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; INTRODUCTION
o B
In 1978 the Education Research and Development Committee sponsored a three-year
research program at the Australian Council for Educational Rese.grch (ACER) that
centred around the transition from sehool to the adult world.

A nationally representative samplé of students was used for the program, clustered
in two agezgrouwns, 13 and 17 years of age in 1978, The same students had participated in
the Australian Studies in School Performance conducted by the ACER in 1975. These
students were appropriate subjects for the research program because during the
three-year span of the project they would be making critical choices about leaving
school, further education, and early career, *hus enabling us to study the background and
achievement factors that affect these dimensions.

The two samples were sent questionnaires at regular intervals to address these
areas of concern. Four questionnaires were sent to the younger group, two dealing with,
vocationa{/dg\cision-making, two with students' perceptions of their school environments.
The lattér questionnaire evolved {rom the development of a theoretical model that
defined the meaning and structure of the qualitg of school life. To complement the
survey information it was decided to undertake # case study of the quality of school life

_in a small number of schools, using the theoretical model &s a basis for investigaticn.

The case study was to provide information about difierences between schools and
between year levels, and about the processes at work within a school that influence

(‘_E,student;' perceptions of the quality of their school lives.

vii 8




CHAPTER 1

N4

THE QUALITY OF SCHOOL LIFE AND THE CASE STUDY

ad

Studies have been made of studen_% satisfaction with school as this relates to .
achievement, but little has been done to examine systematica}ly the aspects of school
life which contribute to student satisfac}ion. This chapter describes the development of

& model and measure of the dimensions of quality of\ life for students in schools, and
outlines the reasons for the inclusion of the case study.

»

The Development of the Quality of School Life Measure

»

A model for the 'structure of well-being' developed by Burt et al. (1978) formed the basis

e
.

of our study of the quality of school life. Burt's \malyses showed the most stable
structure of wen-peirvg was a four-dimensional one consisting of general satisfaction, -
positive affect, negative affect and satisfaction with domains.
In the same way that quality of life measures had been developed to monitor the
feelings of individuals about their overall environment, it seemed possible to develop
i quality of school life measures to ménitor the feelings of students about their school

environment. While a number of studies have been undertaken into the organizational
climate of schools (e.g. Halpin, 1966; Finlayson, 1973; Deer, 1980) and students'

- attitudes to various aspects of schooling (e.g. Jackson, 1968; Connell et al., 1975), few
investigations have approached the issue from a quality of life standpoint. An exception
is the work of Epstein and McPartland (1976) - these researchers developed a Quality of
School Life Scale with three subscales of Satisfaction, Commitment to Classwork, and
Reactions to Teachers.

None of the studies reviewed produced a measure that approximated to a
translation of the four dimensions of Burt's structure of well-being in an educational
context. The task, then, was to develop a quality of school life measure within Burt's
framework, operationalizing the four dimensions of general satisfaction, positive affect,
negative affect, and satisfaction with domains.

It proved to be relatively easy to translate from a quality of life measure to a
quality of school life measure the 1tems that dealt with general satisfaction and with
positive and negative affect, but difficulties were experienced with the translation of
the domain satisfaction dimension.

General satisfaction. Measures of students' overall level of w ll-being can be
obtained with items such as 'School is a place where I really like to go' (a five-point secale

from 'strongly agree' to 'strongly disagree').
Positive affect. Students' perceptions of the specific pQ_gitive qualities of school

ERIC .7
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life can be tapped with items like 'School is a place where [ get excited and interested in
things ... I feel proud of myself ... I feel successful’.

. Negative affect. Specific negativg qualities of school life can be measured with
items such as 'School is a place where I feel very lonely ... I feel depressed an¢ unhappy
.. I feel bored'.

Domains. In the quality of life literature, ‘education’ is only one of the aomains of
Life. As a result, the general quality of life model offers no guidance about the domains
of schooling.

Given this, there was little choice but to in.fer the nature of these domains from
whatever theoretical models of sehicoling exist; and these are few in number. The model
chosen as the basis of determining the domains of schooling comes from the work of
Spady and Mitchell (1977, 1979) also Mitchell and Spady (1977, 1978). This model Sees
schools &s organizations through which individuals are linked to larger 'social
collectivities; in fact, the school is seen as -

an acyion system for integrating individual expectatxons for personal fulfilment

with societal expectations for the school to develop the structures necessary to

provide for the nurture of personal development, competency, responsxbxlxty and

integration among students (Mitchell and Spady, 1977:41)

In response to such societal expectations 'schools have developed organizational

structures whose function is to translate these expectations into action within the
school; the structures are: supervision, socialization, instruetion, and certification.

Societal expectations can be met, and school organizational structures operate
successfully, only if students are attracted to these outcomes and respond to the school
processes which embody themi. There are four major areas of student experience or
conditions of motivation corresponding to the four societal expectations and schiool

structures, and these can be diagrammatically represented as follows: -

Societal expectations School structures Student experiences
Socia: responsibility - . Supervision - Status

Social integration - Socialization - Identity

Personal developrnent - Instruction - Adventure
Technical competency - Certification - Opportunity

Acquiring a sense of social responsif)ility, subordinating personal intcrests to the
general welfare, is dependent upon the student achieving status in the group, an
acknow'edgment of the prerogatives and prestff;e of the student. The main motivating
factor governing the realization of social integration outcomes is identity formation, the
development of self-awareness in relation to the targer society. The key to instructional
effectiveness 1 the personal development of the student is the experience of adventure
in .earning, an experience which is intrinsicaliy rewa, ™ and leads to self-motivation.

From the student's perspective, certification proc , which embody performance

2 3
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standards, are only attractive if they enable the student to qualify for uesirable and real
future opportunities; the concern here is for the relevance of schooling. It was these
four areas of student experience that became the domains of schooling in our Quality of
School Life model, and items were written to measure the four domains. No attempt

was made to operationalize or examine the four societal. expectations or school

struc\tures which are iinked to the student experiences in the Spady-Mitehell model;

O

these would be appropriate subjects for two further full-scale research studies.

Spady and Mitchell develop the model in some detail beyond this point in the four
papers already quoted, where they .elaborate the student and teacher behaviours
characteristic of the individual and the organizational action systems of the school. A
more detailed discussion, both of this model and the subsequent development and
application of & Quality of School Life measure can be found in Williams and Batten
(1981).

"As the literature shows, 'the quality of school life' is a concept that has been given
little consideration in educational research; therefore we thought it important that the
devzlopment aad operationalization of our model of school life, which was breaking: new
ground, should incorporate more than one research approach. The basis of the study's
operation was a mail-out questionnaire (covering the four quality of school life
dimensions of general satisfaction, positive affect, negative affect, and domains of °
schooling) to 14-year-old students in a large number of schools. We decided it would be
udeful to supplement the information derived from this source by making an intensive
study of the quality of school life variables in the conte)ft of particular schools and with

students over a broader age-range.

Contribution of the Case Study to the Quality of School Life Study

The mai.n emphasis in this case study was to be relational, in that it would attemnpt to
investigate and explain the interreldtionships among the variables in a case, and perhaps
lead to the generation of hypotheses or the support of thecries. Specifically, this study
seeks to explore the components of the quality of school life model and their
interrei:atiomhip in a specific school context, and to support, negate, or modify the
premises underlying the model. '

Case study data have been referred to as 'strong in reality' but difficut to
organize, while other rescarch data can be 'weak in reality' but amenable to efficient
organization (Adelman et al., 19'56). The Quality of School Lifc survey - a questionnaire
administered to a national sample of students in their schools - displayed a tight and
fruitful operational structure, but it was difficult to gauge the face validity of the
questionnaire items for the students involved who had no contact with the researchers.
The direct contact of the case study brings the researcher closer to the 'real world' of

3
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I the students (n their school context, although the operational structure is looser than the
structure of the survey. The differing emphases of the two approaches should serve to
balance and strengthen the study as a whole.

' The directness of the contact betwee.: researchers and subjects in a case study
structure can result in positive benefits for the instftution or people concerned. It was
hoped that the direct and Pegular contact by the researchers with the principal and some
teachers in the case study schools would facilitate feedback of information about the
perceptions of each school's own students; in addition, aggregate information about
other schools would be provided. Such information could provide a useful contribution to
a staff development sctivity, school evaluation, or the development of school policies.

One of our concerns in the Quality of School Life survey was to make sure that the
items in the questionnaire were written in language that was clear and unémbiguous to
students and that conveyed accurately the mea:}ing of our theoretical constructs. We
felt that through interviews.and discussions with students from the case study schools we
would be able to determine whether or not we had succeeded in this, thus enabling us to
further refine the measure. One of the strengths of the case study is its ability to
encompass and probe the intricacies and subtleties of social situations. It can gather
views on an issue from & variety of sources, and report on discrepancies or conflicts and
the possible reasons for them. Our case study discussions would provide us with a
div .esity of viewpaints on our dimensions of schooling in a particular school context, and
the reasons underlying the divergent responses of students to these dimensions.

o

»
o

O
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CHAPTER 2

THE FRAMEWORK OF THE CASE STUDY

Work on the case study could not begin until the Quality of School Life measure had been
developed and tested in 1979, In the initial stages of the project, the intention in using
the case study was to observe the impact on school decision-making of information fed
back to the school from the Quality of School Life study, whieh would be essentially a
study of organizational processes. As the year progressed and the Quality of School Life
concept was operationalized, it became apparent that we were developing a valid
measure of students' perceptions of their school environment. For this reason the case
study changed from being a study of organizational processes that happened to involve
the Quality of *School Life measure to a more direct and intensive study of the construet
itself as it operated for students in a particular school environﬁent. The impact of
feedback information became &Sgcondary concern.

/

Thé Objectives of the Case Study

: N
The general objective of the case study was to exemine, within the context of particular

schools, the perceptions of students about the 'quality of school life', and the processes
which contribute to the formation of these perceptions. The specific objectives of the

case study were:

1 to identify areas of similarity and difference in the quality of school life in the

seven case study schools;

to determine whether any changes occur in the quality of school life as perceived
by students at various stages in their schooi careers, and in retrospect after they
have left school; '

to idendfy the schools in which students record the highest and lowest degree of
satisfaction within the four domains of schooling, and to obtain further and more
detailed information from students in these schools about the nature of their

experiences in the domains;

to establish whether there are any additional factors, not included in the domains
of the model, which may affect students' experiences and hence have an impact on
their estimation of the quality of school life;

to obtain feedback on the questionnaire in order to: (i) identify those items which
students find difficult, irrelevant or ambiguous; (ii) determine whether student's
inte~pretations of key construct items are in accord with the underlying theory we

had deveioped;

| S
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6 to feed buck inforination to the schools about students' perceptions of the quality

of their school lives, and to note outcomes of this feedback.

Studies on school effects have tended to focus on student outcomes (in the form of
aclueveinent) and to look for school differences in these terms. McPartland (1976) feit
ihat researchers faled to find differences in school effects because superficial measures
of school environment had been used, and he suggested that future studies should
emphasize student outcomes that went beyond strictly academic talents. He worked in
conjunction with Epstein to develop and validate an instrument that would measute the
quality of school life (Epstein and McPartland, 1976). The research of Jencks et al,
(1972) indicated that the school's output depended largely on a single input, the
charuetersties of the entering children, and they concluded that cognitive inéqualities
(and ultimately adult achievement) were not altered by the school. They suggested that
researchers should look at school effects in a different way, to evaluate schools in terms
of their inmediate effects on teachers and students, which appear to be much more
variable than their long term effects.

Instead of evaluating scho.ols in terms of long-terin effects on their alumni, which

appears to be relatively uniform, we think it wiser to evaluate schools in terms of

their immediate effects on teachers and students, which &ppear much more
variable. Some schools are dull. depressing, even terrifying places, while others
are Lvely, comfortable, and reassuring. If we think of school life as an end in itself

rather than a means to some other end, such differences are enormously

important. Eliminating these differences would not do much to make adults more
equal, but it would do a great deal to mak2> the quality of children's (and teachers')

lives more equal. Since children are in school for a fifth of their lives, this would

be a significant accomplishment. (Jencks et al., 1972:256)

Longitudinal research conducted by‘ Epsteit. and McPartland (1975) showed that
students may increase their Quality of School Life score over time in innovative settings
which have been designed to upgrade the quality of school lif~.

Recommendations and findings such as those outlined above provide a justification
for the general objective of the case study, to gxplore further the concept of the quality
of school life for students. )

In relation to Objective 1, the literature shows that there are certain variables that
can affect the level of student.satisfaction with the school environinent. Girls appear to
react more positively to school than boys (Jackson, 1968; Connell et al., 1975); the type -
of school attended (Governmen., Independent or Cathslic) has been found to affect
students' general attitude to school (Connell et al.,, 1975; Poo}e, 1978). A critical
influence on school elimate and students' attitudes to school is, as one might expeet, the
teachers. Silberman, commenting on a study~of high school students, said that a factor
of importance to many students was student-teacher rappBrt outside the classroom,
whether achieved through acuvities, guidance, clubs or individual confcrences, and that

such contact 'had u great deal to do with classroom imorale and with the potential

12
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influence of teachers on .ie school climate' (Silberman, 19%1:332). Wright and Headlam
(1976) interviewed 130 18-year-olds and found that the au -tion which triggered the
strongest emotional reaction was one concerning the extent of respect accorded to
students by teachers at school. The respondents were almost unanimous in their
identification of the most important attributes of a good teacher - respect for students,
involvement, and willingness to help. A study of classroom social climates in 20
secondary schools (Fry and Coe, 1980) found that.classrooms percei;ed to be high in
teacher support and involvement wese associated with student motivations of
self-improvement, academic success and enjoyment . f learni;g, while classrooms
perceived to be teacher-control'ed .or competition-oriented were rclated with anti-school
feelings and a relative absence of self-improvement desires and enjoyment of learning.

Hence with Objective 1, vie hypothesized that there would be differences between
schiools in the perceived quality of schiool life and that scme of these differenc~s could
be attributed to the sex of the students, the type of school, and the nature of the
teacher-student relationship. In the context of the four domains in the Quality of School

Life model. we thought that differences between schools, aceording to student
perceptions, might reflect certain differences in educational emphasis in the schools, so
that one school might record the highest degree of approbation from students in the
Status domain, while enother might score highly in the Adventure domain.

Objective 2 refers to the perceived quality of school life at different age levels. It
wus expected that there would be differences in the responses of the younger and older
students and the school leavers. Connell et al. (1975) found that while most teensgers
seemed to 'tolerate' school, rather than loving or hating it, there was a slightly stronger
dislike of school expressed in the middle years of serondary schooling compared to the
'early and latér years. This finding was confirmed by Wright and Headlam (1976) whose
respondents reported that enthusiasm for school work was most marked in Forms 1 and
V1, and that senior students felt they were 'treated as individuals' far more than students
ini the muidle schooi. An increased sense of responsibility was acqyired over a three-year
period by senior students in the study recorded by Silberman (1971), although schools
varied In their encouragement of these traits in their senior students. There is also some
evidence in the literature that attitudes to school can change after the student has left
(Wright and Headlam, 1976; Tinney et al., 1974).

Objectives 3 and 4 are extensions of Objectives 1 and 2; they call for a n re
detailed examination of students' perceptions of the quality of their school lives and the
factors in the school environment that influence these perceptions. Because of the
multiplicity of variables that may contribute to the formation of student attitudes,
coming from within and without the school, we would expect considerable variation
within a classroom as well as between year levels and between schools. Again we would
expect that teachers would be a crucial contributing factor to this variation. Research

i -
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has shown that teaching style can affect the attitude towards learming at the class level

and at the individual level (see Fry and Coe's (1980) study of teachirg styles that are

supportive and involved as opposed to competition-oriented, and Silberman's (1971)
summaries of stuiies on the different treatment of studenws by teschers and the
consequent effect on the psychological well-being of the individual studenu). Another
factor that could have a marked effect on student responses is the peer group. A number
of researciiers (for example, Coleman et al., 1966, &nd Connell et al., 1975) refer to the
strength and power of the adolescent sub-culture &nd its ascendancy over teacher
influence. Hargreaves (1967) suggests that pressures towards conformity to the peer
group will be especially powerful after the third year of secondary school, a time when

many teenagers begin to reject the autiiority of parents and teachers. Larson (1972)

distinguishes between the importance to adolescents of the views and values of peers and

those of parents; he found that peers were important in contexts with immediate
implications and parents in those with long-term ilrfglications. We might expect
therefore, that our investization of the factors that govern student response might
ancover the importance of peer influence, particularly in the domains of Identity and
Status which are concerned with social development.

Other factors that could influence student responses are subject choice and
content, systems of reward and punishment, non-academie anu cxtra-curricular activities
(constdergd™oy Coleman et al. (1966) to be a potent influence on udolescent students),
and the Z;ture of the intellectual demands made upon the student. With regard to the
latter aspect, Connell et al. argue that

The school has an intellectual culture which the teachers wish to convey to the

pupils; and its system of competitive assessment is tne main sanetion by which it

contPols the students' learning. (Connell et al., 1975:222)

In our examination of the fuctors that influence students' perceptions of their school
environment, we are intcrested both in those factors thet fall thmn 1.he four domains of
our model (Objective 35 and in any factors that may nat have been mcluded in the mocel
(Objective 4).

The case study situation provides an excellent opportunity to obtain direct
feedback from the subjects of a research study; in this case, teedback on possible
misinterpretations or ambiguities in the questionnaire items (Objective 5). The
importance of such feedback is stressed by Oppenheim (1966:26) who says that 'pilot
work can be of the greatest help in devising the actual wording of questions, and it
operates > a healthy check, since fatal ambxgumes may lurk in the most unexpected
quarters'. An mvesugatlon into respondert understanding of survey questions (Belson,
1968) found both the frequency and range of misinterpretations of survey questions to be
very high. Oppenheim also points out that pilot work should be carried out with
responrdents as similar as possibie to those in the main inquiry, which in our case was the
15-year-old student sample in the national survey.

