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Abstract

The purpose of this study was to identify any changes in attainment, self-esteem,
self-motivation and attitudes to physical education between the end of year 6 and the
beginning of year 8 (during the transfer from primary to secondary school), and to
establish the extent of any differences between gender, age of transfer and school
attended. Consideration was also given to the ways in which continuity and promotion
was promoted between schools involved in the study.

Data was collected on four occasions over a 20-month period. Data pertaining to
attainment was collected using observation techniques and teacher assessment, whilst
self-esteem and self-motivation was collected using questionnaires. Attitudinal data,
information relating to physical education, and continuity and progression data were
collected using questionnaires and interviews.

Results showed significant increases in attainment, self-esteem and self-
motivation between the end of year 6 and the beginning of year 8. Significant

differences were evident in relation to gender, age of transfer and secondary school

attended. Significant positive relationships were found between attainment and self-
esteem, attainment and self-motivation, and self-esteem and self-motivation, allowing a
tentative relationship model to be proposed. Changes in attitudes towards physical
education were also found.

Whilst teachers acknowledged the importance of continuity and progression,
links between schools focused on social / pastoral rather than curricular issues. Time,
staffing issues and finance were identified as the main constraints to the establishment
of links.

What emerges is a complicated picture of inter-related factors, with no universal

solution. Each teacher must consider this broad range of factors within the context they

teach. In order to do this there is perhaps a need to raise awareness amongst teachers of
the impact of the transfer between primary and secondary phases of education on pupils

across curriculum subjects, and that this should be explicitly considered and planned for.
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Chapter 1: Introduction
1.1 Introduction

All of us at some point have experienced a change in the school that we
attended. Such changes may have been forced on us as parents moved, or occurred
naturally as we progressed along our educational pathways. For most of us, the
movement from primary to secondary school was a mini adventure as we moved
from the security of our single teacher and classroom, to the imposing secondary
school with different teachers and classrooms each lesson. To guide us through this
adventure we had our friends, both old and new, our school map, and for some of us
our brothers and sisters — although we occasionally questioned the reliability of the
information they all gave us. Like any good adventure it was based on myths and
legends, but did anyone ever ask us how we felt?

As a teacher of physical education in secondary schools for 9 years, I
witnessed this movement annually. I would be there to offer advice on the arrival of
new pupils and outline what was expected of them. As a tutor I would receive
information about their attainment in English, mathematics and science. I would have
some knowledge of which pupils were friends, whether they had brothers or sisters 1n
the school. In terms of pastoral information I had a plethora of information. However
in terms of my subject area (physical education) this was much more limited.

On arrival for the pupils’ first physical education lesson, I would start with
the basics, disregarding what they had previously been taught, for no other reason

than because I did not know. I perpetuated a system that had been in existence for

years, a system that was based on what we as teachers felt was appropriate. Yes I
knew who the sporting individuals amongst the new intake were; this was provided
by the schools in the transfer information provided during visits by the assigned
member of staff from our secondary school to our primary feeder schools. But I had
no knowledge of the curriculum they had previously been taught. I adopted the ‘fresh
start’ approach, disregarding their previous expenences.

As I became more experienced I began to talk to primary school teachers and
identify what they taught, realising that I was repeating curriculum content. Could

this be why some pupils in my care looked bored and started to opt out of the
curriculum? Was the fault not at the feet of the pupils, but at the way in which I

approached my teaching?



What started to emerge was that whilst I felt I was a good teacher, I might
have not been an effective teacher. Leask (2001) suggests, “Effective teaching occurs
where the learning experience structured by the teacher matches the needs of the
learner” (p.12). In order to develop as an effective teacher I needed to understand
more fully the changes pupils experienced during the movement between primary
and secondary school, and more specifically to look at how these changes impact
upon them within a physical education context. As a result of this I would be able to
identify more clearly what teachers needed to do to make the movement from
primary to secondary school more effective for pupils.

1.2 Statement of the problem

The natural movement of pupils from primary and secondary school has been
evident from the introduction of compulsory education in England, as children move
from class to class, year to year, or school to school. The impact of this change of
school has been a reoccurring theme in education throughout the 20" century
(Schools Council, 1972; Department for Education and Science (DES), 1985;
Derricott, 1987), and is an underpinning concept within current educational provision
reflected in National Curriculum planning and organisation.

Implicit within the National Curriculum taught in England is the need to
promote continuity and progression throughout pupils’ education and in particular
during the movement from primary to secondary schools. This is based on the need
to build upon previously acquired and developed knowledge, skills and
understanding. However, the extent to which such provision is reflected in practice 1s
less clear. Models of transfer (Youngman, 1980; Derricott, 1987; Galton, Gray &
Rudduck, 1999) have evolved, highlighting strategies that can be employed to

support transfer between primary and secondary school. However research
(McCallum, 1996; Office for Standards in Education (OFSTED), 2002; Williams &

Howley, 1989) demonstrates a tendency to focus towards the transfer of pastoral
information between schools. What academic information 1is provided reflects
attainment in the core subjects of English, mathematics and science, to the detriment
of other curriculum subjects.

Research (e.g. Doyle & Herrington, 1998; Galton, et al., 1999: Hirsch &
Rapkin, 1987; Nottelmann, 1987, Reeves & Cooper, 1994; Wigfield, Eccles,

Maclver, Reuman & Midgley, 1991) has suggested a change of school may impact

upon, for example, pupils’ attainment, self-esteem, motivation and attitudes.



Commonalities in suggested reasons for changes are apparent, and include changes
in the school environment (for example moving from a small school to a large
school); changes to teaching style (for example moving from a child-centred
approach to learning to a subject-centred approach); changes in status (for example
from being the oldest in the school to being the youngest in the school); and the
repetition of work. However results of research disagree on whether the effects of

such changes are positive or negative. Further, research conducted in this area has
tended to focus on the core subjects of English, mathematics and science resulting in
a dearth of research focusing on other curriculum subjects taught within schools,
including physical education.
1.3 Purpose of the study

The purpose of this present study was to identify any changes in attainment,
self-esteem, self-motivation and attitudes in physical education between the end of
year 6 and the beginning of year 8 (during the transfer from primary to secondary
school), and to establish the extent to which differences occurred between boys and
girls, the age at which transfer occurred, and the school attended. Consideration was
given to the ways in which continuity and progression was promoted between
schools 1involved 1n the study, specifically in respect the transfer of information
pertaining to physical education. In doing so the study sought to add to the growing
body of literature in education looking at the impact of a change of school on pupils
and more specifically raise issues regarding transfer between primary and secondary
schools in physical education.

1.4 Structure of the thesis

This thesis is divided into 5 chapters. The present chapter has provided an
outline of the rationale behind the study reflecting upon the experience of the
researcher in an educational setting and identifying issues evident from within
current research literature.

