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Executive Summary

This report presents the findings of a sub-study on transitions undertaken as part of the
Effective Pre-school, Primary and Secondary Education 3-14 (EPPSE 3-14 project) a
major longitudinal study investigating the influence of pre-school, primary and secondary
school on children’s cognitive and social/behavioural development in England. The
transitions sub-study of more than 500 children and families sheds light on current
transition practices and highlights what helps and hinders a successful transition. It
takes into account the influence of child and family background characteristics such as
socio-economic status (SES) and gender. It suggests how the transition experience
could be improved to enhance the smooth continuity between primary and secondary
school.

By adopting a mixed methods approach, the study investigated the issues related to
transition for four distinctive groups: Local Authorities, children, parents and schools.
Officers in six Local Authorities were asked about the way transition was dealt with in
their Authority. Children in their first term at secondary school completed a
questionnaire on their thoughts and experiences of transition, and the study also sought
their parents’ opinions in order to illustrate the whole family’s experience.

Finally, there were twelve case studies selected from the respondents of the
guestionnaire because of their positive experiences of transition. These involved
interviews with the children and their primary and secondary teachers. This provided
further details of the systems in place that support the transition processes between
school phases.

The sample was drawn from children and families in the wider EPPSE project. 1190
children from the EPPSE sample made a transition at the end of the 2005-06 academic
year. Responses were received from 550 children (a 46% response rate) and 569
parents (a 48% response rate) from across England drawn from 6 Local Authorities
(Shire County, Inner London borough, Midlands/Metropolitan region, East Anglia area,
and two authorities in the North East). Children were recruited to the case studies using
stratified selection to get a balanced mix by region, gender, socio-economic status (SES)
and ethnicity. A wide range of data, already available from the main EPPSE study was
used to complement the analyses.

The aims of the project were:

« To explore transition practices and identify successes and challenges in the
six Local Authorities who were part of the original EPPSE study
(www.ioe.ac.uk/projects/eppe ).

« To explore the processes that support pupils’ transition from primary to
secondary schools and to identify any hindrances to successful transition.

« To explore the experiences and perceptions of both pupils and their parents of
the transition process.

- To identify any background characteristics of pupils and families that are
associated with more positive transitions.

- To describe the specific practices that lead to positive and negative transitions
(as reported by pupils and parents).



Key findings

« Arange of practices were employed by schools which helped to support children's
transitions including: the use of ‘bridging materials’; the sharing of information
between schools; visits to schools by prospective teachers, children and their
parents; distribution of booklets; talks at the schools; taster days and other joint
social events between schools.

« Most children (84%) said they felt prepared on entry to secondary school. Many
believed that their family and/or teachers helped them to prepare by addressing
worries, reassuring and encouraging them, explaining what to expect and how
secondary school works, and by giving advice and tips on how to cope at their
new school. A noteworthy minority, 16 per cent, did not feel prepared when they
changed schools, but only 3 per cent of children were worried or nervous a term
after starting their secondary school.

« The data analysis revealed five aspects of a successful transition. A successful
transition for children involved:

o developing new friendships and improving their self esteem and confidence

o having settled so well in school life that they caused no concerns to their
parents

o showing an increasing interest in school and school work

o getting used to their new routines and school organisation with great ease

o experiencing curriculum continuity.

« Children who felt they had a lot of help from their secondary school to settle in
were more likely to have a successful transition. This included help with getting to
know their way around the school, relaxing rules in the early weeks, procedures to
help pupils adapt, visits to schools, induction and taster days, and booklets.

« If children had experienced bullying at secondary school, had encountered
problems with dealing with different teachers and subjects or making new friends,
then they also tended to experience a negative transition.

+ Low SES (socio-economic status) has been found to have an association with
less positive transitions for children.

Current transition practices

The Local Authorities were responsible for the secondary admissions procedure, and
issued information on this to schools and parents. The primary schools shared
information on Key Stage 2 results, attendance and special educational needs of
individual pupils with the secondary schools. The interviews with the six LA officials
revealed that secondary schools do not appear to ‘trust’ the data on children provided by
primary schools at Year 6 level, and this leads to a system of baseline re-testing of all
children at Year 7. Guidelines on good practice, opportunities for training and formal
systems to evaluate training and practice differed enormously between the six Local
Authority areas. Choice Advisors, a new Government initiative being delivered in some
areas, provide impartial advice and support to parents.
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There were some interesting initiatives to ensure that children and their parents knew
about secondary schools and felt comfortable with the process of transfer. These
included information booklets about the secondary schools, open days, talks by the
secondary teachers, and meetings with other children and staff. Visits to secondary
schools were for whole classes at primary school or for families, where they could see
examples of work, and sample lessons. There were also visits by Year 7 teachers to
feeder primary schools to help familiarise children with the teachers they would meet.
Some schools structured the first day of Year 7 so that the children were the only pupils
at the school and could experience the space and facilities without other pupils around.

To help curriculum continuity, some schools used ‘bridging materials’ where the same
work books were used in both Years 6 and 7. There was some sharing of information on
the skills and understanding pupils had achieved and on the style of lessons, for
example, through the visit of Year 7 teachers to Year 6 classrooms to watch the class
work and talk to individual pupils. Secondary school teachers initiated most of the
contact.

In the schools attended by children in the study, there were various strategies used to
support children in their transition to secondary school. Most children (82%) attended
open days. These included tours of the school, head teacher talks, and meetings with
other teachers and children. The majority of children said that their primary school
teacher had talked to them about having more than one teacher in Year 7, behaviour and
discipline, and changing classrooms between lessons. Half of the children had also
been informed about having new subjects, and not being with the same pupils in all
lessons. In many cases (63%), a Year 7 teacher would have also visited the primary
school during which they would have talked to the class/small group (68%), watch the
class working (18%), taught the class (17%), talked to individual pupils (13%) and/or
talked during assembly (12%). Most children (81%) had also paid additional visits to
their new secondary school. Many children had also visited their new secondary school
for special lessons, evening meetings for parents and children and attended joint events.
Only seventeen per cent of the parents mentioned that their child had been assigned an
older pupil as a mentor in secondary school.

Key Features of a Successful Transition

According to LA officers, a successful transition was one where the process was
managed smoothly — with parental choices received on time, most parents getting their
first choice of school and few appeals.

The analysis of the survey responses of children and their parents was used to identify
children who had experienced a successful transition, in terms of the following five
factors: children had greatly expanded their friendships and boosted their self-esteem
and confidence once at secondary school; they had settled so well in school life that they
caused no concerns to their parents; they were showing more interest in school and
work in comparison to primary school; they were finding it very easy getting used to new
routines; and/or they were finding work completed in Year 6 to be very useful for the work
they were doing in Year 7.

One of the main features affecting a successful transition included whether or not
children had received a lot of help from their secondary school. The sort of help that
secondary schools could provide to their new pupils included help with getting to know
their way around the school, relaxing rules in the early weeks, procedures to help pupils
adapt, visits to schools, induction and taster days, and booklets, offering adequate
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information, encouragement, support and assistance with lessons and homework. The
vast majority of children had been taught by their secondary schools how to use
reference sources (90%), how to revise (87%), how to make notes (80%), and how to
write an essay (77%). The maijority of parents (80%) reported they had received enough
feedback from the school about their child's progress and behaviour.