8
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In relation to Objective 6, we may find that informaticfn fed back to the case study
schools gbout student perceptions does not coincide with the school's aims or
expectations. The research literature shows that student values and school values do not
always coineide. Siberman (1971:362) found that 'student's perceptions of what is
important in schools are especiully uncomplimentary to, schools' official intentions’;
Wwright and Headlam (1976) found that students see senool and student valueb to b&\in
conflict - the school placed the highest value on’academic qualifications and the lowes
value on personal development, while the student value structufe showed a reverse
placement. Greenberger and Sorensen (1974:353) found that 'the socializing influences in
(the school) are largely unrecognized and unmeasured, because of a pre-occupation with
academic outcomes of the school experience and measurgment of tiose outcomes'.
Jackson (1968) reported a study in which teachers' predictions of student attitudes
towards school and the student attitudes themselves were compaced ané'_}yi'elded a
correlation coefficient of 0.35, which indicated that while the ‘accuracy of the
predictions was decidedly better than chance, the teachers were far fromn perfect in
their estimates; the same study showed that teachers could identify satisfied students
more easily than dissatisfied ones, and in these two groups they could identify satisfied
girls #nd dissatisfied boys more ecasily than the other two sub-groups. Teachers could
also identify more readily the attitudes of students in a high ability group than those in
the low ability group.

Research Design

The following pages deseribe how and why the case swudy sciicols und tlie student sample

were selected, and give a brief outline of the methods of data vollection and analysis.

Selection of Schools

Initially it was planned to udmimste; the Quality of School Life questionnaire to the
older group in the main study (in which euch school wus represented by 25 students), and
the case study schools were to be selected on the basis of the survey outcomes. Later
alterations in the research program led to the deletion of this particular eomponent of
the study, and the Quality of School Life questionnaire was administered mstead to the
younger group of students who were scattered in small groups over « large number of
schools; therefore ;10 simple basi, could be established for the selcetion of case study
schools.

Rather than rely on a random selection or the subje.tive judgement of the
researchers, it was decided to hold discussions with experienced inservice education
officers who were in direct contact with Government, Independent and Catholie schools.

On the basis of unpressions gained us they travelled around the schools, the officers were



asked to nominate schools which they felt gave either particular emphasis to one of the
four domains in the Quality of School Life model or equal emphasis to all four domains.

It should be noted that the case study was no intended to be a test of tii&inservice
education officers' nominations; the nominations were merely a guide for the
researchers, a starting point for the study.

Seven schools were selected from the list of nominations. One of the criteria for
selection was that the schools should be located within & 30 kilometre radius of
Melbourne, to enable easy regular access i)y the researchers. Another criterion was that
each of the following school-type pairs/ should be reprcsented in the sample - single sex

and .co-educational, government and non-government, inner-surburban and

outer-surburban. This would erable an exploration of the factors which contribute to the
quality of schoollife for students in a variety of school settings.

The sample comprised three Government high schools (two co-cducational, one
giris’ 'school), one Government technical boys' school, one Catholie girls' school, and two

independent schools (one boys' and one giris' school).

Student Sample

For each school the case study was carried cut witn 20-30 students drawn from year

levels 9, 10, 11, 12, and a similar-sized group of 18-year-old ex-students. Each group

" was to include a broad range of abilities rather than a narrow specialist stream so that it

Q
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would be generally representative of the school population.

Two main reasons governed the choice of this particular yge range for special stu‘dy:

1 There was a clear tie-in to the major study, in that the age-range included
14-year-olds and 18-year-olds (the two age levels of tne national survey sample),
and the five groups span the school-leaving years or points of transition (the focus
of the main study).

2 As previously discussed, the research literature suggested that students'
pere .ptions of their school experienc. in the middle years of secondary schooling

differ from perceptions in senior years and after leaving school.

Data Collection and Analysis ™

Data collection was spread over three school terms in 1980, The three principal methods
of data collection used were questionnaires, discussion groups and individual interviews.
The 52 item Quality of School Life questioniieire was to be administered to the

selected students in a class period. A frequency count would be taken of the

questionnaire responses in order to produce a quality of school life pattern for each »'

school, and to identify the particular dimensions of wach schdol environment (and the key
items within those dimensions) that provided students with the greatest degree of
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satisfaction, 1y Alultiple Classification Analysis (Andrews et al., 1973) would be used to
examine the influence of school, sex, and year level on stugent responses. 1he
questionnaire (with statements repiirased in the past tense) was to be sent to the group
of ex-students from eacii school, and their results compared with those of students stiil
at school. These data and analyses are intended to inect Objectives 1 and 2 of the cuse
study (see p.15).

The data analyscs would also be used to seleet high ana low scorg students for
individual interviews to_explore in greater depth the factors which generdated positive
and negative student experiences of school life (Objectives 3 and 4).

It was planned to h~id small discussion grouwps of five und six students at different
vear levels soon after the aaministration of the questionnwire to gauge thew initil
reactions to the questionnaire and to record any difficulties they encountered with
particular items (Objective 5).

At various stages during the year information derived from the analyses would be
passed on to school personnel and discussed with them (Objective 5). Documentation

woutld nlso be colleeted on sehool aims.

Diary of Events

1 . section maps tue progress of the case study by means of brief monthly secounts
which detail the sequence of data colleetion and feedback to schools.

November (1979): Schoe! principals were contacted by telephone and invied to
participate in the study. All accepted. An eleven-page
document was sent to the prinecipals explammg the Quality of
School Life model, the development of the measure, and the

purpose of the case study.

February (1980): Arrangements were made for sch?gl visits to diseuss the projeet,
answer questions, and organiz€ questionnare administration,
Disevssions were held with prineipal, vice-prinaipal and some

members of staff.

VMareh: Questionnaires were administered n  the schools by the
researchers. Half-hour discussion groups were held with students
at each of the four year les 2is in twc schools one week after the

testing session.

April: The contae* person in each school (principal or viee-principal)
was sent item response frequencics for each year level in own

school with corresponding average frequencies for all schools,
/ ’

i
)

accompanied by an explanatory letter.

1t




May~dJune:

July:

August:

September:

[

questionnaires were sent to ex-students of the schools).

QOctober-December:

The data were analysed to examine the influence of school, sex,
and year level on student responses, and high and low scoring
students were selected for interviews. (Over the next few
months, as lists were made available by the schools,

Schools were sent bar graphs showing sex, year level and school
differences for the seven %mensxons, plus mean scores for
dimensions of students at each year level in own school
Researchers visited the schools to explain the results,

As a result of interest expressed by the schcols, more detailed
information about | individual school performance was extracted
and sent to schools this showed, for each year level in the
school, those items for whxcl] percentage agreement was more
than 10 per cent aboveor be{)w average for all schools.

'S
1U-minute individual interviews were held with students at four
schools.
The information obtained from the interviews and discussion

groups was classified according to the domains of schooling and
compared with the questionnaire data. .

Kal




CHAPTER 3

THE QUESTIONNAIRE TO STUDENTS

This chapter covers the administration of the Quality of School Life questionnaire to
students and ex-students of the seven schools involved in the case study, the aralysis of
the data, and an explanation of the next stage in the study - a more intensive |
investigation of the quality of school life in four of the schools.

The first Quality of School Life questionnaire, containing 81 items, was sent to the
250 participating schools in the national survey in July 1979. Item analyses were carried
out and those items with low correlation coefficients within the four domain scales were
eliminated. The refined version of the questionnaire contained 52 items covering the
four Quality of School Life dimensions: two General Satisfaction items, five Positive
Affect items, five Negative Affect items, and ten items for each of the four domains of ¢
Status, Identity, Adventure and Opportunity. The questionnaire was comprised of
statements about school to which students were asked to respond on a five-point scale of
agreement, from 'strongly sgree' to 'strongly disagree'. This was the questionnaire that
was administered to the students in the case study schools in March 1980 (See Appendix
D.

The following list gives examples of items in the seven scales contained in the
Quality of School Life questionnaire.

SCHOOL IS A PLACE WHERE...

i really like to go {General Satisfaction)
I feel successful (Positive Affect)
I feel proud of myself (Positive Affect)
I get wpset (Negative Affect)
I feel restless (Negative Affect)
Ifeel 1dm a responsible person - (Status)
I feel important ; (Status)
I learn a lot about myself (Identity)
other students are very friendly (Identity)
schoolwork is always interesting (Adventure)
teachers take a personal interest in helping me with i

my schoolwork {Adventure)
I can see that what I learn will be useful to me

later on (Opportunity)
teachers are fair and just (Opportunity)

Administration

The questionnaire was administered by the two researchers within a class period, usually
English lessons because these tended to be mixed ability classes and one of our criteria
had been that the groups selected should be representative of the total year level
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cohort,  Each session was prefaced by an explanation of the nature and purpose cf the
study and students were ancouraged to ask questions. In one school (a late selection) the
staff offered to aaminister the guestiornaire themselves; this proved to fe a mistake
for, although a clear expianation of the study was given to the teachers, it later emerged
that seme of the senior students did not take the questionnaire seriously because they did
not really understand why they were doing it. In another school, administration wns
made difficult because of ocganizational problems, necessitating mass administration of
the questionnaire tn the school hall, which led to problems of control and supervision.

The class teacliers were usually in attendance during questionnaire administration,
and most expressed an interest in the study; several teachers used either the
questionnaire items or the quality of school life concept itself as a starting point for

discussion in a subsequent lesson.

Data Analysis

A total of 631 students in the seven schools completed the Quality of School Life
questionnaire, an average of 23 students at each year level.

The purpose of data analysis in the case study was to provide some illuminative
descriptive information about sumilarities and differences in the quality of school life

between schools and between year levels wimw; the maimn Quality of School Life
study produced the hard statistical evidence aSvudthe model and measure.

Two modes of analysis were usea with the questionnaire responses. Simple
frequency counts were taxen of responses to. each item, presented as percentages in
three categories, Agree (combining the Strongly Agree and Agree responses), Half Agree,
and Disagree (combimng the Strongly Disagree and Disagrec responses). These
frequencies were extracted for the four year levels across all scnools and within each
school. This presentation enabled the researchers, and scheol personnel, to compare the
performance of an individual school group with the performance of a general year level
cohort.

Ihe body of data available on the 40 items associated with the domains of
schooling obtained at the four year levels and from ex-students provided more
information than couid be readi'y scanned {~r relationships of consequence unless some
simple sifting technique could be employed. Unfortunately the sample of 851 students
drawn from seven schools was not a random sample, although the students selected
within schools might be considered to have been chosen by generally random procedures.
In order to develop a crude screening test it was decided to employ Oppenhleim's
(1966:287-292) nomographs that are commonly used Iw. testing statistical significance
between percentages. However, it is important to note that the students are clustered
together 1n schools and a design effect of 3 might be expected at these year lev2is o
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schooling which would serve to reduce the effective size of the samples being exam.ned.
vith grouwps of these size, und composition, a difference in percentage of 15 per cent
was significant at the 10 per cent level, and only differences in excess of this value are
conmsidered in this report as being worthy of discussion. Although scmewhat lucking in
precision, this approacii and the use of the nomograph in this way is helpful "as an aid to
inspection, g simple device that will enable us to focus attention on the more Luportant
differenees and sort the grain from the chaff' (Oppenheim, 1966:289).

The Multiple Classification Analysis (Andrews et al., 1973) was applied to the data
tu enuble us to eaumine tlie inter-relationships between three predictor variables (sehool,
sex, and year level) and the depenuent variables (each of the seven scules). As discussed
in Chapter 2, the research literature suggests that school type, sex of student, and year
level may all pluay soine part in deterinining the differences in students' perceptions of
the quality of their school lives, The Multiple Classification Analysis adjusts the mean
scores n order to enable us to look at the effect of one of these factors on stuuent
perceptivii without eenfounding the effeet with the influence of the other two factors.
Although the degree of variation accounted for in each cuse was relatively small, 1t was
useful to be adle to look ut the adjusted mean scores for the seven scales to observe tie
different patterns that emerged - for instance, we eould look at the differences between
seliools in thewr responses to the General Satisfuction items, holding constunt to the

~effeets of the two othor independent variables, sex and year level. Figures 3.1 und 3.2
show the adjusted meun scores for tiie seven scales us bar graphs, thie form in which they

were presented to the schools.

Results

The outcomes of the different modes of amlysis are discussed below: first, the bar
gruphs whieh represent the adjusted mean scores for the three predictor variables of
school, sex, and year level; then the differences in percentage sgreement of year levels
for items within the four Jdomain seales; and finally the variation in resporses to domain

seales and items at four schools selected for further investigation.

Responses to the questionnaire were scored In the following way: Strongly Agree (3),
Agree (4), Half Agrec (3), Disagree (2), Strengly Disagree (1). The maximum possible
score, indicating full agreement, was thus 10 (from two items) for the General
Satisfaction scale, 25 eaeh (from five items) for Positive Affect and Negative Affect,
and 30 each (from ten 1tems) for the Status, Identity, Adventure, and Opportunity scales.

Figure 4.1 15 u graphic representation of the adjusted mean scores for the General

et
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|
Adjusted Mean Scores for School, Sex, and Year Level ;
Satisfaction, Positive and Negative Affect scales. The effect of 'school' on the scores,

|
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holding constant year levei and sex wfluences, 13 nore varied in responses to the General
Satisfaction and Positive Affect items than to the Negative Affect items (with the
exception of one school). The patterns of response do not vary a great deal across the
scales - Schools | and 3 score consistently higher than the others {or lower in the case of
Negative Affect, where a low level of agreemnent with items indicates a high quality of
school life), and Schools 4, 5 and 6 consistently lower.

No clear pattern emerges in the consig‘r‘ation of year level responses on the

Satisfaction or Affect scales: Negative Affect deores were influenced very little by year

“level, and the same applied to General Satisfaction items, although Year 12 students

responded a little more positively than the others; Year 9 and Year 12 students produced
the highest scores on Positive Affect items. )

Boys and girls responded in much the same way to Pesitive Affect items, but on tt;e
other two scales the qquality of school life appeared to be better for females,‘who
produced higher General Satisfaction and lower Negative Affect scores.

Figure 3.2 depicts the adjusted mean scores for Status, Identity, Adventure, and
Opportunity according to year level, sex and school, in each case holding constant the
effects of the other two variables.

With regard to sex differences, it would seem that the girls in the sample had more
positive perceptions of the quality of their school lives in the four domains than the boys,
particularly in the Identity doinain. This finding confirms the hypothesis, derived from
the res;e;l't'ch literature, that some of the differences between schools in the perceived
quality of school life ;:ould@be attributed to the sex of students.

Year level differences in responses to the domains were not consistent, although
overall the responses of Year 12 stlfu'ents were the most positive and‘those of Year 10
the least positive. Few differences could be observed in the Identity domain or in
Adventure (with the exception of a higher score from Year 12 students) and Opportunity
(excluding a higher score from Year 9); Status responses showed an wward trend from
Year 9 to Year 12. Two of these outeomes woulld have been anticipated by the schools
and supported by the literature: one, that Year 12 students show a greater degree of
interest in learning, and have a more strongly developed capacity for self-motivation
than younger students (although whether this is from intrinsic desires or extrinsic
pressures from the current Higher School Certificate systen is difficult to determine);
and two, that students acquire more prestige and status as they progress through the
middle to the upper levels of secondary schooling. It may be surpris‘ipg to schools that
Yeur 9 students see their learning as more relevant and valuable and the organizational
structure as more cyuitable than do students at higher levels, although this could be
because the younger students are less clear ebout their future directions, and do .iot feel
the immcdiacy of the decisions to be made sbout education and career that face the

older students. ¥
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There were quite narked differences between tiue seven schools withun each of the
four domains of schooling, but there was a consistency in the pattern of respuinse deruss
te domains. In each school tne Identity items elicited the most positive responses and
the Adventure items the least positive; two possible explanations for this are that
schools are more successful at developing students' self-awarcaess than they uare at
inculeating a love of learning, or that the Identity items were plirased in a way tuat
made thiem more attractive to students than the Adventure items. This outcome scemns
to Jdiscount the possioility that a particular school mmight give special emphasis to onc
domain and that t+., ..ould be reflected in different orders of response to the domuins i
some schools.

A second point of zonsistency noted across the domains (see Figure 3.2) was that
Schools 1 and 3 tended to score higher than the other schools in a_ll four scales, and
senools 4 and 6 scored lower on all scales. This reinforces the finding reported in the
previous paragraph that schools, at least the schools in our sample, do not concentrate
attention on one particular aspeet of school life to the extent thut students perceive
more beuefits aceruing to them from this aspect than from any of the other aspects;
instead, studght satisfaction with tiie quu{ity of sehool life seeas to be >preud across the
whole range of school experience. Therefore if the degree of student satisfaction in a
school 1> high in one domain it tends to be high in all domams, and if it is moderate or

low in one domain, then it is moderate or low in all domains.
Looking at the {our high and low scoring schools, a secondary responsc patteri can

be ‘ooserved: School 1 she ved thie highest response rate and School 6 the lowest on tne
Status and Identity seales, while School 3 showed the highest and Scllof)l 1 tne lowest
response rate on the Adventure and Opportunity scales. This outcomne supports the
rationale of the Quality of School Life model in which Status and Identity (leading to
social responsibidity and social integration through the schcol structures of supervision
and socialization) nuy be terined social development experiences, while Adventure and
Opportunity (leading to personul development and technical competence through the
sehool struetures of instruction and certification) may be termed learmng acquisition
experiences. Thus one might expeet that a school which performs well in one of the
learning acquisition domains, for example, might also perform well in the other learnmg
acduisxtion domain, and this did indeed happen comsistently with the two highest and

lowest scoring schools.