In Chapter 2, the Review of Literature, initial consideration is given to why
pupils change school and the age at which this occurs. Consideration is then given to
the National Curriculum in England to provide detail regarding curriculum content,

and more specifically how physical education is taught within the remit of the
National Curriculum. The distinct phases of education (primary and secondary) and

the rationale behind their inception are identified and links made to the theories and

models of development, allowing consideration to be given to how movement



between these phases may be influenced by the development of the child.
Consideration is given to pastoral and curricular issues that may arise during transfer,
specifically how attainment, self-esteem, motivation and attitudes are influenced.
How the transfer from primary to secondary school i1s managed becomes the next
section of the chapter. From this the purpose of the research is provided.

Chapter 3 reviews the methodological approaches that can be used when
conducting education based research, and highlights the advantages and
disadvantages of each approach. From this the methods employed within the study,
and the methods employed to analyse the data collected are explained.

An analysis of the findings of the research is provided in chapter 4.

Chapter 5 discusses the main results of the study and how they relate to
previous research. The implications of these results for teachers are identified and
recommendations made. Limitations of the research are also discussed, with

suggestions made as to areas requiring further research.



Chapter 2: Review of Literature
2.1 Introduction

Within the structure of the English education system, pupils are required to
negotiate changes in classes and schools at various periods of time. Changes in class
occur annually as pupils move within a school, whilst changes of school occur less
frequently, for example between the end of primary school and the beginning of
secondary school. Although such change is a natural occurrence, for many pupils
movement may coincide with biological, physical and psychological changes evident
during the natural process of development.

Research (Howarth & Head, 1988; Schachar, Suss & Sharan, 2002; Steed &
Sudworth, 1987) suggests that, during movement both within and between schools,
pupils experience a number of personal changes. Such changes occur predominantly
in the areas of; attainment (Doyle & Herrington, 1998; Galton, ¢t al., 1999,
Qualification & Curriculum Authority (QCA), 2002; Sainsbury, Whetton, Mason &
Schagen, 1998), self-esteem (Eccles, Wigfield, Flanagan, Miller, Reuman & Yee,
1989; Hirsch & Rapkin, 1987; McCarthy & Hoge, 1982), motivation (Bouffard &
Couture, 2003; Chen, 2001) and attitudes (Anderson, Jacobs, Schramm &
Splittgerber, 2000; Coe, 1984).

This chapter is divided into 8 sections. Initially consideration is given to why
pupils change school within the English education system, and how the age at which
this occurs relates to the development of the education system over time. The current
National Curriculum taught in England, with a specific focus on physical education,
is then considered. Links are made between phases of education, the National
Curriculum and the development of the child, allowing for the identification of
pastoral and curriculum issues which may influence pupils’ when they transtfer from
primary to secondary school. Ways of limiting the impact of such issues are
explored. Following a summary, the purpose of the study and the specific hypotheses
are explored.

The chapter is therefore divided into the following sections:

¢ The Development of the Education System

e The National Curriculum in England
e Development of the child

¢ Transfer between Schools



e Managing the transfer from primary to secondary School
¢ Summary
e Purpose of the Study

e Hypotheses
2.2  The Development of the Education System

Movement between phases of education (from primary to secondary) is
generally referred to as transition. For example, Derricott (1987) defines transition
as the “process involved in moving from stage to stage” (p.13); Tabor (1993) defines
1t as “moves between recognized stages of education” (p.11). Whilst Derricott (1987)
and Tabor (1993) suggest transition to be the movement between stages of education,
for example between schools, Galton et al., (1999) define transition as “the move
from one year group to the next within a school” (p.5), i.e. the movement from one
class / year to the next in the same school, a yearly cycle within education. Likewise,
Demetriou, Goalen and Rudduck (2000), suggest that transition is the “movement
from one year to another within the same school” (p.425). Thus transition can be
interpreted as both movement between schools or between stages of education, and
also movement within schools.

Galton et al., (1999) define transfer as “the move from one school to another”
(p.5). Likewise, Demetriou et al., (2000), identify transfer as the “move from one
stage of schooling and from one school to another” (p.425). Thus definitions suggest

that transfer reflects the movement between schools. For the purpose of this study the

term transition 1S used to describe the movement of pupils within school, thus

between years and the term transfer is used to mean the movement of pupils between
schools.
Whilst two main stages of education exist within the English education

system; primary school and secondary school, movement between the two does not

necessarily occur at the same time or age for all pupils.

2.2.1 Age of Transfer

For most pupils in England, transfer from primary to secondary school occurs
at the age of 11. However, additionally these pupils may change school earlier during
the transfer from infant school to junior school. Other pupils however, may transfer

from lower school to middle school at the age of 8 or 9, and from middle school to

secondary school at age 12 or 13.



Differences in ages of transfer reflect the development of the education
system 1n England and changes to the age at which pupils commenced and completed
compulsory education, as well as the perceived differences in educational
requirements as age increases. A summary of how ages of transfer from primary to

secondary school have changed is shown in table 2.1.
Table 2.1
Reports which discussed changes to ages of transfer between 1861 and the present

day
Date  Report Primary School Middle School Secondary School
1816 Lower Orders in the 3-5/6 10-13
Metropolis Training schools Superior schools
(optional) (optional)
5/6-10
Superior schools
(optional)
1861 Newcastle Report 3-10/11 10/11-13
(optional) (optional)
1870 Education Act 5-13 10/11-14/16/
18-19
(optional)
1918  Fisher Education 5-14 14 - 16/17
Act (optional)
1926 Hadow Report 5-11 11-15
(optional)
1944 Education Act 5-11 11 -15
1959  Crowther Report 5-11 11-16
1967 Plowden Report 5-11 11-16
5-8 8-12 12/13 -15(16)
5-9 (deemed
primary)
9-13
(deemed
secondary)

First reference to the ages of transfer can be found in the Reports of the
Parliamentary Committees on the Education of the Lower Orders 1n the Metropolis
and beyond (1816 — 1818). The report, commissioned to look at the provision of
education in London, identified 3 as the age at which pupils could be admitted, to
what they called training schools, to commence formal education. Evidence

regarding the reasoning behind the age at which children were expected to start going

to school is not stated explicitly in the documentation. However it would appear



(Maclure, 1986) it reflected a desire by those responsible for educational policy to
limit the opportunities for children to develop perceived bad habits.

Attendance at training schools, also known as preparatory schools, although
not compulsory, was up to the age of 6, upon which optional transfer to superior
schools occurred. Training schools were identified as schools;

... 1n which they [pupils] are perpetually superintended, to

prevent them acquiring bad habits, to give them good ones, and to

form their dispositions to mutual kindness and a sincere desire to

contribute all in their power to benefit each other; these effects are

chiefly accomplished by example and practice, precept being found

of little use, and not comprehended by them at this early age; the

children are taught also whatever may be supposed useful, that they

can understand, and this instruction is combined with as much

amusement as is found to be requisite for their health, and to render

them active, cheerful and happy, fond of the school and of their

instructors (Maclure, 1986, pp.24-25).

Superior schools focussed upon more academic instruction than the training
schools, developing competence in reading, writing and mathematical principles
necessary to progress within society. Transfer to superior school was dependent upon
“bodily strength and mental capacity” (Maclure, 1986, p.25), with transfer taking

place either at the age of 5 or 6. Thus the age which transfer occurred was to some
extent flexible and reflected the stage of development reached by the pupil.