Other things that promoted a positive transition among children included: looking forward
to going to secondary school; the friendliness of the older children at secondary school
and those in their class; having moved to the same secondary school with most of their
primary school friends; having older siblings who could offer them advice and support;
and finding their new school work interesting.

Eighty four per cent of children had felt prepared for moving to secondary school, and
after spending a term at their new school nearly three quarters of the children said they
felt happy. However, there were children — albeit a minority — who did not feel prepared.

What hinders a successful transition?

Local Authority officers felt that parents not understanding the admissions process, or
trying to ‘subvert’ the system (e.g. pretending to live in an area to get a better chance of
a school place) caused problems. In urban areas problems may also have arisen where
neighbouring authorities had different procedures — which often caused confusion among
parents. There was also some concern about the National Pupil Database, which some
LA officers reported as not being sufficiently up-to-date and occasionally holding
duplicate records.

For children, analysis of the survey showed that experiences of bullying, worrying about
their ability to do the work or about having new and different teachers for subjects, or
worrying about whether they can make friends, were all associated with a poor
experience of transition. It is worth mentioning, that approximately 3 in every 10 children
had some or many experiences of bullying according to their parents. Of the 165
parents who reported their children to experience some or a lot of problems with bullying
63 per cent of these children did not expand their friendships and did not boost their self-
esteem and confidence; 72 per cent of these children did not settle well and were of
particular concern to their parents; and 66 per cent of children did not get used to the
new routines with great ease.

Transitions for vulnerable children

Overall, children with special educational needs (SEN) or those from other vulnerable
groups did not experience a less successful transition than other children. However, the
survey data did highlight some interesting findings. Children with SEN, approximately 20
per cent of children in the sample, were more likely to be bullied — which is a key inhibitor
of a successful transition. Out of the 110 children with SEN in the sample 37 per cent
had problems with bullying compared with 25 per cent of children without SEN who had
problems with bullying. On the positive side, children with SEN and other health
problems were experiencing greater curriculum continuity between Years 6 and 7. |t
may be that the earlier and more individual transfer process that these children
experience has prepared them better for the move and the work they will do in Year 7.

Of the 102 children living in low SES households 72 per cent did not get used to the new
routines with great ease and 58 per cent did not settle in very well. In comparison, of the
186 high SES children, 50 per cent did not get used to the new routines with great ease
and 39 per cent did not settle in so well that they would cause no concern to their
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parents. However, children of low SES did look forward to secondary school, which had
a positive effect on them developing an interest in school and school work.

Conclusions and implications

This study was commissioned in light of concern about the transition experiences of
children moving from primary to secondary school. Most of the children in the study had
a positive transition experience, but a noticeable minority did not.

For children, parents and schools the factors that identify a successful transition can be
summarised as social adjustment, institutional adjustment and curriculum interest and
continuity. This report highlights a number of influences that shape children’s transfer
experiences and the likelihood of a successful transfer.

Social adjustment

The research identified that one important indicator of a successful transition was the
extent that children have more and new friendships and report higher self-esteem and
greater confidence after their transition to secondary school. The research suggests
there is a need to help children develop their social and personal skills (friendships, self-
esteem and confidence). Secondary schools could involve older children to help Year 7
children settle and this strategy may alleviate children’s and parents’ worries as well as
reduce incidents of bullying. It is appropriate to develop clear systems to identify bullying
and offer guidelines for Year 7 tutors, in order to refer those who appear to have
problems after transfer to a support system or a scheme of “buddies”. Older children in
the school could assume the role of “an older sister/brother” since children with older
siblings adjusted better in this regard. Using the PSHE (Personal, Social and Health
Education) curriculum to develop these skills, as well as using the period after the KS2
national assessments as a key period to help prepare children could help both in the
transition process, as well as the PHSE skills of older pupils.

Institutional adjustment

The survey showed that settling well into school life and getting used to new routines
were two important elements of a successful transition. These aspects can be improved
by encouraging children in the same class to work collaboratively and help each other
even if they are not always together in the same lessons. Most secondary schools are
structured around a “form” system. Whilst this is usually used as a “registration” group
and as a PSHE group, heads of Year could use this time more constructively to enhance
children’s social skills and self-esteem. A possible way forward may be to establish
smaller “tutor/focus” groups with the “form”.

The most successful schools, as identified from the case studies, were those with very
close links and co-ordination between primary and secondary schools. A variety of
opportunities for induction, taster days and visits between schools appear to improve the
transition experience for children. Choice Advisors targeting families that may need
additional help seems to be helpful in the areas where they have been used, however,
the initiative was not yet widespread.

Curriculum interest and continuity

A child’s curriculum interest and continuity were two further indicators of a successful
transition. Children need to understand what is expected of them in secondary school,
be prepared for the level and style of work, and be challenged to build on progress at
primary school. This helps to ensure a growing interest in school and work. Teachers
reported wanting more information and a better understanding of the different
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approaches to teaching between primary and secondary schools. Parents also want to
see schools better preparing their children for the work expected of them in secondary
school. Interestingly, the study found that children with health problems actually reported
higher curriculum interest and continuity which may be related to focused support for
these children at the point of transfer.

The main responsibility of the Local Authorities was the administrative process of
admissions. Their major concern was to provide good clear information to parents at an
early stage, have statutory deadlines for the process met and have as few appeals as
possible. However, where the Inspectorate/Advisory team had a stronger role/interest in
the process, there was a higher likelihood of innovative curriculum practices and
continuity (such as working on the same texts in Year 6 and Year 7). The
Inspectorate/Advisory service had a key role in promoting good communication and
sharing good practice between clusters/pyramids of schools. The Inspectorate/Advisory
service might be encouraged further in such practices and in taking a more active
interest in the pupil’'s experience of transition. Creating strategies and ideas for the
Inspectorate/Advisory service to help promote curriculum continuity could be beneficial
for ensuring pupil’s interest and avoiding the learning ‘dip’ associated with Year 7.

To ensure that children’s transitions are successful (and improved where needed), all
three areas (social adjustment, institutional adjustment and curriculum interest and
continuity) need to be taken into account when planning transition strategies at Local
Authority and school levels.

Links with EPPSE Research

This research brief is based on a report which concentrates on the transition experiences
of children who are taking part in the longitudinal EPPSE project. There will be
opportunities in the future to follow their progress over the next few years, and relate this
to their early years. As the EPPSE project will continue to track children’s development
into KS3, the findings from the Transition project will complement the model of analyses
for children’s developmental progress at age 14 (Year 9). This will be achieved by using
the current findings on a sub-sample as potential predictors to explore cognitive and
socio/behavioural development in Year 9.

vi



Chapter 1. Background to the Transition study

11 Overview

Two words ‘Transfer’ and ‘Transition’ are used interchangeably to refer both to the children’s
move out of one school system and into another, or within the same school between different
years. In this study the term ‘Transition’ is used to address children’s move and adjustment
phase from primary to secondary schools.

Regardless of the term adopted, the issue of transition from early years to primary school and
then to secondary education has been the focus of much research (For example, Graham and
Hill, 2002 and Galton, Gray and Ruddock, 2000). A review of the literature has highlighted
several common themes concerning transition from primary to secondary school and these are
summarised below.