Year Level Responses to Items

Some indication of differe.ces in tiie attitude to school of students at the four year
levels was given in the bar graphs drawn up for the seven scales and discussed in the
previous section. To get a more explicit picture of year level differences we looked at

the pattern of student sgreement with individual items within the scales.
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Agreement Percentages in Domain Scales Accord ng to Year lLevel

Aruitoxt provided by Eic:

' YEAR LEVEL
I'tem . 9 10 it 12 Ex
No. Scale (N=190) (N=176) (N=141) (N=161) (N=102)
OPPORTUNITY
11 I can see that what I learn will
be useful to me later on 77.9 67.1 57.5 53.5 34.3
15 1 don't see the value of what we
Tearn. 76.8 64,2 69.5 722 52.0
46 teachers are fair and just 27.4 28.4 34,0 40.3 42,2
12 teachers give me the marks I deserve 60.0 57.4 56.7 63,9 64.7
50 [ am unable to question the marks
I am given by the teachers 48.4 50.6 52.5 64.6 65.7
41 teachers will not discuss the marks
they give me 46.3 47,7 59,6 "3.6 69.6
35 I don't do well in tests 50.0 42,6 50,4 47.9 45.1
13 I can learn whatever 1 need to know 50.5 47,2 30.5 25.7 31.4
21 I can't get things to work my way 42.6 44,3 53.9 43,8 57.8
47 I can learn what I need to get hy
in life 60.6 53.4 42,6 26.4 30.4
ADVENTURE
23 schoolwork 1s always interesting 11.6 10,8 1.4 11.8 16.7
45 learning is a lot of fun 26,3 24.4 241 22,9 28.4
2 1 get satisfaction froﬂ?my ability -
to cope with my work 67,4 66.5 ”3.8 "0.8 64,7
25 I like to find out more about the
things we do in class 52.6 4702 44,7 12,4 28.4
32 I have learnt how to find whatever )
information I need 64.2 54.6 55.3 iT.6 60,8
18 [ know how to cope with the work 64,2 63.1 48.2 54.2 56.9
34 teachers take a personal interest 1in
helping me with my schoolwork 21.6 31.8 4.0 52.1 50.0
27 teachers are friendly to me in class 11.6 14.3 3.0 65.3 65.7
16 teachers listen to what I say 41.1 43.2 3.9 53.5 62,8
40 teachers take notice of me 1n class 33.7 375 30.5 I".9 54.9




A
\ * Ay ™~
Y YEAR LEVEL
Item - 9 10 11 12 Ex
No. Scale (N=190) (N=176) (N=141) (N=161) (N=102)
IDENTITY ) .
&
24 * 1 get to know myself better ~ 45,3 43.8 44,0 38.2 48.0
37 " I learn a lot about myself . 39,5 37.5 39.7 38.2 37.3
7 * I have good friends 90.0 . 90,0 87.2 82.6 83.3
49 *  other students are very friendly 52.6 ¢ 59,7 53.2 62.5 59.8
30 * other students listen to what I say 33.2 18.9 . 7.5 50.7 52.9
44 . nobody takes any notice of me 72.6 73.3 74.5 76.4 75.5
52 * 1 feel 1 am a worthwhile person 51.1 51.7 51.8 54.9 53.9
3 I am popular-with other students & 54.2 52.3 48.9 3.8 63.7
200 * 1 feel proud to be a student . 37.9 35.2 25.5 38.2 28.4
29 iJ can mix with the people I admire 54.7 52.8 42.6 43.1 44.1
STATUS
6 ' people think a lot of me 24.7 25.0 7.7 19.4 38.2
4 *  people think I'm not ve.y important 49.0 45.5 52.5 64.0 52.0
1 7 I feel I am a responsible person - 63.7 69.9 62 4 72,9 58.8
14 * I feel important 24.7 28.4 1°.7 27.8 26.5
29 I never win anything 53.2 51.7 59,0 604 16.1
L 43 I ‘often'win competitions in class ¢
or in sport 23.2 22,0 b, 10,3 20.6
22 " 1 am not treated with respect Y179 A300 6 " | 62,8
.2 I know how 1 am supposed to behave 91.6 85,1 N
5 * 1 am not trusted to work on my awn 72,6 LB
42 students have Very few rights 33.2 3208
IC 27
‘ .
|}




No great differences or elear trends were observable in the General Satistaction or
Alfect ttems, so again attention was focused on the domains of schooling, which
produced some interesting responsc patterns (see the first four year level columns of
Taole 3.1), - ‘

In tue Statis Jdomaum, the tiree items tnat seemea to Zovern the upward trend from
Year ¥ to Year 12 seen in the bar Zraph (Firure 3.2)"were those that concerned respect,
the achuowledgiment of one's iinportance, and the vights of students (items 4, 22, 42).
The difference in percentage agreement between Year 9 and Year 12 for these itens
(see Tavle d.1) was considered to be ‘of consequence using '’ e approach outlined above.

In the Adventurc domain, responses to the items about teacher«studer{t
relationships ull showed an upward trend from Year 9 to Year 12; this trend was
Jarticularly avident in items 27 and 34 (teachers’being friendly in class and taking u
persunal Literest 1n students) where increases in agreement of 20-30 per cent fromn Year
9 to Year 12 were r ~orded. The one item which showed the reverse trend (agreement
diminhing trom Year 12 to Year 9) was Tlike to find out mmore about the things we do in
class' (item 235),

Aga in the Opportunity domain it was those items dbaling with teacher-student
relationships (concerning teacher fairness and Jiseussion of marks) that revealed the
devoopment of a more positive attitude as studeuts progressed up the school; the
differences in response to items 41 and 50 were considered to be of consequence. There
was also a strong reverse trend, showing diminishing agreement from Year 9 to Year 12,
for items 11, 13, and 47, which dealt with the opportunity to learn things that were
relevant to one's future life.

T'o summarize the year level differences in the quality of students' L..es at these
seven schools, 1t seems that as stuccrts get older they feel they are accorded more
respect and mdepende'nce, and develop a eloser and fore fruitful relationship with ¢
teuchers, but the passage of time also seems to lead students to become disillusioned

1

about school work and its relevance to their future lives.

Questionnaire to Ex-3tudents

We congectured that young people's attitudes towards their school expericnce might
change once they had left school. To test this hypothesis we sent copies of the Quality
of Schiool Life questionnuire {rewritten in the past tense) to abor* 28 ex-students from
t each of the seven schools. We asked the schools fo'r a group of ex-students of mixed
abihity, aged 18-19 years «n 1980, having left sctiool between 1977 and 1979 (so that some
early school lenvers as well as exit Higher School Certificate students would be
included); in this way the groups might in some respects be comparable to the classes of

mixed abtlity tested within the schools. There was a ‘esponse rate to the ex-students'
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questionnaire of 35 per cent, so the results must Le treated with some caution; no
attempt was made to follow up non-respondents or to replace the ex-stuvents wlhose
questionnaires were returned 'Address Unknown'.

As we have seen, responses of students still in school to the questionnaire shiowed
the highest level of agreement with items in the Identity domain, followed by
Opportumity, Status and Adventure. Ex-students also rated Identity iteins highest of ull
and Status remained third in line, but Adventure rose to second place and Cpportunity
fell to fourth. The item statistics which govern these changes are discussed later i an
examination of individual itemns.

Evidence presented in an earlier part of this chapter showed that current students
in Schools 1 and 3 scored consistently higher and students in Schools 4 and 6 consistently
lower in the four domains than students in the other school>. Ex-students' responses
showed a slightly varied pattern, with Schools 1 and 5 still maintaining high scorcs and
School 4 low scores, but School 5 joined tlie top rankers whilc Sehool 6 rose to tiie middle
of the ranks, and School 2 produced the lowest scores of all. As miglit be expected from
the comparisons just deser.bed, ex-students from School 3 scored markedly and
consistently hizher than students at any of the year luvels within that school (in five of
the scven sce” "), and School 2's ex-students scored consistently lower than the studenta
within that school (in six of the seven scales). Thus five of thic seven schools were
viewed 11 mueh the s¢ .e way by present and past students, while in the remnauung two
schools the perceptions of ex-students varied markedly from those of current students,
one in a positive ana the other in a negative direction.

A comparison of students’ and ex-students' responses to items within each of thie
four domain scales (Table 3.1) revealed little of interest in the Status or Identity -cales,
but sor‘;1e clear patterns emerged in the Adventure and Opportunity domains.

There was a siinilar pattern to all responses concerning teacher-student
relationships in the two domains (items 41, 46 and 50 1n Opportunity, and items 27 and 34
in Adventure): a geueral trend towurds a strengthening agreement with these items can
be observed progressing from Yeuar 9 to Year 12; this was maintained in the responses of
ex-students, which shiowed a level of ugreement slighitly above or below the Year 12 ievel
but well above the other years. It i1s apparent that the feelings of closeness and mutual
respect develuged in the last years of secondary sclhiool between teacher dnd student
were still remembered in the same way by school leavers after a lapse of a ycar or two.
Two other items in the Adventure domain ('teacliers listen to what I say', item 16, and
'teachers take notice of me In class', item 40) showed a stronger response frrm
ex-students than from students in Years Jl‘l and 12 ~ perhapg the strictures that are
innate in the group situation of the cla?s/;o_?)\“f de from the meinory once school is
finished while the strength of the relationships k%t\}\&éacherb remnains vivid. On the
other hand, item 25 'l like to find out more about the th\ings we do in class' showed a
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shight downward trend 1n agreement from Year 9 to Year 12, with ex-students falling a
further 14 per cent below the Year 12 level. Again, perhaps ex-students tend to forget
the specific details, positive this time, of the classroom situation - certain topics may
create an immediate though not sustamgjpinterest. '

Ex-students' responses to ihe two Opportunity items concerned with the relevance
of school learning to later life confirmed a suggestion made earlier that as young people
grow older they become increasingly disillusioned with this aspect of schooling. This
disillusionment 1s obviously maintained when they lexzve the shelter of the classroom and
begin theiwr careers; it was particularly apparent in the response to item 11, 'l can see
that what [ learn will be useful to me later on', where there was a considerable drop in
agreement from Year 9 to Year 12, with a further reduction in agreement from
ex-students. The differences between Year 9 and Year 12 and between Year 12 and
ex-students were great enough to be considered of consequence according to the
procedures we have used. The difference between responses of Year 12 and ex-students
to item 15, concerning the value of school Iearr{ing, was considered to be of consequence
also; ex-students were far less confident than students still in school that such value
existed.

About a dozen ex-students who returned the questionnaire added comments of their
own. Some of the comments referred to particular items, others were about school in
general, Past students from School 3 pointed out the inapplicability of items concerning
competition and marks, and & number of respondents said that the most crucial factor in
their school lives was the attitude and behaviour of their teachers. Two réspondents
prcked up an ambiguity in item 13 '(School was a place where...) 1 could learn whatever |
needed to know' - does this mean that students were capable of learning what was
required, or that the school provided the opportunity for such learning to take place?
This ambiguity possibly provides an explanation of the anomaly of the within-school

variation in responses to this item and the supposedly similar item 21.

Focus on Four Schools

At this siage we began to lock niore closely at the most important function of the
case-study, the investigation of a process in order to help explain an outcome, which in
this case was an investigation of the factors in the school envircnment of students at
different year levels which directed the development of their perceptions of the quality
of their school hves. This was to be achieved through group discussions and individual
interviews with students. Although the detailed discussion of the interviews is contained
in Chepter 5, it seems approoriate to describe in this section the basis for the selection
of four of the seven schools for further investigation, centred around student interviews.
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Areas for Further Investigation

Because it was impossible, given thie constraints of the study schedule, to interview
samples of students from each of the four year levels in all schools about all seven
scales, a process of elimination was instigated. We decideg to concentrate our followzmp
on the four schools which had produed consistently high\or low performances~on the
questionnaire, Schools 1, 3, 4 and 6. Rather than attempt a Ogtailed exainination of all
seven scales, we focused on the four domains of schoo}ing. 'ﬁle General Satisfaction,
Pecitive and Negative A‘(:fécT scales contained fewer items and were adaptations of un
already established and relatively straightforward rescarch framework {the quality of
life research), whereas the domains brought us into contact with z‘m untested and
complex model of schooling.

We decided to follow up two lines of enquiry in tihe four schools: to identify the
year levels at which there was the greatest difference in responses between schools for
the four domains, and within each school to identify the domain in which there was tue
greatest difference in responses from year levels. Students would be selected for
ingividual interview in accordance with the areas identified. In this way we felt we

“\¥wo_uld be fufilling Objectives 3 and 4 of the study, obtaining more detailed information
from students about the nature of their experiences in the domains, and establishing

whether there were any additional factors that may have contributed to the quality of

¥

their school lives.

In the interval between tue admninistration of the questivnuaire i Vareh and the
conaucting of interviews in September, additional analyses had been carried out with the
survey data from the central Quality of School Life project, leading to a {urther
refinement of the measure. Cognizance had also been taken of students' comments from
the group discussions held in two case study schools (see Chupter 4). Sume of tne items
from the version of the questionnaire administered to students in the cuase -tudy schools

. haa been discarded, so 1t was considered appropriate to eliminate these items also from
later work with the case study data. Thus, the Status scale was left with s1< items, the
Identity scale with seven items, the Adventure scuale with elght itens, and the
Opportunity seale with seven items {including one transfer from tne Adventure: scule).
The retained items are identified with an asterisk in Table 3.1. [Fable 3.2 gives the mcan
secres for agreement responses (expressed ys percentages) in the domain seales Yin cac.
of the four schools selected for further investigation.

A comparison of the. agreement percentaées showed that Year 10 was the crucial
year for eliciting tlie most varied responses from schools. In Identity and Status the
most exfreme differences (23.9 and 19.5 respectively) were found between Yeur 10
students at School 1 (highest) and School 6 (lowest). Although the difference in .ncun
scores on the Status scale was not as great as the difference on the Identity »cale, the
differences in response to specific items within the Status scale were considered to ve of
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Table 3.2 Agreement Percentages for Domain Scales in Four Schools

School Scale Year 9 Year 10 Year 11 Year 12
1 Status 51.5 64,38 48.4* 54.5
Identity 69.6 §8.70 51.7 64.3
Adventure 47.3 46.4 33.3 41.9
Opportunity 58.2 54.4 42.9 43.4
3 Status 41.4 53.7 59.8 60.6
ldentity 52.9 54.8 50.4 57.9
Adventure 37.0 49.3¢ 54.4 54.6
Opportunity 57.2 65.14 55.5 54.1
4 Status 38.0 37.9 53.6 65.1
fdentity 46.9 46.1 58.4 56.5
Adventure 32.5 18.2¢ 35.9 53.6
Opportunity 51.4 35.1d 36.6 51.7
6 Status 50.6 44 .88 43.1 53.0
Identity 53.2 44,80 51.7 47.1
Adventure 44,0 26.7 40.4 55.2 ~
Opportunity 55.2 43.4 48.4 47.9

Notes

(i)  * Underlined figures represent the greatest within-school
differences (read horizontally)
(11) a-d represent the greatest year level differences between schools at
* Year 10 (read vertically

consequence. In Adventure and Opportunity the differences (31.1 and 30.0 respectively)
were most marked in Year 10 at School 3 (highest) and School 4 (lowest). The pairing of
schools ir this way reflects the total school pattern for the four domains depicted in
Figure 3.2.

The second line of enquiry, the identification of the crucial domain within each
school, did not work out quite as neatly as the between-schools identification. As we
might have anticipated from {:he year level bar graph in Figure 3.2, the Identity domain
resulted in .reasonably uniform responses from the four year levels; there was more
variation in the Opportunity domain, but not as iauch as in Adventure and Status.

‘According to Tacle 3.2, the domains showing the greatest mean Score differences

between year levels in the four schools were as follows: School 1, Status (Year 10
highest, Year 11 lowest); School 3, Status (Year 11 highest, Year 9 lowest); School 4,
Adventure (Year 12 highest, Year 10 lowest); School 6, Adventure (Year 12 highest,
Year 10 lowest). The differences in the Adventure domain in Schools 4 and 6 were

considered to be of econsequence.
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Characteristies of the Four Schools

It is apparent that, according to the evidence provided by these four schools, differences
between these schools are greater in the learning acquisition areas than in the social
development areas of schooling, and also that there is more variation in attitudes
towards schocl amoné students from the low-scoring schools in the study than among
students from high’-scoring schools. A study of questionnaire scores for the retained

items added to the individual pictures that were emerging of each of the four schools.

School 1: a suburban Catholic girls sctiool. Listed below are items for which the average

agreement response from at least three of the four year levels at the school was more
than 10 per cent above the all schools average (or more than 10 per cent disagreement in

the case of negatively expressed items). , -

School is a place where... -
I really like to go (General Satisfaction)
I don't like to go (General Satisfaction)
teachers will not discuss the marks they give me (Opportunity)
I get to know myself better (Identity)
Ilearn a lot about myself (Identity) .
other students listen to what Isay (Identity)

The strong expression of agreement with these items seems to indicate that this 1s a
school which engenders a general enthusiasm in its students, in which there is supportive
interaction among students and between teachers and students, and which presents
students with opportunities for the development of self-awareness.

IOne item elicited respons:s at three levels that fell at least 10 per cent below the
all schools average: 1 can learn whatever I need to know'. Later discussions brought
for‘ward no ready explanation for this low level of respoﬁse, other than the fact that this
was one of the items which students felt was ambiguously phrased. Another item,
'teachers are friendly to me in class', drew responses from Year i1 and 12 students that
were more than 20 per cent below the all schools average. From later discussions with
students and teachers, it was apparent that the older students felt that 'friendly' was too
informal and casual a term to be readily applicable tg the nature of the teacher-student
relationship in their school - 'concerned', 'caring’, 'heloful' yes, bt 'friendly' no, nor was

it considered desirable.

