5li41s pre |17 a9
|21 {22| 23|24 [2s 125
27 tas|23 =6

@ _'Youf birthday is on 16 September. What day of the week will this be? -

L by’ | You leave for camp a fortnight after your blrthday
o What date will this be?




. Ttis time to leave for camp.

This is your clock.

What is the time shown on your clock?

Weights

At the bus stop two of your friends, Jeff and Jill, weigh themselves ona’
weighing machine. Jeff has 2 mass of 45.15 kilograms and Jill amass
of 35.90 kilograms. S

How much more is Jeff's mass than Jiit's 7




%
Y]

) " Onthe map mark with an X'tjie position of a placewhlchls
P o7 Bkilometres east and 4 kilometres north of Bellwood bus siop. .

‘Bus route

_ Atthe Bellwood bus étop. you see this map of the bus route;

N

Lake

/N

bJ Lake | <
L.ous sto
: ¥

NV
/

wBellwood bus stop

¢ ¥ 2 3 4 35 6 71T 8 9 @ 1n
kilometres

[

D
| an

Kilomerres

A

_In what direction is Camp Aqa bus stop from Beliw

R




: (c) - Work out the actual distance by road between the bus stop at Bellwood
- and the bus stop at Camp Aqua. (You can use the string:provided.)

e

o kilometers

(&) “How could you estimate the area of J Lake?

" (e)’- Estimatethearea of JLake.

. Atthecampentrance

u

You arrive at Camp Aqué. |

0

WELCOME TO | = . .
CAMP AQUA -




Camp duties

When people arrive they are put on a camp dutiesroster, * - - '

Here is a roster for 6 boys:

dury MON TUES WED THUR * FRI .
breakfast TIAN DOUG | JEFF %
wash-up

clean CHRIS TIAN DOUG
bathroom

lunch EVAN CHRIS | TIAN.
wash-up :

prepare CARLD | EVAN

dinner

dinner JEFF | CARLO

wash-up

i

Work out the pattern in this roster.

w

~ (8) What duty does Tian do on Wednesday?

.. (b) Fill the missing spaces for Wednesday, Thursday and Friday,




Y‘.".‘"':_.c#b.:i“ .

Here is a drawing you made of your cabin.: .

R

(a) Dﬁ___fhe 61‘a\§ring the length of the window is: -

- Here is a drawing of the roof.

,

. o R o
.I-_I_'qw'mﬁny faces does this shape have?




E Here is a plan of the ¢abin:

BUNK

Srem

Sy =

(2}  How long is the shorter side of the real cabin?

metres

(by  Whatis the area of the real rug (without fringe)?
Show units in your answer.

(¢}  How many more bunks could be stored on the floor of the cabin?
On the plan, outline and shade where you would put them.

The number of bunks is:




You look carefully at the rug on the floor.

orange

bttt

TR

(d)  Whatshape is the rug without the fringe?

(e} Divide the blue section of the rug into quarters.
Show your angwer below. '

SEe S
i



(a)

(b)

@

(&)

10

Pies

" The cook, has made some apple pies. All the pies are the same size.

You help cut them up.

Shade -i— of this apple pie.

Which is greater, 25% of a pie or % of a pie?

Bisceits

Free biscuits are available. 12 biscuits are left in a box and 12 children
are in a queug to get one each, There are 6 biscuits with red icing, 3
biscuits with blue icing and 3 biscuits with yellow icing. =

You pick the first biscuit. What are the chances that you choose a
biseuit with red icing?

The first two biscuits chosen have blue icing. Your friend is next to
pick up a biscuit, What are the chances that your friend will choose a
bisenit with biue icing on it?




(a)

Kayak orienteering

In the afterncon some children go kayaking,

Kate is in a kayal at the green marker,
Carle is calling out instructions to Kate.

Follow Carlo's instructions, and mark on the chart below the course
taken by Kate.

Start at the circle.
Paddle 50 m North, then
paddle 50 m East, then
paddle 30 m South, then
paddle 50 m West,

P

The side of each square is 10 m long.

n



(b)  Joe paddies 120 metres in one minute,
_ At this rate, how far would he paddle in 6 minutes?
meires

{c)  Eachkayak weighs 15.5kg.
How much would 20 kayaks weigh altogether?
kg

12



Bike rides

12,

Twao people hire out bikes.
BARTS BIKES
52 per30min e
$1 fol :|°hzlme.i‘

(laire’s
Cycles
C..--‘"'———\

?a) I you want a half-hour ride and you must also hive a helmet, how
much would it cost from Bart's Bikes?