Alston, Sammons and Mortimore (1985) carried out a similar study to that of the EPPSE
Transition project that guided the creation of the questionnaires for the current study. The four
year longitudinal study in the Inner London area explored the transition experiences of children
from 50 primary schools. Approximately 1600 pupils took part in the study which explored their
attitudes, behaviour and attendance before transition and during their first two terms at
secondary school. The longitudinal study produced many research bulletins, however only four
of which are of specific relevance to the EPPSE Transition project. Bulletin 6 focused
specifically on the pupils’ early experiences of secondary school and the data was obtained
during the pupil’s first term in Y7. The study explored the pupils’ attitudes towards secondary
school and their experiences during their first term. The results showed that the majority of Y7
pupils had settled well and had a positive attitude towards their new school. A high proportion of
pupils also reported that they were satisfied with the level of work that they were doing. Although
some pupils showed some apprehension concerning secondary school, the majority seemed to
settle well and were happier at secondary school than what they had originally expected.

Bulletin 8 of the study, focused specifically on pupils’ views of secondary school after their first
two terms in Y7. The information was obtained by using a questionnaire and explored whether
any changes had taken place during the first two terms of secondary school in reference to the
pupils’ experiences of secondary school. Again, the results support the idea that pupils had
settled well into Y7, however, their attitudes about their secondary school were slightly less
positive than they had been at the end of the pupils’ first term at the school. Over half of the
pupils reported that they were satisfied with the level of their school work; however, the
proportion of pupils finding the work boring had increased since the end of the first term. The
overall picture presented by Bulletin 8 is one of successful transition and positive attitudes
towards secondary school.

Two further research bulletins in this study concerning parents’ views before and after transition
are also relevant to the EPPSE Transition project. Bulletin 3 focused specifically on parents’
views and perceptions of the transition process before it occurred. One thousand six hundred
and fifty questionnaires were distributed to the parents of children from 48 primary schools.
Fifty-one per cent of the sample completed and returned the questionnaire. Findings from the
study suggest that ‘parental encouragement’ is a significant factor for children who make a
successful transition from primary to secondary school. The majority of parents in the study
were generally satisfied with the arrangements for the upcoming transition process and few said
that they had worries about their child’s transition to secondary school. Parents who were
unhappy with the primary schooling, who had a negative transition experience and who held a
negative view of the available secondary schools were found to be less likely to promote a
positive attitude towards education in their children.

Bulletin 9 explored parents’ views concerning transition after it had occurred. Questionnaires
were distributed to parents of over 1400 pupils and over 60 per cent were completed and
returned. The parents were asked about their opinions concerning their child’s adjustment
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during the first two terms of their new school (for example, in reference to schoolwork and
homework). In general, parents felt that their child had settled well into secondary school and
showed more interest than they had at primary school. However, approximately one in six of the
children had refused to go to school at least on one occasion. In general, parents appeared to
be satisfied with the quantity and level of difficulty of their child’s homework. Although the
majority of parents were satisfied with the links between home and school, more than half of the
parents said they would like more contact with their child’s secondary school. The Bulletin
concluded that generally most parents were happy with their child’s transition and with the school
itself.

1.2 Secondary teachers’ underestimating Y7 pupil’s academic capabilities and the
presence of an academic ‘dip’ post transition

Fouracre (1993) undertook a case-study on a Scottish secondary school and its five associated
primary schools. The aim of the study was to examine pupils’ expectations of the transition from
primary to secondary school by using a variety of tests, questionnaires, essays and group
discussions. Areas of interest in this study included the general mismatch between pupils’
perceptions of progress after transfer, and their actual progress, as well as the mismatch
between pupils’ expectations of life and work in the secondary school and the reality of this.

Interesting findings were obtained from the analysis of the questionnaire:

* 69 per cent of the Y6 pupils were pleased with their progress in general at primary
school.

* After transfer, this had risen to 78 per cent - however, the tests of basic skills (such as
spelling and punctuation) actually showed a drop in progress after transfer. This
indicates a mismatch between the pupils’ perceptions of and their actual level of progress
in Y7.

* 84 per cent of Y7 pupils expected to get more homework at secondary school.

* 80 per cent of Y7 pupils expected the work in secondary school to be harder than it was.
This response tallies with the perception that, although the primary pupils thought the
secondary teachers would expect more of them, in practice, after transfer the numbers
believing this had fallen, with more now unsure.

» Teachers at secondary schools appear to be underestimating Y7 pupils’ academic
abilities.

Fouracre (1993) suggests that there is a clear academic discontinuity between primary and
secondary school, with teachers underestimating Y7 pupils’ abilities. The results also indicate
that there is a general mismatch between pupils’ expectations of life and work in secondary
school, and their actual experiences.

The idea that secondary teachers are underestimating Y7 pupils’ academic capabilities also
appears to be supported by the findings of Galton, Gray and Ruddock (1999). This study aimed
to explore the idea that pupils suffer a ‘dip’ in their academic progress after transition, and to
identify any successful strategies for raising and maintaining standards across transition. A
number of case studies revealed that work set by teachers for Y7 pupils underestimates their
capabilities. The findings also support the suggestion of an academic ‘dip’ post transition as the
results highlighted some cases where Y7 pupils’ learning appeared to stagnate or regress. A
reported two out of five pupils failed to make progress during their first year after transition.
Once again, this stresses the problem that secondary teachers are not academically pushing
their pupils sufficiently and poses the question about whether or not the transition period is
successfully preparing pupils academically for Y7.

However, Galton, Gray and Rudduck (1999) did find that during the past twenty years there has
been a marked improvement both on transfer and transition issues. Nonetheless, the authors
recommended the need for:



“Attention to transitions as well as transfers; evaluating the impact of present transfer and
transition strategies; giving attention to pupils’ accounts of why they disengage or under
perform at these critical moments; recognising when and how different groups of pupils
become ‘at risk’ and achieving a better balance between academic and social concerns
at various points of transfer and transition”.

What are schools doing about transition? The authors identified five main categories of activity:
Administrative approaches, pupil-centred approaches, curriculum continuity approaches,
pedagogic approaches and approaches which give priority to exploring and explaining the
purpose and structure of learning in the new setting.

Galton, Gray and Ruddock (2000) carried out case-studies on nine LEA’s, interviewed 50
primary heads, analysed KS data for over 3,000 pupils and studies 25 schools. The study was
concerned with factors that affect pupils’ progress between the ages of 7 and 14, in particular,
the transition from primary to secondary school. This study built on the previous study reviewing
transition (Galton, Gray and Ruddock, 1999), which concluded that schools’ arrangements for
transition were mainly working well, but also highlighted the need to understand more about
‘dips’ in attitude, engagement and progress at key transition points and the post-transition
period. The findings from the study suggest that during transition, schools are paying increased
attention to curriculum and pedagogic issues, however, both pupil attitudes and progress
(especially in English and Science) suggest that pupils are still insufficiently challenged in Y7.
One of the pupils in the study reported that in Y7 Science, pupils spend much of their time
copying out details of experiments, suggesting that perhaps Y7 pupils are not being sufficiently
pushed academically. Galton, Gray and Ruddock (2000) suggest that schools should direct their
attention to the academic (as opposed to social) dimensions of transition to sustain pupils’
progress.