S

School 3: a semi-rural, co-educational state high sehool. Items in which the agreement

response from at least three year levels wus more than 10 per cent above the all schools

average are listed below.
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School is a place where...
teachers are friendly to me in class (Adventure)
I have learned how to find whatéver information I need (Adventure)
teachers listen to what I say (Adventure)
teachers are fair and just (Opportunity)
Ifeel I am a responsible person (Status)
I am not trusted to work on my own (Status)

other students are very friendly (Identity)

This appears to be a school which develops a spirit of independence in its students, and
which provides strong teacher support. Year 9 students differed from the other levels in
that their responses conveyed a certain lack of confidence in their teachers (later
discus.ions showed that their criticism centred around one teacher, their form teacher),
and an even greater lack of confidence in themselves.

There was less than average egreement at three of the four levels with the item
'‘people think I'm not very important', perhaps explained by the strong democratic ethos
of the school in which big-noting' was frowned on. Some items concerned with
competition and tests drew low lev _Is of agreement from students, explained by the fact

that these particular elements of schooling are absent from this school enviroument.

Sehiool 4: a suburban co-educational state high school. The ugrecinent responses to two
items fell at least 10 per cen*. below the all schools average for students in Years 9, 10
and 11.

School is a place...

teachers will not discuss the marks they give me (Opportunity)
learning is a lot of fun (Adventure)

In addition, Year 10 -tudents produced markedly low sceres in most Opportunity and all
Adventure and Positive Affect items, indicating a profound disaffection from all learning
acquisition aspeets of tiie school enviromnent; lower than average ugreement by Year 9
and 10 students with some Identity and Status items pointed to the existence of a low
self-image among these students Year 12 students, on the other hand, responded more
positively than their counterparts in other schools to most Positive Affect and Status
items and to those Opportunity items concerning teachers.

This seems to be a school which provides a supportive and stimulating environment
for Year 12 students and an environinent that is singularly lacking in these qualities for
students at other levels. As we will see in later chapters, this is a school that places
Zreat importance on its excellent Higher School Certificate results, an emphasis which

seems to have (perhaps unexpected) repercussions lower down in the school.

\
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School 6: an outer suburban state girls high school. Two items elicited agreement

responses thst were at least 10 per cent above the all schools average for students in
Year 9,11 and 12.

School is a place where...
teachers will not discuss the marks they give me (Opportunity)
teachers are friendly to me in class (Adventure)

However, Year 10 students fall below the all schools average in their responses to
several items in each of the four domains, showing a fow opinion of tneir teachers, a lack
of confidence in their own ability, and a general lack of enthusiasm for scho'ol. Year 10,
11, and 12 students showed a lower level of agreemen than their counterparts in other
schools with those Status and Identity items conéerning self-esteem (such as T feel
important!, 'l feel I am a worthwhile person'). '

This school did not present as distinet a set of characteristies as the other t;\ree
schools chosen for further study, and in later discussions the students here were not able
to articulate their feelings as well as did students froin other schools. Th‘ere is obviously
a negative attitude to school among Year 10 students at this sehiol; students at other
levels, while acknowledging the support of teachers, .seem to be lacking in

self-confidence within the school environment.

A ) -

Summarz

.
What do all these pieces of information tell us about the Quality of School Life concept
and the model of schooling we have developed? "

We postulated that there would be differences in responses to the Quality of School
Life questionnaire that could be aseribed to tiie year level, sex, and scliool of the student
respondents.

We found that there were sex differences in the expected direction, with girls
scoring consistently higher than boys, indicating that girls in the middle and upper levels
of these secondary schools seem to derive more enjoyment, perceived benefit and
satisfaction from their sehooling than do boys.-

Differences were apparent between schools, although they did not emerge in quite
the way we had anticipated. We thought that individual domains might gather strong
student support in some schools which would reflect the philosophical emphasis of the
school - thus we might have a 'Status' school or an 'Adventure' school. This did not
happen. Although the strength of the responsc varied from school to school, the pattern
remained the same, with all schools favouring Identity above Opportunity, Status and
Adventure. The two highest and lowest scoring schools were correspondingly strong and
weak in all domains, but the responses in each school did show a tendency to favour

-

29




Q

ERIC

Aruitoxt provided by Eic:

! &
either the socigl development domains (Status and Identity) or the learning acquisition
domains (Oppor,tunity and Adventure), indicating that there may be some reflection in
student responses of the educational philosophy of the school.

Differences were found between year levels, but in this case the response pattern

,did vary in the four domains. The socialization process (seen in the dentity responses)

was obviéusly working well for the whole range of students, and the aspects of schooling
represented by the Status and Adventure items showed a qualitative improvement as the
student progressed through the school, evidenced in an increasing respect for and trust in
students and bettBc relationships with teachers. A different pattern emerged from the
responses of ex-students who, compared to current students, rated ‘he intrinsic worth
and interest of their schooling (Adventure) higher, but saw its relevance to their
post-school lives (Opportunity) as lower.

For several reasons, at“ention in this section has focused on cnly four of the seven
Quality of School Life scales, the domains of schoolin:g: the domains represent a venture
into previously unexplored territory whereas the Satisfaction and Affect areas have been
investigated in the quality of life research; the domains are a richer source of
mnformation (each containing 10 items) than the General Satisfaction {two items) or
Affect (5 1items each) scales; and more distinet [Satterns could be found in the domain
items than in the Satisfaction or Affect items.

Overall, the information that we gathered from the administration of the Quality
of School Life questionnaire in the seven schools confirmed our belief that the quality of
school hife concept is a useful basis for developing & measure of students’ perceptions of
schooling. In addition, the questionnaire outcomes gave an indicaticn of aspects of the
Quality of School Life measure that might need further thought and refinement (such as
the rewriting of ambxgﬁous items and items that are not applicable to some schools), and
the need for more systematic research over a wider sample to investigate ‘further the
diffetences that emerged between schools and between year levels in the Quality -bf
School Life.

Another outcome of this aspect of the case study was the school profile, built up
from an examination of each school's responses to individual items within the seven
scales (see Chapter 6 for examples). These profiles gave the schools an insight into
features of the school which drew particular praise or criticism from their students and
highlighted the differences in the perceptions of different age levels. For example,
there was & great contrast in School 4, between Year 10 and Year 12 students - the
former dishked school work and lacked confidence in their teachers and themselves,
while the latter felt important and successful. In School 2 there was across-levels
agreement that students were not treated with respect or given enough opportunity to
discuss work with teachers, while in School 3 there was a general agreement that
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student-teacher interaction was encouraged and student rights were considered
important. ;

This was the sort of mformation we had hoped could be derived from the initial
school profiles, and we felt that this justified us in proceeding to the next stage of the
case study, which was to find out more about the four domains in a particular school
context, and to investigate the processes of thought and feeling that led students to
respond in the ways they did to the questionnaire in thie high and low scoring schools.
The invéstigation took the form of individual and group interviews and is discussed in the
next two chapters. ) .
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CHAPTER 4

DISCUSSION GROUPS
As stated in Chapter 3, the main purpose of the group discussions was to obtain feedback
on the Quality of School Life questionnaire which, it was hoped, wculd provide the
rescarchers with the following information: the identification of items which students
found difficult, irrelevant or ambiguous; whether student interpretations of key
construct items wer? in accord with our theory; and whether there were any additional
factors not included 12 the domains of the model that the students felt were relevant to
their experience and the quality of their school lives., These group discussions also
provided the researchers with an opportunity to observe a diversity of viewpoints on our
dimensions of schooling within a particular school context, and the reasons underlying
the divergent responses of students to these dimensions.

The selection of the two schools for thie group discussions was based on the results
of preliminary analysis of student responses to the Quality of School Life questionnaire,
und on this criterion the two schools which presented the most striking contrasts in
student responses to the various items were selected. The teachers from these schools
were asked to choose a group of six students of mixed ability from each of the four yeur
levels who would be prepared to discuss their views about the questionnaire and their
school life with us. These discussions were carried out within one week of the
administration of the Quality of School Life questionnaire; the discussions were taped
ana were of approximately half an hour's duration. Since it was not possivle within the
time Limit to discuss all of the items on the questionnaire, our discussions with the
students focused on tne key items relating to the four Jdbmains of schooling to sce how
the students had interpreted these items and whether these interpretations were in
accord with our underlying theury. Students were also asked to comment on the wording
of the questionnaire and to identify any items that they ¢ It were irrelevant or difficult
to interpret.

In reporting the outconaes of these group discussions we will begin by examining the
comments from the students at each yesr level from both schools on each of the four
domains of schoohrig. The discussions with the students from Years 9 and 10 were not as
informative as those with the higher grades, and it was felt that several of the students
in this younger age group had not understood some of the key construct items,
particularly those items related to Opportunity. It was also noted that the Year 9, 10 ‘
and 11 students from School 3 were a lot more forthcoming in their views and opinions
gbout their school lives than their counterparts from School 4. In the diseussions with
the Year 10 students we observed that these students fror ooth schools were noticeably

mare negative about their schooling experience than any of the other groups. In both
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cases the focus of their complaints was an unpopular form teacher, and this
preoccupation with the unpopularity of their form teachers affected the information
they gave us.

The Four Domains of Schooling

Status

In our discussions on some of the Status items, particularly those items which dealt with
the development of a dense of responsibility and importance (items 1 and 14), the Year 9
and 10 students from both schools felt that they were too young and their position in the

‘Wl hierarchy too low for them to be given any responsibility, although they agreed

O

students were given more responsibility as they went higher up the sechool. This feeling
of lack of responsibility was less keenly felt by the students from School 3 who said that
the freedom they were gi\;en at school did give them some sense of responsibility. Both
grows eagreed that feeling important was not relevant to them at their year level,
particularly as far as their teachers were concerned. However, they did emphasize the
role of their friends in making them feel important. T

In the discussion with the Year 11 and 12 students on these items the Year 12
students from both schools sgreed with the items but for different reasons. The students
from School 4 commented that because of the high academie standards achieved in their
school, they felt that it was up to them to maintain these standards and in doing so they

were made to feel responsible. These students felt important because they were
members of the class that was doing Higher School Certificate, and they felt they were
treated with respect by teachers and other students because of this. It appeared that for
those students in School 4 their sense of status could be attributed to being in the Higher
School Certificate ,ear rather more than to any personal feeling of responsibility or
importance.

In contrast, the students from Years 11 and 12 from School 3 felt tha* (he freedom
they were given at these levels to make decisions about going to class, handing in work
and arranging their own timetables encouraged them to feel responsible. They also felt
that their relationship with their teachers encouraged them to feel responsible and
important. As one student from Year 11 commented, 'because you are treated as an
equal and not just as & student by the teachers this makes you feel as though you
matter'. The students from Year 12 said that feeling important was irrelevant in their
school as everyone was treated the same and therefore it was Mot important to feel
important’; however these students did say that in their relationship'lith their teachers,
where they were treated with respect, they were made to feel important.

In the discussions concerning student rights, item 42, the students from all levels at
School 3 felt they had a lot of rights, for example, the right to sm2i., the right to decide
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if they want to go to class, and the right to take part in planning their work programs; in

contrast, all of the students from School 4 felt that they had no rights.

Identity

In the discussions on the items in the Identity domain the main items discussed were
those which dealt witr .he concept of self-knowledge (items 24 and 37). From these
discussions 1t appearzd Ui: . most of the students at School 4 did not fully understand nor
appreciate the meaning of this concept and many of the students thought that this aspect
was not an important part of their schooling experience. A Year 12 student commented
that 1t was hard to be an individual at school because you had to fit in-with your peer -
group; also, that it was only at the higher levels that you developed the ability to think
about yourself. Many of these students, particularly those from the lower levels, were
reluctant to talk about or express their feelings on this subject. “

In contrast, the students at all levels from School 3 felt t}]at this aspe~t, getting to
know yourself better, was a very important part of their school lives, and they
emphasized the role of their teachers and friends in helping them to achieve this. A
Year 12 student sa.id, 'More than anything else, this school has to do with developing as a
person, finding out sbout yourself and what you want to do, not just working for no
purpcse. You are learning about yourself all the time, and you are learming about other
people and how to cope with different situations. The students at School 3 said that
there was no pecking order or physical barriers put between forms at their school; as

one student commented ‘everyone 1s friends here'.

This emphasis on the role of friends in helping them to get to know thewmselves was
absent among students from School 4; their attitude to this point was summed up by the
comment from one student who said that 'We are not put up if we've got a lot of frlend:,
‘we are only put wp if we pass all our subjects'. Another student from this school

coinmented hat their school was not & close-knit schbol and that there was not much

mixing between classes.
Students from School 3 felt that the way in which their school was run, where no

preSure was put on them to conform, enabled them to develop as individuals. llowever,

these students were aware that this system would not suit everyone; several of these
" students said they knew that some people would not be able to cope with the
independance and flexibility given to students in their school, but they felt that, for

them, it helped increase their knowledge of themselves.

The response of the students from Year 12 at School 4 to the self-knowledge items
was quite different; they felt that it was impossible to be an individual in their school
because of peer group pressure to conform. In response to being asked if they thought
that their school created an environment for them to get to know themselves one student
commented that it was not something you thought about, Throughout the discussions
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w.th the students from School 4 constant references were made to 'get <! and

maimairing the high academic standards achiu ed by this school. This preoccupation
with atuaining the Higher S.hool Certificate appeared to restrict their interpretation of
these items; for example, in our discussions with the Year 12 students on item 24 one
>tudent commented that 'most peopie get HSC then find out what they want to do with
themselves'.

The Identity items had been written in two main categories, the first concerned )
with feelings of self-awareness and self-worth (for example, T get to know myself be ter'
and T feel I am a wortuwhile person'), the second concerned with other people's responses
tosthe individual (for example, 'l am popular with other students' and 'other sti lents are
very f;"iendly'). Student discussion of the Identity concept often drew these t..o
categories together; studénts felt that interaction with {riends helped them to develop
as individuals and increased their understanding of other people. This additional

dimension of Identity was included in later development of the measure.

Adventure

Our discussions with the students on.the Adventure domain of schooling focused on those
items which dealt with student-teacher relatiohships (1tems 27, 34 and 40) und noticeable
differences between year levels and schools were observed in the responses to these
iteria.

With the exception of Year 10, the students from School 3 were inore enthu.astic
and positive about their refationship with their teachers than their counterparts from
School 4.

The students, from Year 10 in bott schools had an unpopular form teascher and this

- had a negative effect on the discussion of these items. The students from School 4 felt
that their grade had the worst teachers: as one student commented, 'they keep the bad
ones for us’; others feli that their teachers were 'only here for the money'. The Year 10
stugents from School 3 did not feel quite so negative about their tea(;hers but they were
less enthusiastic than any of the cther year levels irf this school.

" The students from all other levels at School 3 were unanimous in their agreement
with these items and were keen to elaborate on thewr enthusiasm for their teachers.
Several of these students who previously had been at other schools said that the teachers
there were d:fferent because 'here they treat you as an equal' and 'they seem to
understand what it's like to be a student; and they agreed that it wab‘(h/e teachers who

made this school. Other comments included 'they are teachers who want to be teachers,
not just here for thg money - they can be approuched any tiine'. All of these students
felt that the teachers took a personal interest in helpifg them not just with their
schoclwork but also with any personal problems they might have; this was exemplified
by the fact that the teachers gave them their home telephone numbers so that students

35

ERIC 1

Aruitoxt provided by Eic:




ERI

Aruitoxt provided by Eic:

could contavt them when they wished. None of tnese sentiments were expresscd by the
Year 9 and Year 11 students fromn School 4 who were reluctant to diseuss the subjeet wii
their only comment on these iteins was that it depends on the teacher'. The students
from Year 12 at School 4 agreed with these items and the majority of tuemn felt tiat
they had a good relationship with their teachers; the teachers were thew friends and
they called them by their first namcs. However one student Jid comment that they

sometimes felt that thewr teachers were only interested in thein getting thew thigher

School Certificate and that their interest did not extend beyond this.

Opportunity

As mentioned earlier it was felt by the researchers that seversl of the students,
partiéula."ly those from Scheol 4, had difficulty in interpreting the items within . 8
domain. The students from ull levels at School 3 found tnose items w'.ich referred to
marks and exams (items 12, 33, 41 and 50) irrelevant to them as they were nol given
merks and did not have exams: assessment was by written comnents on thewr work. \ll
of the students from tus school commented that they were glud that they did not have
marks at their school and they were sympathetic to students in other schools who did
have to sit exams "as it must make kids who get low marks feel really bad'. All of these
students showed a non-competitive outlooh and several of them commented favourably
about the lack of competitive feeling amongst stucents in their school. The comments
made by the students from School 4 presented a contrasting viewpoint: from Year 9
wpwards these students were already starting to feel the pressure of having to work hard
to maintain the high academic standards achieved in their school. Marks and exams were
a recurring theme throughout the discussions with students from this school.

With the Year 9 and 10 levels from both schools there were problems in
interpreting those items which dealt with the relevance of iearning {items 11, 13 and
47). The majprnty of these students failed to grasp the meanng of the underlymg theory
of this construct; they were unable to consider the wider implications of their edueation
and could only relate it to the r own particular vocational needs, for example, 'l think I'd
like to be a secretary so Ishould be able to do typing at this se™~ol'. *

In the discussions with the Year 11 and 12 students from School 3 these students
were ¢-le to interpret the meaning of this construct within a wider context than tneir
counterparts from School 4. The students from School 3 felt that their learning
experience at school would be very useful to them later on, not just in terms of acadgemic
knowledge but alsu in learning how to relate to people. They said that because of the
emphasis put on communication skills they felt that this gave them confidence to cope
with any problems when they left s..0ol. These students felt that the encouragement
they were given by teachers to express their opinions and take part in class discussions
was a better preparation for the outside world than doing a lot of written work. These
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sentiments were absent from the Year 11 and 12 students at School 4 who felt that a lot
of what they learnt at school was useless; they Lind to lcarn in order to pass the Higher
School Certificate but after that they would forget it. Several of these students
commented on the lack of emphasis on spoken corimunicative skills at their schook.‘&jii]
one student commented 'You learn & lot at this school in terms of knowledge butil: that

doesn't mean that once we are out of here we will be able to cope'. Ancther stqden{t

commented that there was not much emphiasis put on communication in the scf}\eci.\

Other students felt that there should be more courses available in human relations; all
of these students appeared to be very aware of the lack of this aspect i therr schooling.