Attendance at the superior school ceased at the age of 10, reflecting the age at which
most children were expected to start work.

Whilst further education was accessible up to the age of 13, it was dependent
upon the economic status of the family. The report into Lower Orders 1n the
Metropolis suggested that education was accessible only to children “whose parents
can afford to spare the wages which the children could now earn” (Maclure, 1986,
p.25). Consequently, whilst those of poorer means entered the workplace, pupils
from affluent families received up to a further 3 years of education in secondary

schools. Education provision for those children, who had now become members of
the work force, was provided through optional evening classes where the focus was

placed on physical rather than intellectual development.



As a result of the 1861 Newcastle Report, schooling was still optional. Indeed
“universal compulsory education appears to us neither attainable nor desirable”
(Board of Education, 1861, p.300). However, there was a change to the school
leaving age (see table 2.1), with age 11 established as the leaving age of “peasants”,
the term “peasants” reflecting the social class divisions of the time. However reasons
for the change of age are not specified, although suggestions are made (Maclure,
1986) that it reflected a perception that extension of education beyond 10 and 11
would serve no beneficial purpose. Simon (1960) suggests that at age 10 and 11
children were deemed strong enough to be effective within the work place and
therefore continued education was of limited value, further suggesting that by this
age children had acquired the necessary academic attainment required. Secondary
school education to age 13 continued to be optional and therefore generally restricted
to those with the financial means.

Compulsory, state funded, primary education was introduced as a result of the
1870 Elementary Education Act for pupils aged 5 — 13 years. This change was based
on the premise that an educated workforce was socially and economically more
beneficial than an uneducated one (Forster, 1870). Although secondary education
remained available, it was optional and restricted to those who demonstrated the
required level of academic ability by passing prescribed entrance examinations, or to
those who had the financial means to fund continued study. Thus, by the late 19"
century educational provision had developed from optional to compulsory for
children of primary school age, with the age at which education commenced
changing from 3 to 5, and the leaving age for those pupils who did not progress to
secondary school changing from 10 to 11 and finally 13 years.

Changes to secondary education provision were the focus of the 1902
Education Act. As a result of the Act, pupils were permitted to transfer to secondary

school from the age of 8 onwards. The maximum age a pupil could transter was 13,

with optional attendance within the secondary school to 16 or 17 years. This range in
ages of transfer reflected academic attainment rather than chronological age. Thus

pupils who achieved the required level of competence could transfer to secondary
school at any age up until the age of 13 years.
The 1902 Education Act also aimed to bring unity to primary and secondary

school education by encompassing the two phases under one organising body (Board

of Education), although the extent to which unity was established between primary
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and secondary schools has been questioned (Maclure, 1986). Thus, by the start of the
twentieth century, all pupils were required to attend primary school from the ages of
5 — 13, with pupils able to transfer to secondary school from the age of 8. However,
secondary education remained optional and dependent on academic ability or
financial backing.

An extension to Elementary (primary) education was introduced as a result of
the 1918 Fisher Education Act (Andrews, 1976; Dent, 1970). It became compulsory
for all children to attend school up to the age of 14 with optional attendance at
secondary school to the age of 16 or 17. This acknowledged the need to provide state
education for those pupils up to the age of 14 who lacked financial means to pay, to
further develop their academic knowledge.

The Hadow Report (Board of Education, 1926), entitled The Education of the
Adolescent, looked at the age of transfer from primary to secondary school.
Recommendations were made that a break be established within education at the age
of 11, to acknowledge the changing educational requirements of pupils as they
developed physically, emotionally and socially. To this extent it was proposed within
the act that;

By the time that the age of 11 or 12 has been reached children have

given some indication of differences in interests and abilities

sufficient to make it possible and desirable to cater for them by

means of schools of varying types, but which have, nevertheless, a

broad common foundation (Maclure, 1986, p.183).

The general consensus amongst educationalist was that “socially and
emotionally eleven year old children were ready to face change” (Burrows, 1978,

p.13), suggesting that at age 11 pupils were able to cope with the academic

requirements of secondary education. Associated with this was the acknowledgement
that primary and secondary school education where distinct phases requiring the
adoption of differing “educational methods and organization” (Maclure, 1986,
p.183). Further by reducing the age of transfer to 11 years, pupils had 3 years of
compulsory education in the secondary school which would increase the length of
time they spent in the secondary school and thus enhance their overall levels of

success. McCulloch (2002) concluded that as a result secondary education became

“the education of the adolescent” (p.36), building upon the foundations constructed

within the primary schools.
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Whilst a period of stability then ensued regarding ages of transfer, changes
were made to the age at which compulsory education was completed. Compulsory
secondary education became statutory as a result of the 1944 Education Act, which
also established the completion of compulsory education at age 15. This increased to
16 as a result of the Crowther Report (Ministry of Education, 1959), although this
was not implemented until the academic year of 1972 — 3.

However, although the school leaving age remained stable at 16, further
modifications to the ages of transfer between primary and secondary school were still
to be made. The 1967 Report of the Central Advisory Council for Education (CACE)
(England) entitled Children and Their Primary Schools, more commonly referred to
as the Plowden Report (1967) built upon previous governmental reports (Board of
Education, 1931; Board of Education, 1933) in relation to the developmental needs
of children. To this extent consideration was given to the most approprate age of
transfer from primary to secondary school and the extent to which children’s
developmental needs were catered for in the differing teaching environments. The
Plowden Report (1967) concluded:

For many children the changes of curriculum and method
associated with a break at 11 cut across a phase in leaming and
attitude to it .....Their progress may be slowed down by
premature emphasis on class instruction, adult systematisation
and precision in secondary schools (para.371).

The conclusions drawn by the Plowden Report (CACE, 1967) established that
transfer to secondary school should occur at aged 12 or above, thereby increasing the
amount of time spent within the primary sector. As a result of this report, some Local
Education Authorities (LEASs) introduced a three-tier education system, with pupils
attending primary school (up until the age of 8 or 9), middle school (from age 8 or 9
until the age of 12 or 13) and secondary schools (from age 12 or 13 up until the age
of 15/16). Middle school education aimed to provide:

curriculum, methods and attitudes which exist in junior schools. It

must move forward into what is now regarded as secondary school
work but must not move so far away that it loses the best of
primary education as we know 1t now (CACE, 1967, para.383).

The implication was that middle schools would better cater for the changing

experiences of pupils in respect of the different cultures evident between primary and
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secondary classrooms, thereby providing a transitional period between primary and
secondary education.

However implementation of the middle school system was not statutory,
rather it was at the discretion of each LEA. As a result the new system was not
universally adopted. One reason for a lack of universal adoption were the concerns
expressed by some LEA’s and people within education regarding the impact of
transfer on pupils between primary and secondary school at age 11 which occurred
for most pupils already, and the implication of introducing a second transfer of
school for pupils who attended middle schools. Those LEA’s who chose not to adopt
the system maintained a transfer age of 11.