Kirkpatrick (1992) reports a study with similar findings to the above studies. Over a twelve
month period researchers interviewed a sample of Western-Australian children, exploring their
expectations prior to transition and their experiences and perceptions when they entered
secondary school. The research from this study suggests that the transition to secondary school
is accompanied by a decline in pupils’ academic performance and attitude towards school. Y7
pupils were reported to have made little improvement during their first year at secondary school
and in some cases pupils’ academic performance actually declined. Pupils reported that the
work they were doing in their first year at secondary school was no more difficult (and at times
easier) than the work they had been doing at primary school. The researchers suggested that
changes in the size and structure of the secondary schools compared with the primary schools
may have contributed to the decline in academic performance and motivation. However, other
causes suggested are: a lack of academic challenge presented by secondary teachers, peer
pressure to not appear ‘too academic’, an increasing sense of boredom and lack of effort by the
pupils when repeating work already done in primary school.

The above studies all present similar findings, suggesting that secondary teachers are
underestimating Y7 pupils’ academic capabilities and hence this can contribute to the presence
of an academic ‘dip’ during pupils’ first year at secondary.

1.3 Socio-cultural factors affecting transition

Graham and Hill (2002) conducted a quantitative study examining the experiences and views of
black and minority ethnic children in comparison with those of white children during transition.
Between 2002 and 2003, children in the Glasgow area who were moving from Y6 to Y7
completed a school-based questionnaire about their transition from primary to secondary school.
Results from the questionnaire were supplemented by a small nhumber of focus groups with
children and data obtained from teachers and school reports. Overall, results from the focus
group and questionnaire found that for some children, the transition process was viewed as
negative and these children were found to be disproportionately from minority ethnic
backgrounds. More than 77% of the sample agreed that transition is more difficult for pupils who
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speak a language other than English at home. The secondary school teachers also reported
that for some Muslim children, their religion posed a problem in relation to integrating with
classmates, hence affecting the success of their transition. Children of an Asian background
were also less likely than white pupils to feel that they had improved academically once they had
arrived at secondary school.

Overall this study found that minority ethnic pupils were more likely than white pupils to feel that
they had difficulties ‘fitting in’, suggesting that socio-cultural factors affect the success of
transition for children.

1.4 An in-depth review of the literature

A systematic literature review carried out by the University of New Zealand (McGee, Ward,
Gibbons and Harlow, 2004) attempted to shed light on what is known about transition between
primary and secondary schools. The study highlighted issues found in previous studies relating
to the impact of transition both upon children’s academic performance and their adjustment to
secondary school as well as any impacts on different groups of pupils. Eight themes have been
identified: academic attainment, social adjustment, linkages between schools, organisational
issues, pupil perceptions, cultural factors, socio-economic factors and gender differences. The
summative points below are an indication of the range of issues arising from transition.

Academic attainment

* Following transition to secondary school, pupils tend to suffer decreases in academic
achievement.

* Academic attainment in the first year at secondary school seems to be related to pupils’
decreased interest in academic activities and an increase in non-academic activities in
the middle years.

Social adjustment

* Transition is stressful — having adequate information and social support activities that
help pupils to form friendship networks are crucial factors in coping.
* Increased self-esteem can aid academic motivation.

Linkages between schools

* Continuity of curriculum suffers on transition. Few secondary schools have sustained
linking arrangements focused on the learning progression of individual pupils.

* Teaching expectations often differ between primary/intermediate and secondary school.
Previous experience or achievement is often disregarded by secondary schools.

Organisational issues

* The difficulties some pupils have in moving from the primary to secondary school
structure have been found to be temporary.

* Prior to transition, pupils need to be held more responsible for their learning, to be taught
about strategies for learning on their own, and to be provided with a more challenging
curriculum, with clear goals of academic achievement.

Pupils’ perceptions

* Primary pupils view transition positively.
* At-risk pupils need intervention prior to transition.



Cultural factors

* Transition can pose specific problems and concerns for pupils who do not belong to the
majority culture.

* Teachers and pupils have different perceptions of where problems lie. Pupils tend to
think there is a problem with delivery of programmes; teachers tend to think that the
pupils bring problems with them.

Socio-economic factors

* SES is a factor that may lead to poor achievement. Secondary schools with low SES
pupils generally have programmes in place to support pupils at risk.

* Family support is linked to achievement after transition and the influence of effective
parents is cumulative.

Gender differences

* At the time of transition, girls’ attitudes towards teachers and learning are different from
those of boys. The tendency to ‘teach the boys’ because they need more help or make
more demands is considered unfair and exploitative by some researchers (McGee, Ward,
Gibbons and Harlow, 2004).

Finally, the National Assembly of Wales, reported on evidence from the Estyn's Annual Report 7
(2002-03) that confirm that the progress pupils increasingly make at primary school is not always
maintained after the move to secondary level. The report stated that there is clear evidence that
effective collaboration between primary and secondary schools can bring immense benefits in
attainment at Key Stage 3. Schools employ a variety of methods including the introduction of
dedicated lead practitioners in literacy or numeracy, regular meetings between leadership teams;
better use of specialist teams at KS3. Whatever the method, the effect is to introduce greater
continuity between the two settings leading to improved results for 11 to 14 year olds.

The current study attempts to build on previous findings such as the above, in an attempt to shed
further light on effective practices and factors that influence transition, and to explore the
continuity between primary and secondary school. It doing so it addresses the following aims
and research questions.



Chapter 2. Aims and methods

21 The aims of the Transition study were:

To explore any issues that support pupils’ transition from primary to secondary schools;

To identify any hindrances that affect this process;

To explore the experiences and perceptions of both pupils and their parents of the

transitional process;

4 To identify any associations between the background characteristics of pupils, families,
schools and Local Authorities (LA) that may lead to more positive transitions;

5 To describe the specific practices which lead to positive and negative transitions (as
reported by pupils and families).
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2.2 Research Questions addressed in this report

The overarching question of the study was, ‘What is effective practice with regards to transition
from primary to secondary schools?’ The following research questions explored the factors that
influence transition in reference to child, home, school and LA characteristics.

What were the factors influencing children’s choice of secondary school?

How and by whom were children prepared for secondary school?

How and if, the children settled in their secondary school?

How does transition to secondary school affect particular sub-groups of pupils, e.g.

disadvantaged, EAL, SEN?

* How work levels compared between primary and secondary school according to
children?

* How children view their secondary school with reference to subjects, teachers and
friendships?

* What recommendations do children make for improved transition?

* What were the factors influencing parental choice of secondary school?

* How parents view the application process and how successful they were with this? Does
this affect transition experiences?

* How parents view the transitional process? Does this relate to demographic
characteristics of the family?

* How did parents prepare their child for secondary school?

* How do parents feel their child has settled in and which factors influence that?

* What recommendations do parents make for improved transition?

Areal School

* What are the structures that support transition within Local Authorities?

* Are there any area (LA) differences, for example urban v rural?

* How useful to children/parents was the LA information about secondary schools?

* What are the most successful elements of the current system and what would they like to
see changed?

* What are the school factors associated with positive or negative parental and child views
of the transitional process?

* How did the primary school prepare children for transition?

* How did the secondary school induct and continue to support its new pupils?

2.3 Sample

The total target sample for this study was 1,190 children. The majority of these n= 1,102 or 92.6
per cent were from Cohort 3 of the EPPSE sample and the remaining 88 children were from
Cohort 2 (7.4%) who were attending middle school. Children from Cohort 3 were evenly
distributed across the 5 EPPSE regions and constitute a broadly representative sub-sample of
the full EPPSE sample (see Section 2 of this report). The fieldwork was carried out while
children were in their first year of secondary school (Year 7).
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As the first response rate was unexpectedly low a number of measures, including a postcard
reminder and a resend, were implemented to improve this. This was supplemented by targeted
telephone interviews to selected groups (e.g. low SES) in regional clusters.