Several of the Year 12 students from School 3 felt that the way in which their
schonl operated, its flexibility in allowing the students to arrange their own timetables,
and the absence of 'spoon-feeding' made them learn to be independent and confident in
eoping with most situations; they felt this was a good preparation for adult life.

Comments on Questionnaire Items

pith regard to general comments on the wording of the questionnaire, the majority of
the >tudents felt happy with most of the items; however there were some eriticisms.
The Year 9 students at both sehools did not like the wording of item 3 'I am popular

with other students” and item 28 'I feel proud of myself’ as thiey thought it made them
. . S
sound vain to answer in the affirmative to these items. )

The Year 10 students were unhappy with the wording of item 10 'l feel on top of
the wurld” s> it was an unfamiliar phirase to the majority of them. Puzzlement was also
eaprussed avout thé®meaning of the phrases 'go my wixy' and 'work my way' {items 8 and
21D

Ihese students were also enitical of the word 'always' 1w itemn 33 'Schoolwork is
alway> interesting’ because as they pointed out schoolwork can never be always
interesting only, possibly, somctunes; this comment was cchoed by students from Year

11

-

The students from Year 11 encountered no difficulties 1 understanding the
questionnaire although some of the students from School 3 said that the questions were
gued but they felt that for sonie of the items their answers did not always fit neatly into
one of the five given categories.

The mugority of Year 12 students disiiked the wording of 'l feel on top of the world'
and several of the students from School 3 felt that some of the Negetive Affect items -
concerned with feeling upset, lonely, and depressed - were too personal and did not have
much to do with school. They felt that outside influences could make themn feel upset or

unhappy and that 1t could not be direetly attributed to something that happened at sehool.
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The outcomes of these group dJiscussions can be summarized in the light of the four

main objectives of this part of the study: the identification of problem items and of
additional factors relevant to the quality of school life, and the investigation of student
interpretations of the key construct items and the r-ascns underlying the responses to
these 1items. As a result of student criticisms some it<ms weic changed when the second
version of the Quality of School Life measure was being developed, and othe. items were
removed, for example, 'l feel on top of the world' was hanged to 'l feel great’, and item
21, T can't get things to work my way' was delefed because the colloquial phraseology of
these two items was unfamiliar to students. [fwo items which referred to 'winning' and
'competitions' (items 29 and 43) were deleted because of their inapplicability to some
schools. Some items were changed because of student objectio‘ s to qualifying words like
'always' and 'very', so that items 33 and ‘36 became T~ interes in the work we do mn
class' and 'I feel lonely'. £

Because of the restricted interpretation by students in the younger age groups of
those ttems in the Opportunity domain which dealt with the relevance of learning, the
emphasis m ths domeain was changed to 'recognition of achievement'; students were able
to apprecnate the concept of school achievement as an identifiable stepping stone to
future achievement. New items were written which emphasized student achievement,
for example, T know I can reach a satisfactory stanaard in uy ‘vork'and 'learning is casy

for me',
One comment frequently made b* students concerned the confusion caused by

negatively worded items, particularly in tryinz to marry the negatively worded items to
the correct agree/disagree response i :.egory - a process which seeme-d to involve a
doubie jump in interpretation. As a result of this criticism, all negatively worded items
were either deleted or rephrased in the second version of the questionnaire. A {urther
difficulty commented on by students concerned those ite ns expressed in general terms,
such as 'students hav? very few rights' - students were uncertain whether they were
meant to reply on their own behalf or on behelf of the whole student body. In the second
questionnaire these items were deleted. .

Except for those items in the Opportunity domain and for students at School 4 who
had problems in interpreting the seif knowledge items in the identity domain, the
researchers felt that the majority ¢! the students had accurately interpreted the key
construet items in accord with the underlying theory.

The students felt that the key factors included in our model were relevant to their
experience and the quality of their school lives and were unable to suggest any additional
factors that affected school life. Student discussion of the Identity concept did lead to
the inclusion of an extra dimensior related to the interaction of self and others,
exemplified in new items such as 'mixing with other peopie helps me to understand
myself’ and T leern tc get along with other people’.
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During  the group discu..ions differing viewpoints on the four dimensions of
schooling einerged. These Jifferences appeared to be stronger between schools than
" within sehiools. Froimn student comments it would seem that the most influential factor in
aifecting students perceptions of the quality of their school lives was in their
relationship with the teaclhicrs. For the student, a positive teacher-student relationship
created a fauvoursble environment enabling the student to expericuce a lugh degree of
satisfaction in the four domains of schooling as deseribed 1n the model.

The discussions with students about the reasons that prompted their responses to
the guestionnaire both iluminates and reinforced the different pictures of the two
scheols that had emerged from the questionnaire unalysis. Further examination of this
pgrocess - the various factors in the school environment tiiat shuped student perceptions -

A 45 possible through the interviews with individual students in the four selected schools.
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CHAPTER 5

INTERVIEWS WITH STUDENTS

Student responses to the questionnaire were tangible outromes of the quality of life
created in each school. To take the case study a stage further we wented to examine
more closely the processes that led to these outcomes, the unseen roots that produce the
visible plant called 'the quality of school life'. It would be useful to know, for instance,
why a student strongly agreed with the statement 'School is a place where I feel
important’ - was it the attitude of the teachers, his friends, or his achievements that
produced this feeling? We thought the answers to such questions would give us a clearer
picture of the Jour domains of schooling and enable us to assemble more detailed Quality
of School Life profiles for the four schools involved.

This chapter describes the method of selection of students for interview, and the
interview procedure adopted; accounts are given of the student interviews, first at the
Year 10 level for all;four domains, and then the year levels within each school where the
greatest difference in domain scores was found. The chapter concludes with a review
statement that draws together the findings of Chapters 4 and 5.

Selection of Students

To give us maximum coverage of students’ perceptions of the four domains we chose
representatives of the most extreme views in each case, as explained in Chapter 3
(p.13). Thus, we found that the greatest differences in mean score responses to the
Opportunity und Adventure scaies were at the Year 10 level in Schools 3 and 4, while the
greatest differences in mean score responses to the Status and Identity scales were also
at the Year 10 level, but in S¢hools 1 and 6. The greatest within-school differences in
the four schools were found in the Status and Adventure domains.

The primary focus in the interview phase of the study was on the ‘representative’
student referred to in the previous paragraph, but we felt it- was also important te
counterbalance the views of these students with other siydents from the same class who
held opposing views. This would give us & answer to the question, 'The majority of
students in this class responded very positively to this domain of schooling, but what
were the reasons for the relative dissatisfaction of the minority?

For each of the between-school and within-school investigations, we selected up to
four students to represent the characteristic response pattern for each class, and up to
three students to represent the opposing viewpoint. The criterion for selection was thet
the student had recorded a higher degree of agreement or disagreement in the relevant

domain than in any of the other three domains. This method of selection would provide
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some guarantee that the student to be interviewed was ot just a student witt:{e;n
extremely positive or negative general attitude, but one who felt particularly strongly
about the ciomain in question.

a3

Interview Procedure

Arrangements were made with the four schools to interview the selected students in a
half-day session of 10-13 minute individual interviews. Some students were absent on
the appointed day, but we were able to interview at least three 'representativ.’ students
and two 'opposing’ students for each category. Each interview was tape-recorded.

At the beginning of the interviews the students were briefly reminded of the
questionnaire and'}told why we wanted to explore the quality of school life concept
further. They were handed a si.eet containing six items from the relevant domain, the
items chosen tclrepresent the essential elements of the construct under consideration.
The stu entslwere told which items they had strongly agreed or disagreed with and asked
if they still felt the same wéy, and then the reasons for the continuing or changed
attitudes were probed. Vlost of the students maintained their original stance, some had
modified their views, and a few huad developed a different point of view and espressed
surprise at their original responses, but after some thought were able to explain the

change. Only one student said 'l didn't really take the questionnaire scriously’. A few
students were in the unique position of recording thie highest degree of ugreement in the

class with one scale and the lowest with another. Somelimes comments were made that
referred to other domains, and these were noted when the interviews were analysed.

In the following pages we present the information culled from thie interviews about
the domains of schooling, the nature of students' perceptions, and the factors within the
school envirenment that contribute most to the quality of students’ lives.

It may be helpful at tlus stage to define ug .in the four domains of schooling as we
conceived them.

Status refers to the student experience of uequiring self-confidence through being

accorded prestige, exemplified by items dealing with feelings of importance,
responsibility, and respect from others.

Identity entails the development of self-awareness in the student und the ability to
interact with others in the context of the school environment, and 15 exemphfied by

" items coneerned with self-knowledge and the friendliness of other students,

Adventure encompasses the.student experience of involvement in learming achieved
through self-motivation and support in the learning situation, exemplified by items that
concern interest in schoolwork, satisfaction derived froin schiculwork, and the expression

of support from teachers.
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Opportunity relers o student feelings of auequacy in the learming situation and a
resuitant confidence In future acliievement, helped by meritoeratic trcaftmcnt'in the

classrooin, exemplifica by itens that deal with the ability to cope with schoolwork, the
-

o

usefulness of learning, and the {airness of teachers. -

Between-School Differences: Year 10

-

The four domuins are wiscussed unaer separate headings: within euch domain the
relevant churacteristics of tiie most supporiive and least supportive schools are
deseribed, inelwhing the views of the students chosen to cou;ter-bnlunce the prevaling
trends. ’ ’ ) ‘
The difference in the level of agreement with 1items in ldentity AHC{.Sldlus for
Scaools 1 anu 6 was 23.9 and 19.5 per cent respeulvdy, while the difference between
Schools 3 and 4 1n »deenture and Opportunity wab 31.6 and 30.0 per cent, ¥
The comments from students f{ocused on three items, those concerned with acting,
responsibly, fochéxg inportant, and being treated with respeet. Students from Sehool 1,

representing a lugher degree of agreement witn the items, hud soinethuig to suy about

_each of the three items, but School 6 students were almost solely concerned with

;xp{aming why they aid not fegl important.

"Acting responsibly’.  School 1 students felt they acted responsibly Decause they

were treated as adults by the teachers and responded by behaving in an adult and
responsible manner. The students teit that their teacliers were consciously preparing
them for the time when they would be out on their own. Of the two dissenting students
from Sechool 1, one mouilied ner statement by saying that scme teachers did make her
feel responsible, and the other put her negative response down 1> the fact that she had

been given a detention on the day the questionnaire was admimstered.

'Fechng important'. The studeats at School 1 all said that they were made to feel
important because they were treated as individuals by the staff - 'All the students

matter to the teachers here. It doesn't matter if you are an E grade student, theyl try
and help you along', 'You're never made to feei left out by teachers or students', 'The
tenchers make you feel that what you think matters' (this comment was made by a
supposedly negative student). Another student, who had said she did not feel irﬁpor!ant
or confident, explained that it was not the school's fault but just her nature - *this school
nakes you feel confident more than any other school could'. Student opinion in School 6
was that nobody was given really special attention, that some teachers just disimissed
some students' work, and that it was the students who did well in sport that felt
important. It was commented that students who did not do w\éll in tests were teased by
42
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other students, und that the non-Australian students were excluded by tlie Australian
students. One girl had modified her views and felt that more teachers seemed interested
"in what she was doing than at the beginning of the year.

'‘Being treated with respect’. Students in School 1 felt that all students were

respected at tueir school and that 'the way you are treated is the way you'll respond'.
Student teasing was mentioned again in School 6, and the comment was made that
"Teachers are more important than you are, so you respect them, but you don't expec,t to
be respected back'.

To summarize the differences between Year 10 students in the two schools: in
Schoeol 1, the self-confidence of students was enhanced by the encouragement and
attention given to them\”’by the teachers; becauvse the students were treated with
consideration and respect they behaved in a responsible manner. In School 6, low
achievement in sport or work seemed to have a belittling effect on students; there was

not a marked feeling of mutual support between students and teichers.

Identity /
* Student comment centred on three items: 'School is a place where ... | learn a lot about

myself; I feel proud to be a student; other students are very friendly'. School 1 students

lad more to say about the items than Schiool 6 students.

.

'Learn about mysalf'. School 1 students itemized ways in which they learnt about

themselves - they felt they {e/a‘r'nt by their mistgkes, learnt what they were capable of
doing and how they fitted in with other people. One student disagreed and said that even
in religion they dealt with external not internal things. School 6 students felt that =y
learnt more about the subjects than the, did than abaut themselves, and that their school
was ot a place where you came to learn about yourself - although, on reflection, they

thought that a school should help you to do this. .

N

'Proud to be a student’. Students in School 1 spcke of a feeling of closeness to

others, 'like being in a family', of pride in the heritage of the school, and of the good
opinion of the schiool held by people outside it. In partial disagreement, one student said
she was iooking forward to leaving school, and another felt frustrated because the
Students Representative Council was 50 powerless. School 6 students felt they would
take more pride in the school if teachers spent more time with individual students, and
one student said "Most veople don't feel proud to be students, do they?'

'Friendlv students’. Students from both schools said that in an all-girls school,

girls tended to be more catty and to fight more. Students in School 1 were very positive
about the social attitude of other students - 'The girls are really friendly and supportive',

'We know everyone, not just in our year, but in the whole senior school', 'Everyone gets

L
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along with everyone ebe, that’s one of the tuings about Ui school's They commented

also that teachers were concerned anug involvee with studants, snd that the school

emphasized in its religious education 'tiat we should aceept otheg pewple as they are, and
students generally do’. A student who had shown u negative attitx%& at the beginning of
the yeur explamned that she haua n the past Luu trouble fitting in with other students
because of different interests, but that she was now . arning to be rr\i re adaptable, and
that being on the school magazine committee had drought her closer ty other students.
At School 8, one student said she had & lot of friends, but could not eiaborate further; an
Australian-born stuuent said 'People don't want to ye {riendly with, 1or e\ﬂr\ple, Turkish
Kids because they're different; and the school doésn't really try to ma' : xB{ mix with
other people'. \

To summarize the differences between Year 10 students in the two sehdols: the
analogy of a family seemed applicable to Sehiool 1 - a feeling of closcness and support
that crossed barmers of age and position, the consciousness of a heritage; students also
felt the school offered them the opportunity to acquire self-hnowledge und aceeptane
of other people. Pride in the school und tl.le acquisition of -elf-knowledge were not
experiences connected with the school environment i School 6; iere appeared to be
some racial barriers among students, and a lack of encuuragement to leary tc accept

other people.

Adventure

Students in Schools 3 and 4, who were the interview subjeets for the Adventure and
Opportunity douizins, had most to say about the Adventure items concerned with being

interested 1n schoolwork, getting satsfaction from the work ana teachers lm\mg}

personal interest in helping with school wark.

‘lntere‘st in the work'. Students at School 3 said that they found the work

interesting because they were given plenty of choices of things to do, and because there
was a freer approach to work at thewr school - 'You can do the work by youx'self it's not
forced on you'. One dissenter said that it was not the teacher's fault that the work was
not interesting; 1t was because ne found some of the topies boring and pointless. Several
students 1n School 4 found the work boring too, either because they had difficulty in
understanding it or because somc teachers just worked out of boks and did not seem
interested themselves.

Satisfaction from school work'. One student from Schnol 4 objected to the

repetitive nature of the work - "Too much of the work we do is a rerun of what we've
done before and that's not very interesting or satistying'. In contrast, a student from
School 3 cummented that 'when you just copy things off the board you don't really feel
you've done something by yourself. But 1f you do an essay and go down to the library to

44
/
{

Y4
s




E

O

Tind ol Ling, s oid Leel Hae you've wone ~oaetinng.  \And that's how you imostly work

here'.

[

TLeacners tane  personal erest a1 nelping’.  All students froin School 3, even

those who ¢pressed ey itlive vicwpoits in other ttems, came out strongly 1n support of
e teseners - The teacuers tave o joou rcdationstilp with all stuuents and will talk to
» U Dot dny proviems you huve, i sehool or outside’, "Thesy're not just teaciiers, they're
[riena~', ‘They really help you to wo what interests you', 'Tucy try to get -.;vcryl)ody to do
t Ltte ot of talung, not just a couple of people domg 1ll the tlning'. Students in
School 4 were a little ambivalenty they [elt that some teachiors were helpful, but most
were remote and unapproachable out of eliss time, and in elass 'vou've alwnays got to go
out to them to ash for help, tiley never cone to you' and ~ome of the teachers put
the nselves on u higher level and that doesn't help wmueh'. Three students in Sehool 4 said
that 1 they were wole to ehange any thing 1n tie school tuey would ehange lnc‘leachers'
attitudes so that there would be better teacher-student relationships.

To >ummarize the differences between Year 10 students i the two sehools: a free
and varied approach to learning and 4 coneern for il stusents charaeterizea the teaching
in School 3 and elicited nterested participation from students w the learning
experience. Student interest was stultified 1n School 4 oy Loring und 1epetitive work and

lack of attention froin teachers.

Opportumity

The tnree items tial drew comments from students were T kinow how to cope with the
work', ' can see that what | learn will be useful to me later on', and 'Teachers are fair
and just. As with Adventure, students ! ; most to say about the item concerning

teachers.