Thus, diversity between LEA’s was established. Whilst the majority of
LEA’s have adopted the traditional two tier, primary and secondary school system
with primary to secondary transfer occurring at age 11, other LEA’s have adopted
the three tier, middle school system, either in the form of the middle school (deemed
primary) catering for the age range 8 — 12, or the middle (deemed secondary)
catering for the age range 9 — 13. Further some LEA’s, in response to the concerns
expressed post Plowden in respect of middle schools introducing a second change of
school, have adopted a combined infant / middle school approach, with such schools
referred to as combined schools. Within such schools transfer to secondary school
occurs at age 12. Currently the middle school system occurs in 38 of the total 150
LEA'’s in England (www.ofsted.gov.uk), although recent reports suggest that the
number of middle schools are declining due to school closures and the National
Curriculum (Howson, 2002).

Within England therefore, changes to the age of transfer reflected the
development of the compulsory education system and have focussed predominantly
on the movement of pupils between primary schools and secondary schools. Changes
to the age at which compulsory education commences and is completed have also
been made. However, it is not clear whether the ages of starting and leaving school,
and of transfer from one phase of schooling to another have been based on the needs
of children at various stages of development or has been a result of social and

pragmatic reasons or a combination of both. What has evolved are two distinct

phases of education — primary and secondary. These distinct phases reflect perceived

differences in the curriculum content and pedagogic approaches (Hopper, Grey &
Maude, 2000; Lance, 1994) to teaching and learning.
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2.3 The National Curriculum in England
Introduced as a result of the 1988 Education Reform Act (DES, 1989), the

National Curriculum in England is currently in 1ts third revision. The rationale
behind the curriculum itself has remained stable, having as its central aims the
provision of “opportunities for all pupils to leamn and to achieve” and the promotion
of “pupil’s spiritual, moral, social and cultural development and prepare all pupils for
the opportunities, responsibilities and experiences of life”’ (Department for Education
& Employment (D{EE) / Qualification and Curriculum Authority (QCA), 1999a,
p.11). Underpinning the aims of the National Curriculum, there are four main
purposes;
e The establishment of entitlement:

“The National Curriculum secures for all pupils, irrespective of

social background, culture, race, gender, differences in ability

and disability, an entitlement to a number of areas of learning

and to develop knowledge, understanding, skills and attitudes

necessary for their self-fulfilment and development as active and
responsible citizens”

e The establishment of standards:
“The National Curriculum makes expectations for learning and
attainment explicit to pupils, parents, teachers, governors,
employers and the public, and establishes national standards for
the performance of all pupils in the subjects it includes. These
standards can be used to set targets for improvement, measure
progress towards those targets, and monitor and compare
performance between individuals, groups and schools”

e The promotion of continuity and coherence:
“The National Curriculum contributes to a coherent national

framework that promotes curriculum continuity and is
sufficiently flexible to ensure progression in pupils learning. It
facilitates the transition of pupils between schools and phases

of education and provides a foundation for lifelong learning”

e The promotion of public understanding;
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“The National Curriculum increases public understanding of,
and confidence in, the work of schools and in the learning and
achievements resulting from compulsory education. It
provides a common basis for discussion of educational issues
among lay and professional groups, including pupils, parents,
teachers, governors and employers” (DfEE / QCA, 1999a, pp.
12 -13).

Thus, the National Curriculum aims to provide pupils with an
entitlement to an education, which equips them with the skills necessary to
become integrated into society.

Further, the National Curriculum aims to provide pupils throughout
their schooling with a broad and balanced curriculum, whereby they experience
a range of subject areas within the course of their education. It comprises four

Key Stages. These are shown in Table 2.2.
Table 2.2
The Four Key Stages in the National Curriculum

Age range Where
predominantly
taught

Key Stage 1  From commencement of formal education to the Primary School

age of 7

Key Stage2 Fromage 7to 11 Primary School
Key Stage3 Fromage 11 to 14 Secondary School
Key Stage 4 From age 14 to 16 Secondary School

(Adapted from DIEE / QCA, 1999a, p.18)

Twelve subjects make up the National Curriculum, although not all of these
subjects are taught throughout all of the four key stages. English, mathematics and
science form the core of the curriculum. The remaining subjects are referred to as
foundation subjects. Table 2.3 provides a summary of the core and foundation

subjects, and the key stages in which they are taught.
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Table 2.3
The Core and Foundation Subjects of the National Curriculum
Subject Key stage Keystage Keystage Key stage

1 2 3 4

Core subjects

English ® ® ® ®

Mathematics ° ° ° °

Science ° o o o

Foundation Subjects

Design and technology . . . o *
Information and communication . . o .
technology

History . . . X
Geography . . o X
Modern foreign languages X . o ¥
Art and design . . . X
Music . = o X
Physical education . . . .
Citizenship X X o .

(Adapted from DIEE / QCA (1999a) p.16).

e = statutory requirement X = non statutory requirement
* = non statutory requirement with effect from September 2004.
Within each subject area, the National Curriculum provides detail regarding
the following:
e programmes of study
e attainment targets and level descriptors

e assessment arrangements.
Programmes of study are defined as “the matters, skills and processes which

are required to be taught to pupils of different abilities and maturities during each
key stage” (Department of Education & Science (DES), 1991, p.i). These
programmes of study identify the specific knowledge, skills and understanding that

pupils should be taught. Detailed information regarding what pupils should be taught

is provided through curriculum documentation and, more recently, schemes of work.
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Attainment Targets are defined as “the knowledge, skills and understanding
which pupils of different abilities and maturities are expected to have by the end of
each key stage” (DES, 1991, p.1). There are eight levels of attainment for each
subject area with a further level for exceptional performance for pupils who perform
beyond level 8. At each key stage a range of levels of attainment are identified as
well as a level at which it is expected that the majority of pupils will achieve at the
end of the key stage. These are shown in table 2.4. A description is provided for each
level of attainment (see appendix A)which gives an overview of what pupils should
be achieving at each level of attainment.

Table 2.4

Levels of Attainment

Range of levels of attainment, which the Expected attainment for the majority of
majority of pupils are expected to work at.  pupils at the end of the key stage.

Key Stage 1 1-3 At age 7 2

Key Stage 2 2-5 At age 11 4

Key Stage 3 3-7 At age 14 5/6

Key Stage 4 GCSE examinations At age 16 GCSE examinations

(DfEE / QCA, 19993, p.18)

In relation to assessment arrangements for the core subjects of English,
mathematics and science, structured formalised statutory assessment tasks (SATs)
are taken at the end of each key stage. These provide the levels of attainment for each

pupil within each of the 3 core subjects. However in the foundation subjects the class

teacher provides levels of attainment based on observations of pupils.

2.3.1 Physical Education and the National Curriculum

Within the National Curriculum, physical education is identified as a
foundation subject. It is one of only three foundation subjects (see table 2.3) that
schools are currently required to teach throughout each of the four key stages.