The total response rate was 550 children (46%) of which 93.5 per cent were from Cohort 3 and
6.5 per cent from Cohort 2. An additional 569 questionnaires were returned by the parents
(48%) and the rate for corresponding questionnaires (from the same family) was 44 per cent.
Although this response rate was below the initial estimation, it is important to highlight that this
may be due to the absence of incentives and the fact that children had moved on to secondary
schools which had implications for their free time. It may also relate to the fact that the initial
mail-out was close to Christmas. Table 2.1 summarises key demographic characteristics of the
whole EPPE sample, the target and achieved sample of the current study.

2.4 Data collection

The children and families in the EPPE sample have co-operated for the last 8 years in data
collection that is designed to be non-intrusive (does not make unreasonable demands on their
time), easy to complete and is interesting.

Three types of data collection were used in the current study: interviews with Local Authority
officials, survey of children and families, and 12 selected case studies of children and their
primary and secondary teachers responsible for transition in their schools.

A. In depth interviews with officials in 6 LAs responsible for transition took place. The interview
explored their practices and views of transition as described at area level: (Shire, North East,
West Midlands, Inner London and East Anglia).This included specific practices and their methods
for evaluation (Appendix 2). The areas chosen were the ones from which the recruitment of the
original EPPE Sample took place.

B. During their child’s first term in secondary school a parental questionnaire was posted to
explore how families chose, applied and prepared their children for secondary school. In
addition, it investigated factors that influenced their decisions and their views on how their family
and their child/ren experienced transition (Appendix 3).

C. Separate questionnaires were also sent to pupils during their first term at secondary school to
explore their views on secondary transition and their perceptions of any special
programmes/support given both at primary and secondary school (Appendix 4).

In addition, twelve selected case studies of pupils in Year 7 who experienced and reported in
their questionnaire good transition between their primary and secondary schools were
undertaken. The case study data was collected by semi-structured interviews with the children
and both the Year 6 and Year 7 teachers who have responsibilities for transition. Children were
selected by using a stratified sample of those who reported positive experiences to ensure that
equal numbers of boys and girls, socio-economic status (SES) and region were represented
(Appendices 5-7). Two of these case studies were selected to present in detail in this report,
paired their primary and secondary schools (Appendix 8).

An overview of the data collection procedures is presented in Appendix 9.



Chapter 3. Interviews with the six Local Authorities

3.1  Setting the context

Interviews on the subject of transition issues were undertaken with six local authority officials. It
is important to note that in many local authorities, there are not dedicated ‘transition workers’ and
responsibility for transition may fall within the broader remit of the Admissions Team. Some
officials were only able to talk on a more general level about admissions, rather than about
specific transition issues. Additionally, much of the work relating to transition takes place at a
school level, and local authority officers may not be aware of the extent of these initiatives.

3.2 Transition: roles and responsibilities

The picture that emerged from the interviews with local authority officials was a complex and
varied one: clearly, authorities approach the issue of transition in their own unique ways.
Similarly, while some areas had a clear understanding of issues relating specifically to transition,
for other authorities, transition issues appeared to be subsumed within the broader general
category of ‘admissions’. Descriptions of the roles occupied by local authority officials supporting
the transition process varied. Some local authority officials had a responsibility for transition
within their wider remit as admissions officers; others responsible for transition were located in
Student Support Services, Children’s Services or were part of the School Improvement Service.
Co-ordinating admissions, and overseeing primary to secondary transfers were tasks associated
with the transition process, but some local authority officials also considered it their role to
include other activities such as the dissemination of best practice, and the development of policy
and strategy.

3.3 Positive experiences of transition

Different examples of positive experiences of transition were reported by local authority officials,
although sometimes these related to the admissions process as a whole, rather than specifically
to transition. Being able to respond appropriately to enquiries from parents, providing information,
and online information in particular, for parents about the choices available to them seemed to be
a core feature of the positive experience. Although the online admissions process was not
always easy for staff, it was acknowledged that this was very helpful for parents. Other useful
developments cited included the purchase of ‘mapping’ software enabling local authorities to
systematically measure distance from school, in order to determine catchment. Specific transition
activities for children, and linking systems with neighbouring authorities were also mentioned.
Dedicated ‘Choice Advisors’ in the local authority who helped parents through the process,
working alongside schools and parents to enable parents to make ‘realistic’ choices were
perceived as positive by some areas. Others, however, considered that Choice Advisors might
be duplicating the work already undertaken by Admissions Officers. Unsurprisingly, the issues
facing local authorities varied depending on whether they were in urban or rural areas. Within a
large city, the issues were more around communication between neighbouring boroughs (where
children might attend schools in a number of adjacent boroughs). It was acknowledged that in
large rural regions, there might only really be one school choice available to parents at a
“sensible distance” for parents.

Obstacles and barriers to a successful transition

A range of obstacles and barriers to the smooth transition process was cited. These challenges
fell into three broad areas: those relating to parents, those relating to local procedures, and those
relating to national and local data (the Central Pupil Database and data held at local authority
level). In relation to parents, some made unwise applications to certain schools; while some
made assumptions about automatic places and these took time to resolve. Parents who moved
around a lot posed a significant challenge to the system: it was difficult to track them, and
existing procedures (such as a system of automatic notification when this happened) were felt to
be of limited use. When parents moved there was an additional knock-on effect, in some
authorities, of investigating and checking addresses. ‘Casual admissions’ (when parents have
just moved into an area) create additional administrative procedures. While many parents may



move legitimately into an area, other parents may claim to have moved before the date for
choosing a school, and these investigations generate extra work and administration.

‘Hard to reach’ parents (who are likely to be among those who move around a lot), and parents
who were less competent at filling out the forms also posed a challenge. It was acknowledged
that the current application system is mainly a paper-based process, although many local
authorities strive to make these forms as clear and simple as possible for parents. While some
local authorities clearly work hard to encourage primary schools to help parents with the form-
filling process, this is not always easy. Dedicated ‘choice advisors’ were felt to smooth the
process, and a number of authorities had appointed, or were in the process of appointing, these
advisors. Being able to acquire early decisions about school choices from parents was also
considered desirable.

In some areas, local ‘preference’ systems were felt to be at odds with systems in neighbouring
areas. For example, in one local authority, parents were allowed to specify six choices of equal
preference while other authorities nearby used a ‘first preference’ system. It was hard to get the
figures to ‘add up’. Another area allowed parents to specify three preferences.

Some authorities cited the Central Pupil Database as a barrier to the transition process, as this
was not felt to be up-to-date, and there were many duplicate records in existence. In one area,
the LEA reported the need to ensure that data held on children who were eligible for Free School
Meals (FSM) was up-to-date, as these children had certain entittlements which affected the
transition process. For example, children eligible for FSM were entitled to free travel to the three
nearest schools within 2-6 miles, as well as the nearest faith school within 2-15 miles. A
suggestion was made that by combining information relating to school preference, FSM,
distance, and transport in the same piece of software, this would in turn cut down on the amount
of administration involved in organizing places for children eligible for FSM.