‘Cope wilh tiie work'. A student in School 3 saiu that the reason he could cope

with the work was that he was not subjected to pressure :n any form, which eased his
worty. Students i School 4 found it hard to cope for various reasons: 'l don't think it's
me, I thuns 1t the way things are taught. They could be more helpful to you and explain
i~ vetter 'Its nard because if you do your best the teachers just say you have to do

better: 'It would be good if we had more guidance in how te~Tope'.

Tuings that will be useful'. Students frofn the two sehools focused on different

typos of 'useful things’; in School 4 students spok\e of academic lea~ning and in School 3
ol social saills. One student in School 4 felt that Science and Mathematies would be
useful to lnm, w~hule others thought that many of their subjects were useless and
irrelevant., A stugent n School 3 said The most useful things ['ve learnt are to be
responsible, to have confidence in inyself, and to relate to people. What good is it if
you'rc very brawny ip Maths if you can't communicate with people. Here you learn to do
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potn'. Others abo referred to the importance of learning how to relate to people, and
one said ' don't intend to leave school now, but if { did 1 feel I could get on because of
the good two-way relationship we've had with teachers - [ can now go out and talk to

anyone'.

‘Teachers are fair'. A couple of students at School 4 thought that teachers were

'mostly fair', but most felt that teachers did not treat them fairly, and the unfairness
was manifested in a number of forms: "The teachers ‘make you feel iaferor, they trrat
you as real low-class things'; "Teachers have got theis views and you can't argue. If you
disagree with them they get mad at you'; "They haven't got th time to give you. They
only lihe people who are éood at their work, 'Everyone would get along a lot better if
the teachers tried to work with us as well as us wobking with them'. On the other hand,
the students in School 3 felt th\at justice did prevail in their classrooms. Some examples
of their coaments are: 'If you've done something wrong, the teachers take time to
explain 1t properly's 'They spend time with you out of class as well as in ciass. You are
treated as an individual; 'At other schools it's run like the teachers gre the king: and
we're the poor people, but here it isn’t, we're sort of equal'.

To summarize the dif ferences between Year, 10 students in the two schools: School
3 students felt that teachers were open-minded and equable in their treatment of

individual students, and stresses the future value to them of communication shills learnt
at the school. An autocratic approach characterized much of the tesclung experienced

in Schioor 4, and students felt that much of their learning would not be useful to them

later on. Y

Within-School Differences

The findirgs are presented in the same manner as in the preceding section, under domain
and item headings. Only two domains are discussed, Status and Adventure; it 50
happened that the greatest differences i mean scores between year levels in the two
high-scoring schools (1 and 3) lay in the Status domain, and the greatest differences in
the low-scoring schools (4 and 6) were in the Adventure domuin. The year 153&;\

. differences were less marked in the high-scoring schouls (in percentage agreement of

15.9 and 18.4) than in the low-scoring schools (differences of 35.4 and 28.5).

In two cases where Year 10 was involved we used the information from interviews

taped for the between-schools comparison, reported in previous sections of this chapter.

Status: School 1, Year 10 and Year 11

Although the Year 11 students showed the lowest level of agrecment with Status items,
they had far more positive than negative comments to make about the operation of this
construet in their school environment, and tended to attribute their critical responses to
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factors uther taan the afluence of the sehool. The items under consideration were tihose
3

concerned with feeling responsible and important.

'Acting responsibly'.” To recapitulate the Year 10 comnments: these students felt

that they were treated as equals by the teachers and that they responded to the teaclhiers'
expectations of them by acting responsibly. Of the Year 1! students, one felt she acted
dacconany to her own personal standards although she acknowledged that she was
influenced by the school's empnasis on responsibility; another student said she
sometimes {ritteted her tine awz?i\ and was too lazy to become involved 1n committegs,
both o{ whieh acuions she felt showea a lack of responsibility; a third student
commex;ted that "some rules restrict you, but when you tinnk about it, it's for your own

good',

'Feeling important'. Students from Year 10 and Year 11 agreeu that all students

mattered to the teachers in their school, that all were treated as individuals (helped by
tile,smull numbers in the classes), and that other students were supportive as well as
teachers. One Year 11 student explained that the teachers were helping her to regain
the confidence lost in first term because of absence, which lud led her to respond
negatively to the questionnaire; another Year 11 student who did not consider herself
important said that shie was "just the sort of person who lixes to be in the background'.
Some genéml comments on the school made by the students referred to its caring
atimosphere, the underlyig emphasis on Christian values, the high academic standard,
and the feeling of a living trédmon that managed to incorporate the new while

maintamning the old.

Status: School 3, Year 9 and Year 1L

The lower level of agreement in the questionnaire responses of Year 9 students were
explained in part by the difficulties experienced by this cluss with a particular teacher;
iater in the year the teacher was given a different teaching aliocution which led to some
modification in students' attitudes in the interviews. Lven so, the most important factor
in estadhishug status for these younger students seemed to oe the attitude of peers

rather than teachers.

'‘Acting responsibly’.  Year 11 students felt they acted responsibly beeause the

teachers trusted them and put the onus of respousibility vn to the student. Two students
contrasted this school with thewr previous schools: 'At the other school they had
ridiculous rules. The rules they have here they have for good reasons’; 'At my old school
nobody cared about work or the school because the teachiers weren't inuch help, and the
school grounds were a mess, and all the girls wanted was to get out of school and get
married. Here the teachers help you, the schiool is so clean, and the students seem more

mature and can discuss things, and it all makes you want to work'. Some Year 9 students
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fe't that they were stopped from acting responsibly by their friends who did not want to

work. One Year ¢ student commented that 'people outside think it's a slack school but

it's not. You learn to be responsible here'. P

'Feeling~ important'. The prevailing feeling among Year 11 students was that it

was the teachers who made them feel important because of their friendly and concerned
attitude - "The teachers understand that everyone is different’, "They make you feel
welcome, will talk to you and help you in their own time', "The teachers treat you all the
same, as a person not just a stupid little school kid:. Year 9 students felt that it was

mostly their friends rather than the teachers who made them feel important.

'Being treated with respect'. Year 9 and Year 11 students agreed that the

teachers in their school did treat them with respect. Two Year 11 comments were that
The teachers respect your work in class and they respect your habits and interests out of
class', and 'The teachers treat you as a person - at my other school the kids were just like
ants'. There were references at both vear levels to respect and friendliness at their own
yéar level but some friction between higher and lower forms.

Some general comments made by students about the school included the emphasis
on the development of independence, a knowledge of oneself and one's capabilities, the
importance of communication, and the lack of emphasis on competition. There were

numerous references to the hostile attitude of outsiders towards the school - 'Y ou hear
dreadful stories about the school, and everyone is scared in Grade 6 before they come

here' - which made the students want to spring to the school's defence and dispel the

myths.

Adventure: School 6, Year 10 and Year 12

Mnterest in work'. Year 12 students agreed that the work was interesting, but their
interest derived from varied sources - the subject content, self-motivation, the teachers,
the subjects' relevance to life out of school. A couple of Year 10 students found the
work interesting, one bacau$e of the teachers, the other because of her father's influence
on her, but other Year 10 students felt that tne subjects were of no use to them, that the
work was too repetitive, and that 'the work is not interesting because the teachers
choose the subjects and the curricufum for you - our wishes are ruled out'.

*Teachers take a personal interest in helping'. Year 12 students all felt that the
teachers in Year 12 were very helpful and persenally interested in their students ('maybe

because they want a high pass rate') to a greater extent than they had been at other year
levels. They did not feel there was much time for discussion or expression of opinion -
It's all Jaid out in a certain way and that's how it's got to be if you want to pass'. Year
10 student opinion was divided - some felt that the teachers tried to explain things and
help students, but others felt that the teachers were not friendly, did not have time to
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give individual attention, were impatient with slow workers, and did ot commwunicate

well with students..

.

Adventure: School 4, Year 10 and Year 12

The differ/ence between Year 12 anu Year 10 students in Sc ool 4 in the Adventure
domai/nvés the largest in any scale in any of the four schools.

Interest in work'. Year 12 students agreed that they found the work more

interesting in the current year than in previous years, which they attributed to 4 change
in teachers' attitudes as well as subjert cuntent and self-motivation, In addition, they
were conscious that they were at tae inating point of their student careers in a
school where great emphasis was placea on academic achievement. Lveul studx.nts on
whom this academic responsibility lay rather heav:ly at the beginning of the yeur (at the
time of questionnaire administration) had settled down by mid-ycar and were finding the
work more interesting. One student still felt a sense of unease - 'T sort of feel like a
vietim of this school's academic reputation; if you fail you're letting thie sclool Jown'.
However, the view of the majority of Year 12 students is contained in the followiig
comment: 'The teachers in HSC treat you as more than just a student, which nakes
learning more interesting. In the lower forms ihere's ns communication with teachers,
but it's differert in HSC because the school largely relies on its icademie record. Now
the teachers really care about you. I don't think students at other schools get as much
out of their HSC year as we do here'. Students in Year 10 thought inuch of the work was
boring and repetitive, and some found it difficult to understund; they felt thu_t} the

teachers did not try hard enough to inake the work interesting for them.

'Teachers take a personal iuterest in helping'. Acconding to one Year 12 stuuent,

The teachiers help you because tney want you to get through’; athers suid agamn that
there was 4 much closer and more fruitful relationship between tcachicrs and students in
Year {2 than in other years, ulthougll taere was not much contact with te: hers out of
cluss except for specifie consultation apout work problems: 'There should be more social
involvement uetween teachliers and students. [ hnow we haven't really got the time,
which 15 a pity, because lt \vould be reully good to get to know the teachers better'.
Year 10 students felt that aome- teachers treated the students .5 inferior beings, were
inaccessible, and did rot take a pu sonal i=* est in their students.

General comments from studens all centred on the school's enphasis on ueademic
achuevement and a lagh Higher S(*hoo/}(fertiﬁcate pass rate; this seemed to creatc a
clinate of success and reassurance in Year 12, but it engendered feeiings of resentinent
and dissatisfactior in the lower forms.

O
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Review

Through the group discussion. (deseribed in Chapter 4) and the individual interviews we
hoped to ootawm nformation about tne processes of schooling that prod\jce student
perceptions of the quality of thcwr school lives. The information that we acquired has
given us soine answers, briefly sumtmarized below, to the following questions: Whet arc
the key factors in the schiool environment that centribute to students' perceptions of the
four domains of schooling” What more can we find out about differences in pereeptions
petween year levels? What are the factors in the environments of Schools 1 and 3 that
produce such relatively high levels of student satisfaction, and, in Schools 4 and 6, lower

levels of student satisfaction?

Domains of Sehooling

Status, The-tespect and trust of teachers, the support of other students and
;n——‘“-sx g
f[‘lf{]db were the wajor factors that contributed to students' feelings of prestige and
self-assurance. Apposite school rules, the assumntion of leadership roles, and

peticipation in curriculum planning also plaved some part.

~

_l_‘iﬂ‘ﬂﬁ.‘i Ihe school's reputation and tradition gave rise to students' feelings of
pride in thewr school. Awarcness of self and others was acquired through the
encouragement of persunal development Ly teachers, having the opportunity to explore
the nature 2nd extent of one's capabilities, and learning acceptance and tolerance of

other people.

Adventure.  Sclf-motivation 1n learning was ereated und maintained by teachers
catering for inuividual neegs, offering a range of activities, varying methods of
oresentation, eneouraging ndividual mitiative, and being available to students both in

and out of elass.

Opportunity. To enabie students to qualify for future opportunities, students
needed to acquire scademic and social skills that would be relevant to life in the world
outside school, and they needed teachers who were patic t, open-minded, and

even-handed 1n their treatment of students.

Year Level Differences .

Status. Feelngs of importanve and responsibility ~eve governed mainly by the
attitudes of friends and other students in Years 9 and 10, but teachers and personal

academic standimg h .d most influence on students in Years 11 and 12.

Identity. Students at 41l four levels seemed to be equally conscious of the effect
of the school environment on the development of self-awareness, awareness of others,

and identification with the school.
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Adventure. More interest was expressed in work by students at tugher levels
{particularly Year 12) than at lower levels; interest at Year 12 was Jderived fro.n several
sources (teachers, subject content, subject relevance, self-motivation), whie the
attitude of teachers was the principal factor governing the level of interest in younger
students. Aii students at Year 12 expressed confidence in their teachers, but students at

other levels tended to be ambivalent about their relatiunship with teachers.

Opportunity. Year 12 students were more critical than students at other levels of
the relevance of their school experience to adult life; these older stuaents were far
more likely than those below them to have established an interactive relat:onship with

teachers in the c'assroom.

Between-8chool Differences R

~

Status. Student feelings ot?satisfaction in this domain were gauged by the extent
to which feeling- of personal importance and a sens¢ of responsibihty were encouraged in
the schools. In Schools ! and 3, the high scoring schools, students' feelings of personal
importance were felt at all year levels; such feelings stemmed from the teachers'
knswledge and understanding of each individual in thew care and from thie support of
other students. In Schools 4 and 6, the low scoring schools, feelings of personal

importance were ascribed to certain individuals only: in School 6, personal importance
was linked to sporting or academic success; in School 4 1t was directly related to

academic perforinance at Year 12, leaving students at other levels feeling soinewhat
inadequate and deprived of support. To stu.cnts in Schools 4 and 6, the development of a
sense of responsibility was not an essential part of thieir sehool experience, but students
in Schools 1 and 3 felt they were encouraged to develop u sense of responstbility through
the presence of sensible rules, the trust shown in tiiem by teachers, and, 1n School 3,

participation in the planning of their education.

ldentity. In this domain, the devclopment of self-awareness and the socialization
process were the measured factors that contributed to the satisfaction of students. The
concept of ihe school s an appropridate environment for increasing self-knowledge was
foreign to the thinking of students in Schools 4 and 6, but students in Sehool 3, who had
achieved particularly high secios in this domain stressed the importance placed on

personal development in th>ir school and were aware that through their’ sehool lives they

were constantly learning about themselves and how they could relate to other people.

With regard to the friendliness of other students, students in School 4 felt that thei s was
not a close-kmt school and that academic progress was more wnportant than friendship;
on the other hand, School I students regarded themselves as u family and felt that the
religious background of the school fostered an understanding of othier people, and Sehool
3 students, despitc some inter-form clashes, felt that theirs was a democratically based

aud aceepting community.

-
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Adventure. Student satisfaction in the Adventure domain dependied on interest
manifested in schoo) w. "k and support provided by teechers in the learning situation. At
both the low scoring schools, work interest ana teacher support were commonly. found
only at Year 12, while students at other levels found the work nfien dull and irrelevant,
and they reported varied reactions from teachers - some they found helpful and friendly,
others uninterested, intolerant, and inaccessible. In the high scoring schools there was &
more uniform t sponse across year levels: students in Sehool * felt that their enjoyment
of lea .ung was enhanced by the staff's policy of keeping classes sma'l and catering for
the individual needs of students; students in School 3 fel} they benefited from the ’reer‘
approach to learming 1n their school, varied teaching methods, and the strong and
supportive interest of the teachers i~ all aspects of their students' lives.

Opportunity. The creation of opportunities for future suceess was dependent on
feelings of student satisfaction with the relevance of the learnmy experiences they
encountered, and the fairness of teachers. As far as relevant learniny was concerned,
tne difference be.~een high and low scoring schools was not in the abiliv; of the senooi
to provide them w..h appropriate academic qualifications, but in equipping them with
wider-ranging skills: students at Schiool 4 felt that they acquired a lot of krowledge but
that much of it would be trrelevant later on, and they bemoaned the lack of training in
communication skills; students in School 3 felt that their school equipped them well for
tne outside world by training them to be independent and to communicate with other
people, and by giving themn the opportunity to take part in work experience programs.
Opinions about the fairness of teachers matehed other student perceptions of teagher
pehaviour - students in Schools 4 and 6 felt that some teachers were fair minded but
others were unduly superior and tntolerant, while studeats in Schools 1 and 3 found their
teachers patient and understanding.

~ -
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CHAPTER 6

FEEDBACK TO SCHOOLS

One of the aims of the case study was to ’feed back information to the schools about
students’ perceptions of the quality of their school lives, and to note the outcomes of the
feedback. One of the characteristics of a case study is that it may be seen as a 'step to
action', beginning in a world of action and contributing to it (Adelman et al., 1976). We
hoped that the Quality of School Life informatjon fed back to thc case study schools

would provide such & contribution.

Nature of Feedback

When the seven schools agreed to take part in the case study they were sent a document
which explained the theoretical‘uasis of the Quality of School Life Study and the purf ose
of the case study, together with the results of the survey of 14-year-olds.

The next contaet with schools too.k the form of talking to the principals and some
members of staff about the project in more detail. Quite lengthy diseussions ensued, as
all school personnel present expressed a keen interest in the quality of school life
concept, and the development of a measure and its applicability in the school context.
Various uses were suggested for such a measure - as a discussion topic in Social Studies
or English classes, as a counselling aid, and as an input to staff discussion of students or
school policy ip that it could provide information about student attitudes from a source
other than the usual (subjective) teacher source.

Researchiers talked about the study to a wider range of teachers during and after
the administration of the questionnaires in the schools, und all but a very few showed the
same sort of interest and enthusiasm as the smaller staff groups in the first school visits.

Over the next few months results of the Quality of School Life questionnsires were
sent to the schools in several forms: frequency counts of item responses in the five
response categories expressed as percentages for the four levels within each school
(received only by that school) as well as the average for all schools; bar graphs (Figures
3.1 and 3.2) to illustrate the effect of school, year level, and sex on the seven dimensions
of schooling measured by the questionnaire; and a table which listed, for each schoal,
the mean scores for the seven dimensions at each year levei within the school.