(b)  Complete this table:

Cost of hiring a bike
0 60 90 120 150
(min} {min) {min} {min) {min}
Bart's
Bikes 4 56
Claire's
Cycles $2.50




Rafting

el
o

After lunch yon go to the river with some friends to build the raft
shown in the sketch.

Sketch a diagram of the raft as seen exactly side on from where the
arrow is.



Observing animals

The camp has some animals. This is a plan of the floor of a cage.

fm

What is the area of the floor of the cage?

0 15



6 .

Fish pond

In a fish pond there are 78 fish in an area this size:

How could you estimate the total number of fish in the pond?

—a




(a)

)

oo Temperature

w

The weather report says that it will be a hot day tomorrow.
Your friend says, 'That means that the temperature will be over 60°C.'

Is she giving a reasenable estimate of the temperature on a hot day?

Mark on this thermometer what you believe is a reasenable estimate of
the temperaiure on & hot day.

O




18

(@)

(b)

River croise

At Camp Aqua you can take a river cruise,
The cost of tickets is shown on this sign.

ADULTS 41250 '

KPS for each additional child.

|

FAMILIES ! 2 sautts, | chitd __ 328
Z gdults , 2 chifdren . $ 35

You buy the entrance tickets for you and 11 friends with $120.00.
You pay children’s prices. How much money do you have left?

A family of two adults and four children wants to take the cruise,
How much money will they save if they buy tickets in the cheapest
way rather than in the moest expensive way?

i



18 Book

On the cruise you look at a book.

. AVERAGE HEIGHTS OF BOYS AND GIRLS
“You see this graph;

113 T T beys
1]
m r
(1]
15 [
164

apo
!

L.

/ Birls

150 —
& 18 i

t
BT

H s

léam i r|_ ..-—‘—I‘—

1da

|Sas/ Ra ARk
] Lga L LTt
uz : - | 1]

pny auE

|
AERNE !...1_1_!*:___ 1712

I

[}1] -
IELY L1

w o n 12 [}] 1] ] % toon
Apeinyenrn

(a) © Whatis the height difference between avernge 18 year old boys and
average 18 year old girls?

{by At which age(s) do boys and girls have the same average height?

o
=12

{c)  Describe what happens to the average heights of the girls and the boys
after the age of 14,




Dining Room

“You return to camp.

You watch two workmen fitting some tables into a storage
area without stacking the 1ables on top of each other.

The workmen show you this sketch.

There are 5 large tables and 2 small tables to fit into the area.

smal! large
l " lablc 1 "

Im 2

\/'.‘I

Show how they could fit the tables into the storage area.
Outline and shade the tables on this grid,

20



E ’ Storage

To earn some pocket money you work in the storage area of the camp.

You see large boxes packed with small boxes of food. The caretaker

tells you that each large box comes packed with either type A boxes or
. type B boxes. The sizes of the boxes are as follows:

/ ' i
\\} ' SOT wpe

5 em

100 tm ) ISem

\7‘ ¥ type A
_/ 23 C‘ﬂ'l

Jcm

100 em r

Large box

(Note: Use the blocks to help you answer the questions.)}

(a)  How many type A boxes fit into a Jarge box?

(b} ~ How many type B boxes will fit inte a different box whose edges are
half those of the large box?

w
[y

I~
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Summary of Students’ Performance on MSE Tests |
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APPENDIX M

Standardised Scores for Mathematics at Year 8

Measurement Number
Student Year 7 Year 8 Year 7 Yoar 8
NC 998 953 216 865
FR 2.260 302 1.255 1.236
TQ -1.524 -.043 -1.341 -G89
SR 498 -.389 735 404
RC -.263 1.339 A76 -.618
N 368 -.043 216 494
MF +.263 - 73 -.303 -.989
LH .68 -.043 -043 494
Tl -.263 -.043 -.043 124
DE -2.155 -3.153 -1.082 -1.730
H]J ] -.593 -.734 -.822 -1.559
KT 998 302 1.774 1.607
]C -.263 -.043 1.514 -.989
MI 368 =734 216 -.247
a] | -.263 003 216 -.989
QD 908 302 -1.082 1.236
© MD . -893 -, 389 1.514 1.607
FN 368 -.385 905 124
AD -.893 983 -1.082 494
WD -1.524 -1.425 -.303 -.618
N1 ) 368 302 -1.341 1.236
EL -.263 993 -1.601 -1.359
LN 368 1.685 -.822 -.247
OT 998 =043 735 124

4
13
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