DfEE / QCA (1999a) define the benefits to the individual as a result of
participation in physical education in the National Curriculum as:

Physical education develops pupils’ physical competence and

confidence, and their ability to use these to perform in a range of

activities. It promotes physical skilfulness, physical development and
a knowledge of the body in action. Physical education provides

opportunities for pupils to be creative, competitive and to face

different challenges as individuals and in groups and teams. It



promotes positive attitudes towards active and healthy lifestyles.
Pupils learn how to think in different ways to suit a wide variety of
creative, competitive and challenging activities. They learn how to
plan, perform and evaluate actions, ideas and performances to
improve quality and effectiveness. Through this process pupils
discover their aptitudes, abilities and preferences, and make choices
about how to get involved in lifelong physical activity (p.174).
The programme of study for physical education in the National Curriculum
(2000) 1s based around four content areas:
e Acquiring and developing skills: the acquisition of new and development of
existing skills.
o Selecting and applying skills, tactics and compositional ideas: the selection and
application of new and existing skills in a range of activity areas.
e Evaluating and improving performance: the ability to evaluate own and others
performances in a range of activity areas, and use these evaluations to inform

subsequent performance.

o Knowledge and understanding of fitness and health.
(Adapted from DfEE / QCA, 1999, p.176).

The specific requirements of these four content areas differ during the four
key stages, and are summarised in table 2.5. They show a progressive development

of the generic skills a child needs to perform effectively within the physical

education context.

17
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In relation to a broad and balanced curriculum in the physical education, the
breadth of study relates to the areas of activities that should be taught at each key
stage. Within the National Curriculum for physical education there are 6 areas of
activity, athletic activities, dance activities, games activities, gymnastic activities,
outdoor and adventurous activities and swimming activities. The key stages at which

each arca of activity should be taught i1s shown in table 2.6.

Table 2.6
Breadth of Study for Physical Education in the National Curriculum

Key Stage Areas of activity taught Minimum number of
areas to be taught
1 Dance, Games, Gymnastics 3
2 Dance, Games, Gymnastics plus two other from 5

swimming and water safety, athletics and
outdoor and adventurous activities

3 Games, and three from dance, gymnastics, 4
swimming and water safety, athletics and
outdoor and adventurous activities, of which at

least one must be dance or gymnastics
4 Two activities from dance, games, gymnastics, 2

swimming and water safety, athletics and
outdoor and adventurous activities

(Adapted from DIEE / QCA, 1999b, pages 17 — 24)
From table 2.6, it can be seen that the breadth of study, and consequently the

areas of activity which should be taught, varies between the key stages. In fact during
key stage 2, a wider range of activities should be taught than at any other key stage.

It is therefore necessary to distinguish between primary and secondary education 1n

more detail.

2.3.2 Primary and Secondary phases of Education

As has been identified, the National Curriculum in England is divided into
four key stages. Key Stages 1 and 2 are generally taught in primary schools, with
Key Stages 3 and 4 being taught in secondary schools.

Primary education caters for pupils between the ages of five and 11, therefore
key stages 1 and 2. The organisational structure of the primary schools 1s such that

pupils are taught with the same class for most subjects, with the class teacher

teaching the majority of lessons. However, there may be setting, whereby pupils are
grouped according to ability, predominantly in the core subjects of English,

mathematics and science. Movement around the school 1s minimal as lessons are
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based in the same classroom, although subjects such as information and
communication technology (ICT) and physical education are generally taught away
from this classroom. Pedagogic approaches within the primary classroom are child-
centred (Hopper, Grey & Maude, 2000; Lance, 1994), whereby learning is focussed
on the individual, through exploration and experimentation.

The secondary phase of education focuses on key stages 3 and 4. The
structure of secondary schools is built around subjects therefore, although pupils are
generally assigned to a tutor group, it is unlikely that they will remain with the same
pupils throughout the day. In contrast to primary schools, subject specialists teach the
curriculum. This means that pupils may be taught up to five or more subjects by
different teachers during each school day. Further, differences in pedagogic approach
are also evident with the adoption of a subject-centred approach to learning (Lance,
1994).

As has previously been identified, where middle schools are evident they are
categorised either as either middle (deemed primary) catering for the age-range 8 —
12, or middle (deemed secondary) catering for the age range 9 — 13, and adopt the
characteristics of the associated educational phase.

Throughout the evolution of our current educational system reference is made
to the developmental needs of pupils (e.g. Board of Education, 1926). It therefore
becomes necessary to look at what these developmental needs are and how these may

be influenced during the education of the child and more specifically during the

movement in and between phases of education.
2.4 Development of the Child

As children grow and develop, Gallahue and Ozmun (1995) suggest they
undergo changes across three domains which they refer to as; the cognitive, the
affective, and the psychomotor. The cognitive domain looks at the ways in which
knowledge is developed. The affective domain focuses on the self, in respect of
feelings and emotions. Finally, the psychomotor focuses on the physical changes
experienced during maturation and looks at how motor skills are developed. Theories
and models of development have been proposed regarding how such development

occurs. Some of these are outlined in the following section of the chapter.
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2.4.1 Cognitive Development
Theories of cognitive development (e.g. Piaget, 1898 — 1980; Vygotsky, 1896
—- 1934, and Bruner, 1915 -), suggest a staged theory of development whereby basic

competences need to be developed before further development can be achieved.

2.4.1.1 Genetic Epistemology — (Piaget, 1898 - 1980)
Piaget and Inhelder (1969) stated that cognitive (also referred to as mental)

development occurs through distinct stages that are successive and build upon
previous experiences. Further that each stage “extends the preceding period,
reconstructs it on a new level, and later surpasses it to an ever greater degree”
(p.152). Further, they suggest that cognitive development occurs continually and
progressively, and that such development occurs in a fixed order. Consequently a
developing child assimilates new experiences into pre-existing knowledge and then
accommodates such modifications into the environment in which they are placed. In
this way they adapt their behaviours to reflect the changing situational context.

Four distinct stages of development are identified. These are shown in table 2.7.

Table 2.7
Piaget's Stages of Cognitive Development

AGE STAGE BEHAVIOURS
Birth — 18 months Sensorimotor Learn through senses
Learn through reflexes
Manipulate materials
18 months — 6 Preoperational Form ideas based on perceptions
years

Can only focus on one variable at
a time

Over generalise based on limited

experience
6 years — 12 years Concrete Form 1deas based on reasoning
Operational Limit thinking to objects and
familiar events
12 Years and Formal Think conceptually
Older Operational Think hypothetically

(Adapted from Smith, Cowie & Blades, 1998, p.336).

During the sensorimotor stage of development infants learn through reflexive

responses (responses to sensory information) to their interaction with the
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environment. Those actions they find pleasurable, they repeat. As they develop they
become more aware of their environment, and begin to combine actions. Through

this they begin to use trial and error to respond to stimuli.

The preoperational stage of development coincides with the main period of
children’s language development. During this stage children move from a self-
centred focus to developing the ability to relate to others within their environment.
Their perceptive ability develops, although their focus is limited to one thing at a
time. As children progress through this stage, they are able to carry out simple tasks
e.g. sorting of equipment in an ordered fashion, but are unable to explain why. As
children progress into the Concrete Operational stage of development they begin to
develop the ability to attend to more than one variable of a task at a time. Further, the
development of their ability to reason results in their actions becoming more ordered
and they are more able to describe what they have done, and why.

The final stage of cognitive development is that of the Formal Operational
stage. During this stage, Piaget proposed that children / adolescents develop their
ability to reason further, and can describe the existence of relationships. Further, their
ability to hypothesise and predict outcomes develops. This stage will take place
predominantly in the secondary school.