These three documents provided schools with information apout the perceived
quality of school life of their own schools in relation to othe. schools, both at the level
of general scores for the seven dimensions afd at the individual i*em level; in addit.on it
enabled schools to compare the patterns of response at different year levels within their

own schools.
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Shortly ufter sending the final piece of information, the researchers visited schools
to lielp principals, viee-principals, and interested staff members interpret the results and
to diseuss aith them the unplications of the results for their schools. Even the personnel
fro. low-scoring schools showed a readiness to discuss the results and an interest in
tincig out more. Because of the interest expressed by schools, more detailed
.nformation a.out tndividual school performances was extracted from the data and sent
to the schwools 1n the form of a table which listed items under dimension headings and
identified those iteins for which year level sgreement responses in a school were at least
10 per cent above or below the average responses of other schools.

Finally, eachi School was sent u brief interpretative statement about the documents
they had received which summarized year level and school chiaracteristies, from which

the following excerpts are taken.

Sctiool 1. Compured with students in other schools at that level, Year 9 students
were 1N strong agreement with items in the Positive Affeet, Opportunity, and
Identity categories; they had a good relationship with teachers, displayed pride in
self und school, showed they had achieved social acceptance and enjoyed learning.
Year 10 students showed a very high level of sgreement with items in all
categories but Adventure; they displayed confidence in their ability, they
developea feelings of self-worth and self-awareness, wore well-treatad by
teachers, but lacked confidence in their relationships with other students. Year 11
students' responses were close to the average responses for that year level, except
that they showed a markedly high general satisfaction with school and felt they had
learned a lot apout themselves; along with Year 12, they were much less inclined
to feel that teachers were friendly to them in class than their equivalents in other
schiools. Year 12 students felt that the school helped them to develop good
relationships with other students and to know themselves better, but they showed a
certain lack of confidence in themselves and their teachers. Overau, students at
this school seemed to really enjoy being there, felt that their teachers were
communicative and peer group receptive, and that the school helped to develop
self-knowledge and made work seem worthwhile.

Sshool 2. Looking at the profiles of the four year levels at the schocl it would
seem that, compared with the students at the other schools, Year 9 students feel a
little more intunidated by teachers and other students, but feel happier about
school in general; Year 10 students seem to have stronger feelings about the
inflexinlity of teachers, but have developed some confidence in themselves.
Comnared to their counterparts in other schools, students in the two senior years
seem to show a more positive attitude towards school than the younger students:
Year 11 students seem to derive more satisfartion from social interaction and the
learming situation and have developed some confidence in their own ability,
¢ Ithough they feel less happy about their relationship with teachers; Year 12
s-udents sppear to be more confident about their scholastic ability although they -
have sotie reservations about their relationship with teachers. Overall, the
students seem to have developed some confidence in themselves, but they do not
feel that they are well-treated by teachers.

Schoot 3. There are two items (42 and 50) where student responses are above
average at ull year levels, indicating that, according to students, this school is a
slace where the rights of students are considered to be important, and where
students value the two-way communication established with teachers. Students at
turce levels indicate particular agizement with items 32, 27, 16, 46, 1 and 5. This
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scems to show that students feel they are responsible people, trusted by teachers,
and encouraged to find out things for themselves; that teachers treat students
witn friendliness, fairness, and understanding; and that there is an atmosphere of
friendliness among the students in general. There were two items where student
responses at three levels fell below the average (4 and '5) - these students did not
see the value of the things they learn at school, and did not think others saw them
as important people. (We have ignored the items dealing with competition, because
this criteria does not seem to apply at this school and students experienced
difficulty in responding adequately). Years 10 and 11 seem to derive particular
pleasure from the work they do and from their relationship with teachers (see
Adventure and Opportunity responses). The overall impression i1s of a school that
develops independence of thought, a spirit of friendl. »ss, and a particularly
positive teacher-student relationship.

School 4. Compured with their equivalents in other school : Year 9 students show
a lower level of agreement with items in the Status ain. Identity categories,
pointing to a low self-opinion; Year 10 students show a lowe: level ot agreement
with more than half the items in five of the seven categories, particularly in the
Adventure domain - these students do not enjoy sechool work or see its relevance,
have Docr peer and teacher relationships, a low seif-opinion, and feel they
generally cannot cope; Year 11 students do not like school, and have a low
sell-estimate of ability, but they seem to be more successful with school
socialization processes. The responses of Year 12 students seemn to indicate that
they feel that they are successful at school and have achieved a position of
prestige to a greatar exteat tian their peer group at the other schools? fer no item
~ere Y. 12 responses moar ‘han 10 per c2n’ below the all schools average, just
as for no item were Year 10 students more than 10 per cent above tiie all sehools
average. Overall (and excluding Year 12) only two items elicited a uniformly high

or low response across year levels, and these indicated that students found teachers
inflexible and learning not enjoyable,

School 5. Compared with the students at the other schools: Year Y students seem
to bersecially integrated, but without a high self-image; Year 10 students seem to
have a more positive attitade to learning and its value, but tend to have lower
assessment of their status in the school; Year 11 students sre more certain of
their competence although the socialization component of thewr school experience
seems tQ be less effective. The latter statement about socialization also apples to
Year 12 - these students react in the same way as their peers in other schools to
participation in the learning experience (that is, they derive more enjoyment from
it than do students in lower forms); they express rather more confidence in their
teachers but not in their assessment of their own ability to achieve nor in the
relevance of learning.

School 6. Compared to tneir counterparts in other schools: Year ¢ tudents seein
to display more confidence in their own ability and status, .ore enjoyment of
learning, and they have better relationships with teachers; Year 10 students have
mixed feelings about their ap:lities, do not feel as happy about their relationship
with teachers, and express more disenchiantment with school in general; Year 11
students express more enthusiasm about schoolwork and their relationship with
teachers, and have a more positive general attitude to the school. Year 12
students appreciate the opportunity they have for interaction with teachers, and
feel that their status in the school is recognized, but, compared to Year 12
students in other schools, they seem to lack confidence in themselves and their
ability.

There are three items which evoke positive responses, compared to other schools,
at three of the four year levels, and thus may be seen as representing a particular
feature of life for students at your school: item 21 indicates that the students fee:
they have a hand in shaping their destinies at school, und items <1 and 27 scem. to
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indicate » friendly ahd open relationship between teachers and students (with the
exeeption of Year 10 students).

School 7. Year 9 responses in the Status domain tend to show & higher level of
agreement than the all schools average for that level; they display & confidence in
themselves and their abihity; thcly seem to be split in their attitude to teachers -
they appear to have a good relattonship exeept in respect to the marking of work.
Year 10 students have a very positive attitude to school, particularly in the
Adventure category, showing high self-esteem and a good relationship with
teachers and peers. A general lack of interest in school pervades the responses of
Year 11 students, & low involvement in the socialization process, and a negative
attitude to teachers. Year 12 students seem to feel that school is restrictive and
iwrrelevant, and they do not feel successful in social relationships. Qverall, although
the students in this schooi seem to develop a certain independence, they feel that
the sehool does not make it easy to get to know oneself or to establish good peer
relationships.

School Aims

During our visits to the schools we had collected any documentation that was available
on sehiool aims. We had hoped to compare the questionnaire outcomes with the stated
aims of each sehool in arder to provide additional feedoack to the schools, and to further
our own research purposes. In the initial planning stages we had thought we might find
scheo.. that produced particularly high responses in one or other of the domains (a
'Status' school or an 'Adventure' school) and we would then be able to examine the match

wit school aims. As 1t turned out, all schools followed the same pattern, with Identity
responses recording the highest level of agreement and Adventure the lowest, so no

attempt could b: made at matching aims. Nevertheless we thought it could be
worthwhile to look at school aims in the light of particular characteristics of schools
that emerged from the questionnaire analysis.

Unfortunately this proved to be an unprofitable exercise - some of the statements
of aims were too short and general to be of use, covering the familiar ground of the
academie, social, physical, vocational, aesthetic, and religious (in schools with church
affilations) aspects of individual personal development; other statements were SO
detailed and all-encompassing that 1t was difficult to identify the real priorities of the
school as a functioning unit.

One school, School 3, did have a short statement of aims thet contained specific
aims that were not found in any of the other school statements:

To astabhsh and maintain co-operative, friendly and supportive relations between
staff and students.

To foster co-operation rather than competition in learning experiences and to
enccurage students to become self-disciplined, self-motivated and adaptable.

To alow sti'dents to take part in the development of their own education.

To place respect for the individual at a very high premium.

The results of the case study would seem to indicate that both teachers and students at

this school were aware of these aims and striving for their realization.

w
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Outcomes of Feedback

Staff in most of the schools made use of the infcrmation given to them about their
students' perceptions of the qdalxty of their school lives. Several teachers reported to us
that they had used the Quality of School Life concept or students' own responses as &
lesson theme. Four schools used the information as a basis for discussion in staff
conferences; some of these schools were involved in the development of new statements
of school policy and founu tie guestionnaire results a valuable source of information
about student attitudes.

One of the researchers was invited to attend an all-day staff seminar in one sehcol
to explain and discuss the school's results, and found the staff very receplive and
interested in talking through thie implications of the results. In this school, as in the
others, responses to some items reinforced the beliefs of staff members about the
attitudes of their students, while other item responses surprised and, in some cases,
dismayed them. It was this last type of reaction in particular that formed the basis for
use ful discussion.

The vice-principal of one of the lower-scoring schools deliberately provoked heated
staff discussion by pinning up a list of the most negative responses from his school's
students, anda was pleasey with the hostile reaction it received, which he hoped would
lead to a rethunking of the school's educational role and the role of staff members within

it.
Another school, a hugh-scoring one, was particularly keen to obtain a more detailed

response analysis and a written interpretation of results, to use both as a basis for
extended staff discussion, and as information from an objective source to aid the school's
public relations work in the local (and often hostile) community.

Thus 1t would seem that the feedback to the schools of information about student
perceptions of the quality of school life served a variety of purposes, from pedagogy to
propaganda. From the positive reaction of schools to the project, it is probable that the
questionnaire, when it has undergone its final refinement, could provide schools with an

instrument that eculd make a useful contribution to school development.
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CHIAPTER 7

CONCLUSION

In this chapter the findings of the various aspects of the case study are drawn together
and summarized, and the implications of the findings are considered in relation to the
main Quality of School Life study and with regard to possible directions for future
research.

Taking the Quality of School Life instrument as a starting pvint for the case study,
we sought to identify the differences and siinilarities in the quality of school life over a
range nf year levels in seven schools, and to investicate in soine detail in four of the
schools the processes which lad to the formation of student perceptions of their school

lives, particularly in the arcas covered by the four domains of schooling in our model.

Fulfilment of Case Study Oblec'tives

In Chapter 2 the objectives of the Quality of School Life cdge study were stated, and
some of the rescarchers' expectations in relat’on to the objegtives were discussed., To
what extent have these expectations been fulfilled?

OLjective 1 concerned the differences between schools w the quality of school
life; 1t was conjectured that sex of student, type of school, and the nature of the
teacher-student relationship were threc variables that could be responsible for such
differences. The questionnaire date analysis showea that there were differences
between schools: the sex of students played some part, in that girls’ scores were higher
than boys' scores in six of the seven scales; in our very limited sample, type of school
attended was not a determinant of quality of school life, for both government and
non-government schools produced high and low scores; the nature of the teacher-student
relationship was shown to be an important factor in distinguishing between schools,
influencing student responses in all four domaiis. The nature of the differences between
schools 1n the four domains was not such that it could produce a 'Status school' or &n
'Adventure school' as we had hoped; all schools followed u similur pattern, rating
1dentity items highest and Adventure items lowest.

Year level differences in the quality of school life were referred to in Objegtiv'e 2;
it was expected that changes would occur in the perceptions of students as they
srogressed through the school and again when they left it. On the basis of past research
findings, a more negative attitud;e was expected of students in Years 9 and 10 than in
Years 11 and 12. Year level differences did emerge, although no regular pattern could
be observed over the seven scules, except that differences were most extreme dat the
Year 10 level. More sense could be made of year level differences i a consideration of
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specific items or clusters of items witiun tie seales. Thus, teacher-student relationshups
were seen as closer and more fruitful 1n Year 12 than at lower levels, and
self-confidence increasea as students Jrew olde.r, but Year 9 students were inore
optimistic than Year 12 students about the use and value of their schooling. Lx-students
altereu the present students' woinainfratings of luentity first, followed Ly Opportuiuty,
Status, and Adventure; the plucements of Opportunity and Adventure were reversed iu
ex-students’ perceptions. In retrospect, school leavers placed a higher value on their
relationship with teachers, and a lower value on the usefulness of their learning
experiences at school.

Objective 3 called for a inore deta.lleo esddination ot students’ perceptions of the
quality of their school lives und the factors n the schrol environment that influenced
thewr perceptions. Factors tuat were expected to hauve some wifluence were teachers,
peers, curricular and extra-curricular offerings, discipline, and assessment. Tue resesrch
Literature had led us to expect tiat tue f{irst tao fuctors would be the most Lnportant,
with the nfluence of peers on student attitude formation overriding that of teachers.
The reverse prc/ed to ve true in the casc study: not only in the learming acquisition
domains (where it may have been expected) but also in the a | development Gomains
{where 1t would nct have been expectea), the influence of teachers predoininated over
the influence of peers. The quality of life for students in schools depended on, more thau
anything else, the relationsiiip between teachiers anu student,. Subjeet matter, subject
choice, and school rules played minor roles; a.sessment was of some HNPOrtanice in
determining the quality of school life but not i the ways that mught lLave been
anticipated. Connell et al. (1975:222) refer t. the intellectual culture which teachcrs
convey to students, and argue that tie seiool's "syste:n of competitive asscasinent 1s the
main sanction by which 1t controls the >tudents’ learning’; thus one might liave expectad
that student attituces to learnug (captured in the Adventure and Opportumit, scales)
would be most positive 1n schools with a strong emphdsis on ntellectusl reguirements
and coinpetitive assessment. In our sample, School 4 wus thie school that best
exemplified these qualities, but the responses of its students in Years 9, 10, and 11 in the
Adventure and Opportumty scales were thie most negative of the seven sehools; even in
Year 12, where students 1eaped the rewards for being the standard-bearers of academic
e%cellence, student responses were rated second and third among the seven schools in the
satisfaction Jderived froin  » learning a~quisition domains. It was at School 3, where
acadeinic excellence was only one of the seliod's' aims and where competitive assessment
was deliberately de-emphasized, that students' attitudes to their learning experiences in
Years 11 and 12 were the most positive,

Objectives 4 and 5 concerned feedback from students on guestionnaire items,
student understanding of the constructs, and the wdentification of uny additional factors

that might contribute to the quality of schiool Life for students. As a result of discussions
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with students, suine modifications were muade to the model and the questionnaire,
although this did notinvulve any inajor structural or theoretical change. The emphasis in
the Opportunity duingin was changed from the relevance of schooling to ‘he recognition
of aclilevement, ecause the latter phrase had more meaning for stucents while still
deserivimg accurately the experience we were trying to identify, onc that Jiould leud
students to qualify for future opportunities by acquiring technical competence. New
items were written for the second version of the questionnaire with this shightly changed
emphasis 1o nund. In the Identity domain, the developmert of self-awareness hud been
wen & o dJual process wawvolving learning about oneseli and interacting with others.
Student comments lugnhghted the need for a third category which represented the
narrying of the other two, a process by which one learnt aoout oneseif through
interaction aitu others. In the second version of the questionnaire (used in the main
Quality of School Life study) iteins were written to cover this aspect of Identity.

Otlier changes were made to the wording of items in the second questionnaire as a
resalt of dbeussions witn students in the case study schools: negative wording of items
was uosndoned 15 tue confusing; colloguial phrases with whieh students were not
fainiliar weie deleted oo rewnitten; qualificatory words such as 'very' and 'always' were
deleted because of difficulties with choice of appropriate response categories; items
inapplicable to suine schools were discarded; and items couched in general terms were

eliminated because of student uncertainty about their personal applicability.
Objective & concerned the outcomes of feedback to the schools. Each school, in

the course of the year, was sent information about the Quality of School Life
questionnaire tesults, presented in a variety of forms. This information was
supplementeud by personal explunations from the researchers on visits to the school. All
tie schools expressed interest w1 the Quality of School Life project and the development
of an instrument, and they inade use of the information provided to them in a variety of
wuy>: a» a theme for diseussion in class lessons, as an input to a school evaluation
process and school policy formation, and as a basis for discussion in staff conferences. It
was not possible, as we lLad hoped, to relate each school's results to its stated aims,

because the aims were inappropriately =xpressed for such an exerecise.

The Domalns of Schooling

The framewurk of the case study had enabled us to extend the scope of the Quality of
Senuvol Life investigation to include between-senool and between-year level differences.
The case study yuestionnaire data and interview information pin-pointed the particular
factors and questionnaire items that explained these differences.

in the Status domain the most critical area for determining the quality of school
ife cuncerned experiences that fostered students’ feelngs of personal importance;
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alhed to tiis were the areas of stuuent responsibilities and rights. The growth of
students’ self-confidence was mast evident in those schools that shiowcd concern for all
students rather than just for the high achievers. It was in ths area that the differences
between year levels could be seen: the younger studentsofeit less Linportant and less
responsible than the older students: often it was the peer group that cacouragea or
inhibited these experiences for the youngest students, whereas experiences of personal
importance and responsioility derived inore from contact with teachers as the students
grew older. ’

The two aspects of the socialization process tiat contributed most to student
experiences in the Identity domain were the friendliness and acceptance of otier
students and the acquisition of self-hnowledge. The strength of the interactive
experience depended on the extent of the acceptance and friendliness - it was at its
strongest when the interactive group spread across year levels and was not just confined
to a4 small sub-sample of the peer group. With regard to the other aspect of ldeatity, the
quality of school life was enhanced in schools where students were encouraged by
teachers to Jevelop theiwr sclf-awareness and were conscious of the process and ts
unportance. Stuuent reactions in this dorrain showed no wppreeravle differcuees between
year levels, although this was the domain that produced the greatest aiffcrences Hetween
boys and girls, ekeiting more positive perceptions from girls.