Recent changes affecting the transition process

Some recent changes at both local and national level affected the transition process. The
Education Inspections Act, as well as the 2002 Education Act were cited as legislative changes
which impacted on the process. The duty imposed on Local Authorities to co-ordinate admissions
had a significant impact, leading to the creation of admissions forums and reports. Developing
admissions criteria and procedures first, and considering these processes alongside parental
preferences were other changes mentioned. The new duty to provide transport between home
and school for certain groups was also cited. There might be different challenges involved in
dealing with Voluntary aided and Foundation schools. Many authorities also cited changes to the
‘preference’ system, but these varied by area with a trend towards specifying a greater number of
preferences (e.g. three and above) rather than fewer preferences. This was felt to give parents
greater choice and satisfaction as well as more flexibility. Advances in information systems were
key changes, in particular, the development of online procedures for admissions which were
gaining in popularity among parents.

3.4 Key features of a successful transition

There were differences in the ways that local authorities identified the key features of a
successful transition. Local partnerships, and having a good relationship with ‘feeder’ schools
were felt to be important, although the point was made that it was not always easy to define
which schools were the feeder schools (for political, rather than geographical reasons). It was
also felt that a key issue was ensuring that were enough school places available locally, so that
children could attend their own local schools. There was also the acknowledgement that many
schools do not appear to ‘trust’ the data on children provided by schools at Year 6 level, leading
to a system of baseline re-testing all children at Year 7 which might be unnecessary. Other local
authorities identified the need to work closely with parents at all stages of the process: making
sure that parents were encouraged to apply in good time for places, and that the parent literature
was easy to understand. In some areas, reminder letters are sent which could help to identify
those parents who might need additional support with the transition process.



Good practice and training for transition

Some local authorities reported the existence of guidelines on good practice, but it varied
enormously. In some areas, guidelines were available for Head teachers as well as any staff
responsible for Year 6 children. Other areas had plans to create such guidelines in the future.
However, in some areas no formal written guidelines were in place, although there were many
examples of good practice actually happening. These ranged from induction days and
information transfer between schools, to dedicated projects in some areas where primary school
children spent a significant amount of time in their future secondary schools.

The opportunities for training on transition available to local authority officials also varied
considerably. In some areas there was no training offered by the local authority: training was
considered to be the responsibility of the individual clusters of schools. Other training
opportunities were linked to the status of the school. Examples mentioned, included, training
opportunities offered to those working in Academies, Voluntary Aided and Foundation schools.
Very few authorities appeared to have training specifically on transition delivered centrally: in the
one case cited, this was offered for Year 6 and Year 7 teachers. Some local authorities appeared
to offer opportunities (advice, briefings etc) on the admission process in general, but not on the
transition process. Advice was offered, and draft letters were provided for schools, but transition-
specific issues appear to be dealt with at a school, rather than a local authority level. However,
there was an understanding on the part of local authorities that they needed to make themselves
available for schools to contact them for advice. There did not appear to be any formal systems
for evaluating any training provided: however, again it is possible that this was occurring at a
school level. In one area, it was observed that if it was felt that the transition process did not
appear to be smooth enough, the School Improvement team became involved to work with
schools around transition issues.

3.5 Transition events and other initiatives

Local authorities with dedicated ‘Choice Advisors’ were more likely to attend secondary school
open evenings, although in some areas, members of the local authority admissions team
endeavoured to attend most school open evenings. In some areas the support offered by Choice
Advisors were targeted to those schools and those parents who required additional help. Most
schools had open evenings, and in one authority, an annual schools exhibition was held at which
other services (such as SEN services, Connexions and information relating to Educational
Maintenance Allowances).

Good links between feeder primary schools and their secondary schools were felt to be the key
to the success of the transition process. Specific transition events were held in many areas.
Based upon the interviews with local authority officials, most schools appeared to offer ‘taster
days, however, in the majority of cases these were organised by the schools and the local
authority played no role in organizing these. The assumption was that this was a school-based
role. It was noted that having more than one preference could complicate the induction process.
If children wanted to go to more than one school they might need to attend a number of different
taster days. Although these might not be organised centrally, in some authorities schools tried to
have the taster days on the same day. For example, in one area, all Year 6 pupils attended a
taster in their new school on the first Wednesday in July. With visits co-ordinated across schools,
some primary schools used the opportunity to hold their own taster days for the new reception
intake. Some areas offered additional transition events: for example ‘demo lessons’ were offered
in one area, but these were restricted to schools which were part of an Education Action Zone
initiative. Others were targeted at specific groups, for example, ‘looked after’ children. In another
area, Year 6 pupils attended their future secondary school for after-school science activities, and
feedback suggested that this made the children feel much less nervous about the transition
process. In other areas, visits made by secondary school staff to primary schools depended on
whether it was a faith school or not: secondary school staff might visits all the church primary
schools, regardless of whether or not they were considered to be ‘feeder’ schools. RC secondary
schools in other areas might ‘promote themselves’ to RC primaries in other areas.
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Some local authority areas employed dedicated ‘transition workers’ to work with Year 6 children.
These workers visited a number of primary schools, talking to parents and children about the
process. Other strategies used by schools included trying to ensure continuity between
workbooks (for example, using the same workbooks in Year 6 and 7). One local authority
mentioned that the same novel was studied across the area, in both Years 6 and 7. Only one of
the six local authority officials interviewed mentioned the transition materials provided by the
DfES (now DCSF). There were some specific initiatives within schools that may have been
introduced for other reasons, yet were coincidentally helpful for those moving to secondary
school. These included courses for MFL run in primary schools. The ‘cluster system’ (grouping a
secondary school with a number of primary schools that served the school) was a core element
of the transition process. One area mentioned that each secondary school had a grouping of
between 6 and 8 primary schools.

Some schools used the transition events to offer additional advice and information to parents.
One area had used the occasion to focus on healthy meals and the ‘5 a day’ approach; others
had distributed leaflets on, for example, bullying, homework and parenting teenagers. As these
were organised on a school level, local authorities were quite possibly not aware of the extent of
support and information offered. Schools clearly have a considerable degree of freedom, in many
areas, to manage the transition process in whichever way they feel will be most effective.
However, in consequence it may be difficult to monitor the nature and extent of transition
activities offered.

Sharing information on children and providing information for parents

With regard to the level of information on individual children passed between primary and
secondary school, most schools passed on information on KS 2 results (in some this was for
core subjects only). In one area, ‘best practice’ dictated that this should be for all subject areas.
SEN information was also passed on, as was, in some cases, information on attendance. If this
was felt to be a particular problem, this might be shared with Education Welfare Services. There
did not appear to be pro-formas at local authority level for this information-sharing: responsibility
existed at school level. More uniform procedures existed in relation to specific groups, for
example, ‘looked after’ children. SEN children might have specific meetings set up in advance to
determine the best location for a child. In one area, there was clearly a great deal of discussion
at school level concerning pastoral groupings, SEN and EAL, and this may have been happening
in other areas, but at the school level. It was acknowledged that sharing medical information was
problematic due to Data Protection issues, and observed that greater collaboration with health
services would benefit schools in the arena of information-sharing. It was pointed out that with
regard to issues such as the electronic transfer of KS2 results, this may not be straightforward as
primary and secondary schools may not have the same data systems, which could create
difficulties in the transfer of data. Similarly, PLASC data was not always updated which could
pose problems for schools.