Throughout Piaget’s stages of cognitive development, the focus is on the
child, which suggests a child-centred approach to leaming (Smith, et al, 1998)
whereby a child develops knowledge through the activities undertaken. This is
further highlighted by Garhart-Mooney (2000) who concluded that Piagetian theory
argues ‘“children learn best when they are actually doing the work themselves and
creating their own understanding of what’s going on, instead of being given
explanations by adults” (p.62). By experiencing an activity through doing, the child
develops more rapidly than they would were they to just observe. Within an
educational context the role of the teacher / instructor is that of guide or facilitator,
whereby they create learning situations that reflect individual needs and abilities, and

provide opportunities for pupils to experience a variety of activities.

2.4.1.2 Social Development Theory — (Vygotsky, 1896 - 1934)

Vygotsky (1931) 1dentified three stages of development. During early

development changes to cognition reflect discovery learning, where trial and error

are used to unify images. Associated with this is the development of spatial
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awareness. During the second stage of development basic concepts previously
developed become more complex as “the child begins to unify similar objects into a
common group and finally to combine them according to the rules and objective
connections which he 1s able to discover in things” (van der Veer & Valsiner, 1994,
p.219). Thus, the second stage of development is linked to direct experience. The
third stage reflects further refinement of cognition through the application of
generalisations. Development through these stages occurs within periods of
sensitivity, suggesting that the individual needs to be ready before further progress
can be made. Consequently the age at which progression through each stage occurs 1s

not uniform and reflects individual differences.

Vygotsky proposed that cognitive development occurs as a result of
experience, and that these experiences needed to be both personal (internalised) and
social (reflective of the individual’s culture). Within his theory, Vygotsky identified
the concept of play as crucial to learning, as it allows for interaction with others,
reflecting the personal and social elements of learning. Natural development of the
individual results in the acquisition of elementary thinking. Cultural influences help
to develop this thinking and allow for the development of higher processes. As the
individual matures, a movement away from external stimulation to self-generated

stimulus reflects the development of independent learning.

Consequently, Vygotsky suggested that learning occurs as a result of social
interactions with individuals who possess a greater level of knowledge than the child,

for example teachers or older children. This group of individuals he referred to as
experts. He argued that whilst two pupils may have the same mental age as each
other as revealed through assessment, their capacity to achieve with instruction might
be different. Thus, he linked development to potential development rather than actual
development, focusing on the relationship between potential and actual ability. This
relationship he viewed as the ‘zone of proximal development’, which can be defined
as “the distance between the most difficult task a child can do alone and the most
difficult task a child can do with help” (Garhart-Mooney, 2000, p.83). For learning to

occur, a child should work within this zone of proximal development, and be
provided with more challenging experiences. If the child does not work in the zone

of proximal development, learning will not occur.
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2.4.1.3 Constructivist Theory — (Bruner, 1915 - )

Bruner argues that for leaming to occur, learning episodes should be
structured, thereby building upon previous experiences. This suggests a child-centred

approach to learning. He proposes 3 stages of development. These are summarised in
table 2. 8.
Table 2.8

Bruner'’s Stages of Development

Age Stage Behaviours

0-2  Enactive Mode Motor responscs

Uses actions to represent the environment

2-6 Iconic Mode Images used to stand for objects
6-  Symbolic Mode Symbolisation
Abstract thinking

Adapted from Smith et al. (1998) p. 433

Within his theory, Bruner identified that children’s stages of cognitive
development is reflected through the way in which they represent their environment.
Up until the age of two he suggested that children are in the enactive mode whereby
representation of the environment is through actions. As children develop, between
the ages of 2 — 6, they enter the iconic mode whereby images begin to be used. Post
six they enter the symbolic stage whereby knowledge is developed through abstract
thinking.

Bruner sees the teacher (which may include parents) as central to the learning

process, identifying them as the provider of structured help, allowing pupils to use

existing knowledge to build greater depth and understanding. In order to achieve this,
Bruner suggests the adoption of a process known as “scaftolding”. This involves the
provision, by the teacher, of a structure that allows the pupils to gradually build their
knowledge base through a scries of related tasks. Smith et al. (1998) defined
scaffolding as “a flexible and child-centred supportive strategy which supports the
child in learning new things” (p.431).

Further, Bruner suggests that for this development to occur, a child must be
introduced to ideas at an early age and that these ideas should be revisited

progressively, and at increasing levels of difficulty for deeper understanding to be

achieved. This he called the spiral curriculum. However, as Vygotsky identified in
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his periods of sensitivity, Bruner also identified that children need to be in a state of
readiness to learn. Thus the extent to which children are ready to learn will impact

upon the learning that takes place and may also influence the way in which what is to

be learnt 1s presented.

2.4.1.4 Links between the theories of cognitive development

The theories proposed by Piaget, Vygotsky and Bruner predominantly focus
on the child as central in any learning process. In this respect they support a child-
centred approach to learning and teaching. The teacher is a facilitator, providing
opportunities and activities designed to encourage the child to leam through trial and
error, although the level of involvement from the teacher may vary according to the
level of development reached by the child.

To some extent the theories are reflected in the teaching styles predominant
in primary schools, whereby learning is child focussed. Further the theories highlight
the need for continuity and progression in learning, whereby previous knowledge and
understanding is built upon. Of importance also, is the identification of key ages of
development, specifically ages 6 and 12. Such ages coincide to some degree with the

ages of commencement of schooling, also of transfer from primary to secondary

school. Thus whilst it is not explicit whether such theoretical knowledge was used
during the establishment of ages of transfer, they would appear to be a link between

development and ages of transfer.

2.4.2 Affective Development

Affective development (also referred to as socio-emotional (Eritkson, 1995)
and psycho-social (Murdoch, 1996) is concerned with the development of feelings
and emotions (Crain, 2000). It is associated with the way the individuals feel about
themselves, which is retlected in the behaviours they exhibit. To some extent
affective development follows similar patterns to those identified in the cognitive
domain of development. Piaget and Inhelder (1969) highlight this further stating
“The affective and social development of the child follows the same general process
[of cognitive development], since the affective, social, and cognitive aspects of
behaviour are in fact inseparable” (p.114). Changes reflect an ordered process, which
differs between individuals, but requires all individuals to progress through the

stages at some time and in the same order.
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Erikson (1995) proposes eight stages of development within this domain, five
of which take place between birth and adolescence. He argues that these stages
reflect the ability of the individual to negotiate a series of responses to conflict,
resolution of which allows movement into the next stage of development. These are

summarised 1n table 2.9.
Table 2.9

Erikson’s I* Five Stages of Socioemotional Development

Stage Age Characteristics
Trust vs Mistrust Infancy Development of trust towards
01 individuals
Development of confidence
Autonomy vs Shame Toddlerhood Development of choice
{—3 Experimentation linked with
physical development
Initiative vs Guilt Early childhood Child becomes more loving
3_6 Evidence of conflict

Development moral responsibility

Accomplishment/industry Middle childhood Development of competence in
vs Inferiority 6—11 activities undertaken through

application

Potential for inferiority to develop
Identify vs Role confusion Adolescence Social comparisons against others

11— 16 and achievement result in identify
formation

In focusing on the development of the child’s feeling and emotions, and the
resulting behavioural changes, affective development is associated with the

development and modification of self-esteem, motivation and attitudes, and forms an

important focal area during the education of children.