In the area of personal development, students experienced Adventure i ledrming in
schools where student initiative and involveinent were encouraged. The eritical factor w
this process was perceived to be the teacher. Teachers who showed concern for the
all-round development of the individual student and were prepared to Jevote tune und
effort to this development created an atmosphere in which students could benefit from
their learning experiences. The relationslup with teuehers unnproved u- students
proceeded through the school to Year 1I, and was remembered positivel,, sometines
more positively, by ex-students. In retrospeet, for ex-students with some experience of
the adult world, this domain of."achoolmg, Adventure, 1nereased in tmportanee n relation
to the total schiool experggp;c&, whereas it was the least nunportant econtribution to tne
quality of school life for students stiil at school.

Opportumty was the other doinain of schooling 1 thie learning acquisition area; the
fairness of teachers, the value of learming, and the ability 10 cope with school work were
the factors tuat were most influential in determming the quabity of school life in this
domain, purticularly the first factor, the attitude of teacliers. Student satisfaction and
confidence were highest where teachers were scen to exiubit an openness and
evenhandedness 1n their treatinent of students, und to generate an atinosphere of general
encouragement rather than selective dbeouragement. Year level differences were
apparent here; 1t was felt that thus type of encouragement and fair-mindedness was

avallable to students at tne hugher levels in the school inore than at the lower levels. A
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reverse trenu could be seen in the attitudes of students to the value and relevance of
learning; the tugher up the school they went the less convineced students became that
this was an unportant contributory factor to the quality of their school lives, and
ex-students were the most convinced that muech of their »chooling lacked relevance and
usefulness in thewr post-school lives.

The trenas that emerged fromn the case study, as outlined in the two previous
paragraphs, substantiate the statistical {inaings of the second Quality of School Life
survey., Acecording to* tue case study evidence, the strongest contributory factor to
perceived student satisfaction in these two domains was the attitude of teacners, which
in both cuses meant « concern for and encduragement of student learming; in similar
vein, the factor analysis of the survey datu produced a new}‘fac'tor that was comprised of
tieitems from the two doinaimns that dealt with the teacher-student relationship.

There 1s also a hnk to the ease-study i the newly aefined factor of Opportunity
that emerged from the survey analysts. a factor coinprised of those itemns that dealt with
students' perceotions of their own acinevement capuaoilities, The vriginal definition, and
the itemns written to neet 1it, stressed the relevan.e of learming: but because the
younger case study students had difficulty 1n coping with the meamng and implications of
tiese tems, the second version of the guestionnaire contained new itemns that explored
student i'behng: of udequaey in the learning situation as a more logical link, from the
student point of view, T&‘?SEIT‘FE achievement. [t was tiese 'items that survived the
second survey analysis to define the Opportunity domain.

\ further result of discussions with cuscsstudy students was that new items were
written for the Identity seule in the second questionnuire that coneerned the acquisition
of self-knowledge tirough interaction with otners, and it was these items, together with
the straight self-knowledze items, that defined the Identity factor in the second survey
analysis. (For a detalled discussion of tiie survey andalysia, see Williams and Batten, 1981)

On the basis of survey and ease study findings, a follow-up to the Quality of School
Life study 15 plunned. Further development of the measure will be undertaken and the
questionnaire will be admunistered across year levels und >cliools to 4 sample of students

large enough to perimit a detailed statistical analysis of between-school and

between-year jevel differences in students' pereeptions of their school environment.
p

The Four Schools

From the nformation denved {from quest.onnaires, diseussions, interviews, and
observation in the case study it was possible to delineate quality of selioul life profiles of
the four schools.

Scliool 1 was a Catholic girls séhool with a conventional, academically-orientec

curriculum and an operational structure that was formal and well-regulated; within this
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strretare, terers g stieents find estaslshed & good workingsrelationship, based on
vtuad respeet. Uare ar eoncern for voth the acudemic and perscnal development of

the narvlual student was dibited oy teachers und appreciated by students; the growth

<

+° personal identity was fostered through an undertaking and meceptance of others,
sed to the uaserlying Christien philosophy of the school. The suidents' sense of
securit, i their sehool environment was enbanced by their consciousness of its heritage
and tie :'cgard accorueu it vy people outside the school. In this schiool inore thai any of
the others the -tudents expressed greater general satisfuction und happiness with ther
school experience, ’

School 3 was a semi-rural eo-educational high school. The school had u flexible
strusture with a wide-ranging and innovative curriculum, and was run on deimnocratic
ltnes inv v 1g student participation in th 2 deebion-muhing process with regard to sehool
polivy and operation. Students were encouraged to develop an independence of thought
A actizn n order to achieve self-motivation i learning and self-diseipline in
Peliwviour. The ethos of the school was co-operative rather than competitive; students
doveloped academie end soeial eonlidence through tire friendliness and support of their
teachers poth in and out of class. As well as mamtaiin_ acauvemie stundards,
urportance wus placed on developirg comnmunication skills at a formal and informal level
15 another means of equipping students to cope with Life in the adult world. In an open
and flexible framework like tiis, personality elashes and confhets of interest were inore
visible than in a schotl run on more conventional Lines, but resolutions of sueh confliets
were uctively sought. Another visible source of conflict was in the area of community
relations - staff und students felt continually called upon to defend the school against
misinformed and negative publicity. .

The outstanding feature of Schocl 4, a suburban ce-educational high school, was its
extremely high academic standard which had produced a record of excellent
gerformances in the Higher School Certificate examination. This heavy academic
emphasis was an nportant factor 1n determining the quality of Life for students n the
sehool. There was a clear-cut division between students at Year 12 and students at other
levels;  the Jifference between two groups centred on the attitude of teachers to
~tudents, and the attitude of sludents to work, the former often governing the latter.
School Lfe i Year 12 was a positive and rewarding academic experience, mude s0
prunardy tirough tie support and interest shown by the teachers, whereas in lower year
levels (particularly Year 10) schoclwork was often boring and difficult, the teachers
sften demanding and mtolerant, This academic pressure generated tensions in the
students, more obviously in the lower levels, less obviously * .t still present in some
students 1t Yeuar 12; 1bo, while Year 12 students were confident and assured within the
school, they were not so sure of their ability to handle. on other than academic terms,

the adult world they were about to enter.
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Unbke the other three schools, Sehool 6 (an cuter surburpan girls high school) did
not display clear characteristics that set it apart from most secondary Schools. The
environment it provided for its studeuts evinced a mixed reaction from themn, except for
Year 10 students, who had a more decidedly negative 1eaction to their school
experiences. Overall, students' perceptions were more positive about the learning
acquisition areas of schooling and more negative about the social development areas.
The students in this school found it difficult to articulate their feelings about the more
intangible school hife coneepts such as self -awareness, respons.bility, and respect; they
frad most to say about their teachers.” Some te .- lers were seen to be friendly and
helpful (particularly in Year 12), others uninterested and impatient; diseriminatory
attitudes towards the less successful students were discerned in both teachers and other
students. For many of the students there seemed to be a lack of stimulation in the
learning envuonment; there also seemed to be a slight but pervasive lack' of
self-confidence and self-esteem in the stﬁdent population, although this was not evident
n ex-studenis’ recollect.ons of their senool experiences. This was the only one of the
four schools that showed a divergence in the overall reactiun to school ~{ students and
ex-students. The reactions of School 6's ex-students were more positive, particularly
about school-induced feelings of confidence and success.

These four schools were the highest and lowest scorers on the Quality of Schocl
Life questionnaire; the inform  >n derived from subsequent discussions with students
supported the questionnaire resulis and enabled us to identify some of the reasons for the
high and low scores (as discussed in the previous section). One might have expceted that
from these various sources of information there might emerge a school model which
would display the key attributes that make for a high quality of schcol life. This
expectation was not fulfilled - there were greater differences between the two
migh-scoring schools, Schools 1 ahd 3, in school structure, operation, and philosophical
orlentation than between any other two schools of the seven in the study. So we
discovered. 8s -+many-othei rco archers have before us, that there is no set formula that
ean be followed to create the ideal school environment - instead there are a number of
educational environments that approximate the ideal through a variety of means.

However, there was one componenti of the schoo! environment, cons? *ntly referred
to by students, that seemed to have a critical influence (for the better in high- scoring
schools, for the worse 1n low-scoring schools) on the quality of school Iife for ctudents,
and that was the teaching component. Other factors - such as the nature and range of
the curriculum, other students, facilities, scheol rules - a.u contributed to a greater or
lesser extent, according to the school, to the general saiisfaction of students; but it was
the attitude and epproach of teachers that was the conctant and crucial contributory
factor to student satisfaction.

Although there were marked diifererces in the school environments of the

64

s
~—

- T




.

E

Tugh-scoring selisols, there were certdain stuuent cndracteristies common to beth that
~ere noc¢ found in the low-scoring schools. Firstly, in Scheols 1 and 3 the students were
vetter aole to put theiwr feelings about school into words, to explore tiie reasons for thewr
re4rlions, and to understand abstract concepts und relate them to thewr own
experiences. Seconuly, there was inore commonality wi tiie response patterns of the four
year levels witiun School 1 and School 3 than within School 4 and Schiool 6; the latter
two school displaycd divergent patterns, with Year 10 at poth schools éxhibltmg low
levels of satisiaction. Thirdly, the interviews with students revealed that in the
high-scoring schools nost of the students who gave negutive re ponses to questlonnaire
itemns dig so for reasons that were not directly connccted with tuce school environment
(such as personulity traits) or that were transitory imnature (such as heving a detention
on the day the questionnuires were admimistered); thie students with negative responses
in the low-scoring sciwols tenued to wccate the soucces of thewr dissatisfaction in the
school environment. Thas the interviews served not only to confirm vut to accentuute

the quality of school life trends identified in the questionnaire outcomes,

Directions for Future Research

.

Several of the finding~ of the Quality of School Life case study bring forward issues that
seem to warrant [urther investigation; these are the findings that concern the power of
tite teacl.e, -student relutionslup, peer group influence, Year 10 motivation, and the
attitude of ex-students to thewr schooling.

Previcus rescarch evidence suggested that parents and peer groups had u greater
influence than teuchiers on ¢* ldren and adelescents (see Coleman, 19%1; Colemuan et al.,
1266; Campoell and MieSweeney, 1970; Connell et al., 1473). This evidencce restgd largely
on student responses to quest nns such s 'Which one of these things would be hardest fur

you to ta<e - your parents' disapproval, your teacher's disapproval, or breaking with your

friend?” (Coleman, 1961). This type of question is set in the context of the total

environment of the chiuld, where family and friendship actworks wield a Dowerful;

uifluence. Because the peer group 1s present in the scnool context of children as well as

it the home context, 1t 15 casy to ship into the assumption that peer influence is

powerful in school s> out. Few research studies look at the relativ. stremgth of peer and
teacher infiuence solely within the school context, other than in association with
questions ubout occupational ard educational aspiration,, which themselves ure directed

to & beyond-school arenu. The findings of the Quality of Life survey study and cuse

_study were that toe influence o. teachers on »tudent attitudes o school was powerful

~J
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and pervasive, not only in the area of learning acquisition but also in the area of social
development. Further support for this finding come. irom u recent Australin study
(Anderson et aly;, 1980) which found *hat students were more concernied ubout teachers
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than about assessment, eurriculum, organization, or discipiine, and that the greater part |
of this concern was sbout how teachers relate to their students. In our study the nature
of the teacher-student relationship remained the most constant factor in determining the
quahity of school life for students, even when the philosophy and operation of the schools

i question were quite different, as was the case with our two highest-scoring schools.
Research 1s needed to determine more accurately the nature and relative strength of
peer and teacher influence in the school context, and the particular cireumstances which
foster these influences. .

An extension of the discussion of peer wnfluence is the issue, also high-lighted by
the case study, of the varying influence of the peer group at different year levels.
Hargreaves (1967) suggested that conformity to the peer group would be increasingly
powerful after Year 9, the mid-teens being a period when parentai and teacher authority
15 rejected, bdt the case study findings suggested that the peer group influence was
stronger 1n Years 9 and 10 than in later years. * zar 10 seemed to be & crmcal year for-
student development; students at this year level produced more extremt responses to
their school environment (in both a positive and a negative direction) than students at
any other ievel, an indication perhaps of the acuteness of the stresses and conflicts felt
by this age group. A recent Schools Commission (1980) report refers to the immaturity
of students in this age-group and the ambiguity of their status both at school and at
home. Further work nceds to be undertaken to disentangle the effects of the school

environment on student attitudes from the physiological w1d psychological effects of

 pubertal and adolescent development.

Another issue that emerged from the case study as worthy of further investigation
15 the attitude of ex-students to their school experience, and the ways in which this
atutude 1s different from and similar to the attitude of students still in school. Those
aspects of schoo! that concerned the usefulness and relevance of schicol learning were
regarded far less positivelyy and the relationship with teachers far more positively, by
the ex-students 1n our study than by the studentc still at school. These differences may
have occurred because the schools had changed in the yeur or two since the students had
left, or it may have been because the sample of ex-students 1n each school was too smail
to be representative. [iis was a minor aspect of our study, but it is one worth exploring
further, .particularly 1n the context of current concern for vouth unc..ployment and the
appropriateness of the secondary school curriculum. Longituuinal ~wudies would seem to
be the most appropriate format for this type of investigation, a5 has been done in ,
America, for example, by Flansgan (1978) and Bachman ct al. (1978). A longitudinal
study of students’' perceptions as they proceed through school and on to work or further
education could provide elumdaluon of the particular quality of school life aspects that
inerease or decrease in importance over time.

.
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Because olaldr o and adolescents spend so many of their waking hiours 1n a schooi
vivironment 1t 1> unportane that ve learn as much as possible about the effeets that this
eiviraunent hias on its inhabitants. Resegpreh studies hiave tended to eoncentrate on the
quantitative rather than the qualitative aspeets of the school envirenment. This Study
~dght to proviue « elearer understanding and explanation of the process of schiooling
tirough an investigation of the nature of the quality of life for students i sehools,
concentrating on the differences thut emerged Letween year‘ levels i a hmited number

of sehool environments,
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SCHOOL LIFE QUESTIONNAIRE
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SCHOOL LIFE NAME . . YEAR .

|
|
|
|
We arz interested w0 kiiuw what yuur feelings are abuut Your hie at school  both the good things and the bad things !
ba.hitens in this sheet »ay s that school s a place where sume particular thing happens to you or you feel a particular |
was We want you to 3y whether you Strongly Agree, Agree, Half Agree, Disagree, or Strongly Disagree with the stems

Pledse read each item caréfuilv and tick the answer which best describes how you feel.

Al the answers vou give are confidential

SCHOOL IS A PLACE WHERE . .. .. ... . e agee e Diagee DoTY

3

f | feet | am a responsible person

2 I know h(\v;l am supposed 155 behave
3 I am popular with other studentsi

4 people think I'ni not very important
5 I am not trusted to work on my own
6 people think a lot of me

7 I have good friends

8 I teel that things go my way

Coooooood

Joadioduoodo 00 ooguoooog

9 I get satisfaction from my ability to cope with
my work

10 1 feel on top of the world

it { can see that what | learn will be useful to me
later on

12 teachers give me the marks | deserve
13 f can Jearn whatever [ need to know
14 I feel important

15 I don’t see the value of what we learn
16 teachers hsten to what [ say

17 I feel restless

8 I know how to cope with the work
19 I get upset

20 I feel proud to be 4 student

21 I can’t get things to work my way

Jo 200000000 OO0 Ocgooooog

,_
L

2 I am not treated with respect

LUOOUO0oooooo gao
UUodcioudoonot 00 cCcooogooo

L
uudobgitobog oo Cooaooooo ¢

23 f really hke to go
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SCHOOL IS A PLACE WHERE . Strongly Halfl Strongly

Agree Agree Agree Magres Disagree
4 I 2et to know myself better [ j {:T [' J [j [j
25 [ Like 1o find out mare dbout the things we do L { ”] [ -jJ [_ _j ‘Lj

fuss
3 I

26 | teel successful I._) [ J‘ i.j [j
» teachers are tnendly to me in dlass [7 ] D er-‘

28 ! feel proud of myselt

L UDO
r“
 S—

_ U

CoL

(]
29 | never win anything [j D D
30 other students lsten to what | say 1100 O O
31 1get exated and mterested m things ['__} u D [j L_]
32 1 have learnt how to find whatever mtormation | need (] 101 OO U3
33 schoolwork is always interesting D D D

— L3
[C
L
r"T
L
-
~M
)

34 teachers take a personal interest in helpimg me with ~
my schoolwork

35 1don'tdo welln tests (7 03 3 i1 )
36 el very lonely [P 0 o N o A 0 N
/e 37 llearn alot sbout myself (] (7 g 3 U3
38 1 feel depressed and unhappy (7 71 1 U3 [
39 1 aan mix with the people | admire 1000 0 T U R O e B
40 teachers take notice of me i clss N I I U T
41 teachers will not discuss the marks they give me (Y 1y 01 g (3
ER——— BREEERERE
43 I often win competitions in class o1 in sport A T R T T S T B
4 noboy takes any notue of me 0 T O A 0 B O
45 iearning 16 lot of fun (11 o1ty ]
46 teachers are far and s T U U (O T A T B
47 Faan learn what I need to get by in hfe 00 T T O O I O
48 LdonUike to go 0 T A A R N B
49 other studencs are vers frzendly 0 T U O A 0 A O
50 1 am unable to question the marks [ am given by 0 T T U R O
the teachers '
I 1teelbored S T T I T O O

..._..,._.‘
L__JL...J

b [ f2el | am a worthwhile person H:) [ ] [ 1 [ J t ]