Information provided by local authorities to parents and children about transition varied. Most
parents received booklets from the local authority (often produced in several different languages
and formats) and in some areas, more personalized ‘packs’ for families were created. Information
specifically for children was not mentioned. In one area, the information booklet had recently
been sent for the first time as a CD Rom (with a commitment to provide a hard copy, if parents
needed it). Although this had greatly reduced the number of hard copies required, schools had
not been in favour of this as they said that not all parents would have access to it. Some local
authorities had also collected feedback on information supplied; most commonly this took the
form of a short survey or questionnaire in the parent booklet. There were some systems to
evaluate transition processes, but these did not follow a uniform structure and mostly seemed to
focus on feedback from parents. On the whole, local authorities were not aware of schools’ own
internal processes for evaluating, although if this was felt to be an issue, it might be collected by
the school improvement team. Children were not asked for feedback, with the exception of one
area which offered an exhibition for schools and invited questionnaire feedback from children
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using laptops. Some information on transition might also be captured as part of a Parents
Perception Survey, and teacher feedback might be included in the annual consultation.

3.6 Local authority support on transition offered to schools

There was some specific support offered to schools by local authorities: in areas with Choice
Advisors, they undertook this role. ‘Active Learning Mentors’ who supported those who were
especially vulnerable were also mentioned. If there was an existing issue which was likely to
merit additional support (such as SEN or attendance), extra support might be offered by the SEN
Parent Partnership team, or Education Welfare Service. If the school itself received additional
support (for example, from the School Improvement Team), support for transition might also be
provided as part of this package. Interpreters might also be offered to those who need it. One
local authority commented that the current admissions team gave a lot of support to schools,
providing, in effect, the same service as a Choice Advisor, yet this was not recognised by the
DCSF. A new Choice Advisor was to be appointed, to work at “arms-length” and it was felt that
this did not acknowledge the hard work undertaken by the admissions team over the past years,
who supported parents through a very complex process. A general comment made by one area,
in relation to support offered, was that schools varied greatly in their perception of Year 7
children. Some schools work very hard to make sure that Year 7 pupils are regarded as children
who may still want to play at playtime: other schools perceive them as young adults, needing less
support.

Ethnic minority children and SEN

Few local authorities reported having specific systems in place to support ethnic minority
families, although it is possible that these existed at a school level, and local authority officials
were just not aware of them. In some cases, translators were available to work with families in
the community and help them fill the forms. Specific groups might be targeted, for example,
looked-after children. In one local authority, with many children of low SES, support was
described as being ‘reactive’. One area mentioned hosting ‘Turkish’ and ‘Bengali’ nights
arranged for Turkish and Asian communities with language barriers, where interpreters attended
and assisted parents with paperwork. An observation was made that some schools that had
never had to deal with EAL children were increasingly finding themselves dealing with this group,
yet lacked the necessary support systems to do so. In other areas, challenges might be posed
by other groups (for example, literacy problems among white working-class groups), and in this
particular authority, the role was undertaken by Education Welfare Officers. If parents had low
expectations, particular efforts were made to raise the expectation of the child.

Arrangements for supporting children with SEN varied, but in general, the perception was that
this group was well supported and were less likely to ‘fall through the net’ than other groups. In
one area, work with SEN children around transition began in Year 5, and even earlier if the child
had a statement. There may be greater flexibility regarding, for example, home-school distances
if the child has a statement. These groups are more likely to receive additional help from the
Choice Advisor. Support may also be offered for these groups at cluster level by SEN support
workers. However, the level of uptake for support for children with SEN, along with that for other
groups, was not monitored centrally and therefore local authorities were unable to assess this.

School preference, ‘importing’ and ‘exporting’

Not all the local authority officials interviewed were able to say how many parents were given a
place at their first choice school; however, half of those who had this information said that around
93 per cent were placed in their first choice school. In another area this figure was around 75 per
cent. Similarly, limited data was provided on the number of appeals and the success of these,
although one area noted that successful appeals were actually problematic for schools, as it left
them oversubscribed. As a result, the appeals process in this area was a source of tension. In
most areas, those who did not receive a place in their first choice school generally had a second
or third place to go to. In one area, not accepting any school place led to an automatic referral to
the Education Welfare Service and to the parents being offered places in schools with vacancies.
If parents still refused to take up any place, parents were issued with a School Attendance Order.
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While most parents were offered a school, in one local authority some families had not been
allocated one. The local authority then followed up these cases and helped each family on an
individual basis. Very few, it was felt, moved into private or home education.

Some local authorities commented that they tended to ‘export’ children (usually to grammar
schools); others might import (provision for SEN was mentioned as a contributing factor in this).
Although it is difficult to say what kinds of outcomes are currently monitored by schools, areas
mentioned included attendance, attainment and behaviour. One area felt that it was currently an
‘exporter’ and would like to try to retain more young residents.

Successes of transition and issues for future development

Local authorities cited a number of features about the existing transition process that they felt
worked, and were successful. These included: statutory dates and deadlines to help parents
organise themselves; the admissions forums (which were more powerful than previous
structures) and the move towards online applications. Other examples given were having a
dedicated transition teacher in schools, as well as a parenting support officer providing generic
advice and support for parents. Some areas also reported having strong partnerships between
schools. Some areas cited for development and improvement included the National Pupil
Database. Some expressed the general desire for schools to be of an ‘equal’ standard- current
preference systems can lead to certain schools being ‘favoured’, and it was considered desirable
to promote and value all schools for their merit in different areas. There was an
acknowledgement that schools needed to work harder to engage families: engaged families are
more involved in the children’s education, which, in turn, leads to children receiving a higher
standard of education. A comment made was that the reception intake was a good time to begin
involving parents, as this is when they first become involved with the school system. Additionally,
it was noted that the transition between pre-school and primary was also hard: some felt that this
area deserved as much attention as transition at secondary level, particular with children coming
from a huge range of nurseries at pre-school level.

With the advent of the ‘Common Assessment Framework’ across Social care, health and
education, it was acknowledged that a more integrated and centralised multi-agency model was
the future. However, it was mentioned that other than some limited DCSF materials, there is
currently very little funding targeted specifically at transition.

It is clear that much of the work relating to transition is happening at the school level, and certain
events and initiatives may occur independently of local authorities. However, it was also apparent
that local authority staff who are responsible for school admissions are working extremely hard to
support parents in the complex process of choosing a secondary school for their child. It is to the
credit of local authorities that in the areas covered; relatively high numbers of parents were
allocated places in their first choice school. The local authority officials interviewed showed an
awareness of the challenges facing schools, and the need to work together with schools, parents
and children to facilitate the transition process.
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Chapter 4. Survey of children’s and parents views on transition: exploring the
parameters

4.1 Who participated in the survey? Sample characteristics

Questionnaires were given to 1190 children (see Appendix 4) and their parents (see Appendix 3).
Forty six per cent of the children (N=550) and forty eight per cent of the parents (N=569) returned
their questionnaires completed. Table 4.1 presents the demographic distribution of the complete
EPPSE children sample, the EPPSE sample targeted for this survey, and the number of
respondents to the EPPSE survey questionnaire.

The 1190 children who received the questionnaire were fairly reflective of the complete EPPSE
sample (N = 3172) in terms of their socio-economic profile. However, the target sample
(N=1190) contained a slightly higher proportion of children from medium SES, a slightly higher
number of children from ethnic minorities and a slightly higher number of children whose families
were of medium educational level.