2.4.3 Motor Development
Haywood (1986) suggests:

The learning and performance of motor skills is a lifelong
challenge. Basic skills must be acquired early in life; this
process begins with the achievement of postural control and
the ability to grasp with the hands. It continues with the
acquisition of locomotor skills and then manipulative skills

such as throwing. During childhood, the basic skills learned
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carlier are refined and combined in order to produce complex
skills. The individual continues to acquire movement
sequences into adolescence as improvements are made in the
ability to match motor skills to the demands of the movement
tasks at hand (p.3).

Thus, motor development focuses on the acquisition, consolidation and
development of basic movement skills during a child’s development. These basic
movement skills include for example, running, walking, jumping, rolling and
stopping, which may also be referred to as gross motor skills. However, it can also
include movement skills requiring a form of manipulation, for example writing,
handling of objects, also referred to as fine motor skills. Models of motor
development (Gallahue & Ozmun, 1995; Haywood, 1986; Thomas, 1984) suggest
that during their development, children progress through a senes of stages. Further
that movement through these stages will depend upon their level of maturation. Age
ranges are 1dentified, during which certain skills can be developed and performed.
However, motor development occurs in stages with children having to successfully
complete one stage before further progress can be made. Whilst it is possible to
predict the types of skills the individual should be able to perform within an age
range, this may not retlect actual performance due to the individual characteristics
and differences an individual brings to the context in which the skill is developed.

Thus diversity 1n skill development becomes apparent, but follows a similar pattern.

2.4.3.1 Gallahue and Ozmun (1995)

Gallahue and Ozmun (1995) define motor development as “progressive
change in motor behaviour throughout the life cycle, brought about by interaction
among the requirements of the task, the biology of the individual, and the conditions
of the environment” (p.3). They provide a staged model for motor development
stating that basic motor skills need to be learnt and refined before progress to the

next stage can be achieved. These stages are shown in table 2.10.
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Table 2.10
Phases of Motor Development (Gallahue & Ozmun, 1995)

Period Age range Skills acquired
ears
Infancy 0-2 Reflexive movement
Childhood 2-10 Fundamental movement phase
Toddler period 2-3 characterised by exploration and
Early childhood 3-5 experimentation.

Middle / Late Childhood 6 -10  Transitional phase

Adolescence Application phase
(prepubesence)

(girls) 10-12

(boys) 11-13

Adolescence Lifelong utilisation phase.
(postpubesence)

(girls) 12 -18

(boys) 13-20

Infancy involves the child responding through reflexes to the changing
environment. As children experience physiological changes within their body basic
skills, for example balance, develops. As a result children are more able to control
themselves allowing actions to become more voluntary resulting in for example the

development of skills such as walking and manipulation using hands. During the

childhood period the child develops further motor skills through exploration and
experimentation building upon the skills they have previously learnt. Associated with
this period of development is the child’s ability to run, jump, throw and catch
(Murdoch, 1996) i.e. their fundamental motor skills.

As the child progresses further they enter a period Gallahue and Ozmun
(1995) characterise as the transitional phase. During this period “the individual
begins to combine and apply fundamental movement skills to the performance of
specialised skills in sport and recreational settings™ (p.88). The skills performed are

similar to those of the fundamental stage but performance is more accurate and
efficient.
The application period of motor development coincides with the period of

cognitive development that sees children develop conceptually and hypothetically.
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Consequently children begin to develop the ability to apply tactics to the activities
they undertake. The complexity and accuracy of the skill develops further as the

child adapts the skills they have acquired. Further, individuals begin to make choices
regarding the activities they like with specialisation becoming apparent. Within this
phase of development gender differences are acknowledged, specifically in respect of
the biological differences between boys and girls associated with the onset of

puberty, which impacts on the time at which this phase may occur.

2.4.3.2 Haywood (1986)

Haywood (1986) proposed a staged model of motor development, with
mastery of basic skills being necessary before more advanced skills can be
developed. Identification is made of three key stages of development, as shown in
table 2.11. Movement through these stages reflects the increased efficiency and

stability of the individual as a result of physical development.
Table 2.11
Summary of Stages of Development, Haywood (1986)

Period Age Range Skill development
Infancy 0-1 Involuntary / reflex actions
Childhood 1-8 Basic locomotion

Basic skill development e.g
walking, running, jumping

hopping, throwing, kicking,

hitting, catching
Preadolescence / Girls 8/10-18 Strength development,
Adolescence Boys 10/12-20 endurance, co-ordination,
efficiency

2.4.3.3 Thomas (1984)
Thomas (1984) also suggests that as a child goes through the processes

associated with maturation, changes to their movement patterns become evident.

Such changes are associated with biological developments, for example in changes to
limb length and changes to height and weight. These changes require movement
patterns already developed to be modified. Thus some children, who are able to

perform basic skills at a young age, then find it more difficult to perform the same
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skills as they get older. Consequently there may be a decline in their overall
performance. Such declines tend to be temporary and improvement is evident
overtime, however they may impact on other aspects of the child’s development
specifically within the atfective domain, resulting in changes to self-esteem,

motivation and attitudes.

Thomas (1984) suggests that simple reflex actions in infancy are built upon
and form more rudimentary movements as development occurs. During early
childhood, these rudimentary movements develop to become fundamental motor
skills, for example, running, jumping, throwing. Through adolescence into adulthood
these skills are refined, resulting in the development of sport specific skills. These
are summarised in table 2.12.

Table 2.12
Summary of Phases of Motor Development, Thomas (1984)

Period Age range Skills acquired
(years) _ _

Infancy 0-1 Reflexes — reaction
Childhood Rudlmentarylr movement
(girls) 1-8 Funda.rnenta move@ent.— |
(boys) 1-10 Walking, running, jumping, hopping,

4 throwing, catching, punting
?qslsc;:scence 8-19 Transitional motor skills
(l%lo S) 10— 22 Specific sports skills and dances

2.4.3.4 Summary of stages of 3 models of motor development
As with the theories of cognitive development, motor development is

identified as a staged process, with the development of basic competences or
fundamental motor skills, that are built upon as maturation occurs. Commonalities
exist regarding the characteristics of each stage of development between the
identified models. These are shown in table 2.13. Further as with cognitive and
affective development, stages of development appear to link to stages evident within

the current English education system.

There are commonalities within the models in respect of the age ranges at
which developmental changes occur. All agree that there is a period of infancy,

although Gallahue and Ozmun (19935) suggest that this period of development occurs
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over a longer time frame than Thomas (1984) and Haywood (1986). Further, all three
identify a development period from infancy to 10 years of age which they label as
childhood. During this period, Thomas (1984) identifies differences between boys
and girls. However, Haywood (1986) and Gallahue and Ozmun (1995) do not
differentiate between boys and girls during this period of development. The third
main period of development they all refer to as adolescence. Within this stage
acknowledgement 1s made of differences between boys and girls reflective of the

different times at which puberty occurs.

Table 2.13
Summary of the development periods identified by Thomas (1984), Haywood (1986),

and Gallahue & Ozmun (1995)

Thomas (1984 Haywood (1986 Gallahue & Ozmun (1995
Period Age Period Age Period Age
range range range
(years) (years) (years)
Infancy 0-1 Infancy 0-1 Infancy 0-2
Childhood Childhood 1-8 Childhood 2-10
(girls) 1 -8 Toddler period 2-3
(boys) 1-10 Early childhood 3-S5
Middle / Late
Childhood 6-10
Adolescence Preadolescence Adolescence
/ Adolescence (prepubesence)
(girls) 8—-19 (girls) 8/10—-18 (girls) 10-12
(boys) 10-22  (boys) 10/12 - (boys) 11-13
20
(postpubesence)
(girls) 12-18
D0YS 13 -20

2.4.4 Links between Phases of Education, the National Curriculum and Theories
and Models of Development

The theories and models of development identify development to be
continuous, with knowledge and skills enhanced as a result of social interactions.

Further, development and learning are staged, whereby a certain level of
development is necessary before movement onto the next stage is possible.
Development is individual, and therefore children progress at differing rates and this

is reflected in the age ranges identified within the theories and models.
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The theories and models of development have implications for children’s
learning and therefore for schools. The structure of schooling, particularly age of
commencement and of transfer and the framework of the National Curriculum,
reflect the developmental stages identified in the various theories and models. In
relation to learning itself, whilst the revisiting of previous work for both cognitive
and motor development is acceptable, as reflected in the theories proposed by
Vygotsky and Bruner, it is only beneficial if it enhances the knowledge base of the
child, requiring the child to attempt increasingly more challenging activities.

In addition to stages of development, relationships are evident between
cognitive and motor development. Further, relationships are evident between the
affective development of the individual and both thetr cognitive and motor
development. Breckenridge and Vincent (1965) acknowledged that individual’s who
demonstrate a greater level of physical competence (reflected in their skill
development) show greater self-confidence and social interaction. It is the
individual’s ability to interact socially that has been identified as influencing both
cognitive and affective development.

Specifically within the context of physical education, Murdoch (1996) argues
that the development of the child reflects the complex inter-relationships between the
different domains of development. To this end she identifies five principles of

development:
e That the relationship between the domains of development will influence the
overall competence of the child,;

e That development will occur through stages;

e That the time at which movement through these stages occurs will difter

between children;
e That the time it takes a child to move through the stages will differ;

e That individual movement between domains will differ in a child.
Thus links are evident between the phases of education, the National
Curriculum and the stages of human development. Figure 2.1 provides an overview
of the time at which changes occur in phases of education, curriculum content and

stages of development.
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Thus it can be suggested that the National Curriculum and phases of
education are inter-related, and loosely reflect the stages of development identified
within the domains of development. However it must be acknowledged that due to
the individual nature of development, children may not exactly fit the development
structure outlined in the National Curriculum. Consequently this may impact of the
learning that takes place and with it the associated attainment of the pupil.

Within the context of education, knowledge and understanding of these stages
of development are necessary if teachers are to develop a greater understanding of
the changes pupils experience during their education. The next section of this chapter
looks at how transfer between schools may impact upon pupils, identifying some of
the changes pupils may experience.

2.5 Transfer between schools

The current structure of the English education system requires pupils to
change schools at least once. For most pupils transfer from primary to secondary
school occurs at the age of 11. As well as a change of school at this time, pupils
move from key stage 2 to key stage 3 of the National Curriculum. However some
pupils change school at age 12 or 13. They therefore experience a change in key
stage whilst remaining within the same school and change school within a key stage.

Research (Schachar, et al., 2002; Steed & Sudworth, 1987; Walsh, 1995)
suggests that the transfer from primary to secondary school is perhaps one of the
most influential periods in pupils’ education. Changes in physical size and
appearance, coinciding with environmental changes in terms of status, as a result of
moving from being the eldest in the school to becoming the youngest, size of the
school, and changes in pedagogical approaches as they move from child-centred to
subject-centred approaches (OFSTED, 2002), result in many pupils experiencing
anxiety or threat (Howarth & Head, 1988). Schachar, et al. (2002), looking at the
impact of transfer between schools on pupils, concluded that “periods of transition in
terms of the physical and social environment are indeed periods of psychological
instability for people, and that these transitions affect people’s development
profoundly” (p.81). Differences between pupils exist, with some coping more
quickly with change than others. To this extent Steed and Sudworth (1987) proposed

that the movement from pnimary to secondary school is “a major hiatus in the

educational journey of most pupils and it takes time for them to adjust to a different
set of conditions” (p.24).
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More specifically, research has shown that this change of school has an
impact on; attainment (Doyle & Herrington, 1998; Galton, et al., 1999; QCA, 2002;
Sainsbury, et al., 1998), self-esteem (Eccles, et al., 1989; Hirsch & Rapkin, 1986;
McCarthy & Hoge, 1982), motivation (Bouffard & Couture, 2003; Chen, 2001) and
attitudes (Anderson, et al., 2000; Coe, 1984).

Such changes reflect changes to the individual’s self-system (Harter, 1983;
Seidman, Allen, Lawrence Aber, Mitchell & Feinman, 1994). Harter (1983)
identifies the self-system to consist of “cognitive and affective structures” (p.276).
Development of the self-system is progressive occurring as a result of interactions

with the environment and therefore can be seen as socially constructed. Integral to
the system 1s the resulting behaviours exhibited by the individual. The self-system
therefore comprises the affective (self-esteem), cognitive (motivation and attitudes)

and behavioural (achievement / competence) domains.

/ SELF-SYSTEM \

AFFECTIVE COGNITIVE BEHAVIOUR
Self-esteem motivation achievement
attitudes

Figure 2.2 The self-system (Seidman et al., 1994)

Cognitively the model reflects an individual’s competence / achievement and
how they view themselves within a given situation, which may reflect their self-
evaluations or evaluations of themselves against others reflecting a need for approval

from those around them. Thus the concept reflects the individual’s perception of

himself or herself within given situations, which may impact on the motivation,
attitudes and behaviours they demonstrate towards that situation. Consequently, it
can be suggested that the individuals’ perception of themselves becomes focal in

determining their motivation, attitudes and attainment.

In identifying the self-system as socially and cognitively constructed (Harter,
1999), it can be proposed that where social change occurs, for example when
changing school, changes to the self-system will also be evident. This will be a result

of changes to pupils perceptions of themselves against others and the changing
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environment. Eccles and Midgley (1989) provided a meta-analysis of research
conducted to identify changes experienced by pupils during the move from primary
to secondary school. They tdentify that key changes occur in pupils’ achievement,
self-esteem, motivation and attitudes. Reasons for such changes are identified as a
change in emphasis towards competition, social comparison and self-assessment.
Such changes are reflected in the departmentalisation of education, ability groupings

and pedagogical approach (to include assessments, teacher control and teaching
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