Despite the demographic and socio-economic similarities between the whole EPPSE sample and
the EPPSE survey sub-sample, the final achieved sample (N=550) was slightly different. More
specifically, response rates were higher among girls, children from high SES and low SES,
children from families with a medium or high educational level, children with English as first
language, and children experiencing less multiple disadvantage. Response rates were also
higher amongst white children, smaller families, families without SEN or not receiving FSM' and
from homes with higher HLE'. Therefore in the final achieved sample, the previous groups are
rather over-represented compared with the target EPPSE sample.

1 The Home Learning Environment index used in the current analysis was collected in the parental
interview at entry to the main EPPE 3-11 study. See Technical papers 8a, 8b and Sammons et al. 2007

14



Table 4.1: Characteristics of the complete EPPSE sample, the target EPPSE transitions sample and

the achieved EPPSE transitions sample

Whole EPPSE Target EPPSE Achieved EPPSE
sample (N=3172) transitions sample transitions sample
(N=1190) (N=550)
N % N % N %
Gender of child
Male 1636 52 601 50 251 46
Female 1536 48 589 50 299 54
Socio-economic status of family
Low 573 18 198 17 102 19
Medium 1426 45 615 53 256 47
High 1057 33 343 30 186 34
Ethnicity
White 2417 76 872 73 437 80
Non White 751 24 316 27 112 20
Highest educational qualification of
family
Low level (no or vocational
qualification) 834 27 324 28 123 23
Medium level (Left education at 16 or
18) 1464 48 599 52 299 55
High level (Degree or higher) 751 25 229 20 123 23
Family Status
Partnered parent 2293 75 856 74 414 76
Single parent 752 25 302 26 130 24
English as Additional Language
English as first language 2815 89 1054 89 503 91
English as Additional Language 354 11 135 11 47 9
Family Size
Only child 370 15 137 14 80 16
1-2 siblings 1746 72 710 72 369 74
3 or more siblings 312 13 139 14 49 10
Child recognised as SEN — Y5
SEN 701 28 287 28 110 23
Not SEN 1814 72 743 72 377 77
Free school meals
Child receives FSM — Y5 395 18 163 18 55 13
Child does not receive FSM — Y5 1791 82 738 82 374 87
Multiple Disadvantage Index
No disadvantage 644 22 238 22 129 25
1 781 27 279 26 145 28
2 613 21 254 23 128 25
3 391 14 172 16 64 12
High disadvantage 470 16 150 14 56 11
Home Learning Environment Index
0-13 308 10 117 10 51 10
14-19 665 22 249 22 111 21
20-24 727 24 284 25 116 22
25-32 960 32 365 32 185 35
33-45 346 12 121 11 70 13
Child has health problems
No 2026 66 767 66 349 64
Yes 1041 34 394 34 196 36
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4.2 The five aspects of a successful transition

Before investigating what hinders or facilitates a successful transition, it is important to define the
concept of a successful transition. In other words, when we say that a child has experienced a
successful transition, what do we mean? Instead of using a single definition of a successful
transition, we treated it as a composite concept consisting of five underlying dimensions. These
dimensions or aspects of a successful transition were found after performing a factor analysis on
the responses of children and their parents on 18 survey items. Table A10.1 in Appendix 10,
contains the survey items that made up each of the five factors, their factor loadings, internal
scale reliabilities and other descriptives. A total score for each factor was computed by adding
scores on all relevant items. Since children's scores tended to concentrate towards the higher
end of the scale (not normally distributed), two groups were created for each factor using the
median score (see Table A10.1 in Appendix 10 for median score of each scale and response
scales for each group).

The definition of a successful transition for children is that they have:

developed new friendships and improved their self esteem and confidence
settled so well in school life that they caused no concerns to their parents
shown an increasing interest in school and school work

got used to their new routines and school organisation with great ease
experienced curriculum continuity.

O O O OO

Overall, children in this study scored highly on all five aspects of a successful transition. Half of
the children had developed new friendships and had boosted their self-esteem and confidence
once at secondary school; and/or had settled so well in school life that they caused no concerns
to their parents; and/or were showing more interest in school and work in comparison to primary
school; and/or were finding it very easy getting used to new routines; and/or had experienced
more curriculum continuity (i.e. they found work completed in Y6 to be very useful for the work
they were doing in Y7)

All of these 5 aspects of a successful transition were positively and significantly correlated (see
Table A10.2 in Appendix 10). For example; the more friendships, self-esteem and confidence
children developed after transferring to secondary school; the more settled they were in their
school life; the more interest they showed in school and work; the easier they found it getting
used to new routines and the more curriculum continuity they experienced.

After having spent a term at their secondary school, seventy three per cent of the children said
that they felt happy and a further sixteen per cent were excited. This further indicates that for the
majority of children in the sample, the transition to secondary school was a successful one.

A more detailed investigation will explore the factors that hinder or stipulate that children will
make a very successful transition noted via our five dimensions as opposed to the category of
children that did not.

Firstly however, the children's and parents’ experiences regarding the period before and after the
transition will be presented.

4.3 Children's and parents' experiences regarding the period before and during the
transition to secondary school

Many children (40%) answered that staying with friends and/or siblings was the first most
important thing for them when they first started thinking about which secondary school they
wanted to go to. Other popular responses included the school's distance from home, its facilities,
provisions and curriculum, and the educational and career opportunities it offered (see Table
4.2). For children therefore, their secondary school was to act as a social institution where
friendships were to be maintained and expanded; it was suggested to be a place away from
home as much as an educational institution.
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Table 4.2: Main categories for responses regarding 1" most important thing when thinking about
secondary school (frequencies and percentages)

First most important thing when started thinking about secondary school: Main categories of

responses* - Children N %
Staying with friends and/or siblings 185 40.2
Distance from home 71 15.4
School facilities/provisions/curriculum 53 11.5
Educational and career opportunities 43 9.3
School reputation and exam performance 26 5.7
School ethos atmosphere and culture 22 4.8
Teaching staff 21 4.6
Avoid being bullied 14 3.0
Making new friends 13 2.8
Own feelings, worries and impressions 12 2.6
Total 460 100.0

*only those with 10 or more responses

There were differences between parents and children regarding the period that they would start
thinking seriously about a secondary school. In general, parents would start thinking seriously
about it earlier than children. Seventy nine per cent of parents had started thinking about it
before Year 6 whilst only twenty one per cent of children had started thinking about it during the
same period. Forty five per cent of the children had started thinking about their secondary school
only one year before going, (in Year 6), in comparison to twenty-one per cent of parents who had
left it as late as that.

The vast majority of parents (85%) considered only state schools, two per cent only private
schools and thirteen per cent would considered both state and private schools. There was some
variation regarding the number of schools considered by parents: thirty seven per cent
considered only one school; thirty six per cent considered two schools; twenty one per cent
considered 3 schools and the remaining six per cent considered 4 or more schools.

As mentioned previously, for children, the most important thing when considering a secondary
school was staying with their friends and siblings. However, only a very small minority of parents
would take this factor into consideration when choosing a secondary school. More parents, on
the other hand, would choose a secondary school based on its distance away from their home
and its reputation for a high standard of teaching. Relying on their child's wishes was also one of
the most important criteria for many parents (see Table 4.2). In regards to the final choice about
which school to apply to, there was strong agreement between children and parents: seventy per
cent of parents and sixty four per cent of children said they were in strong agreement with each
other.
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Table 4.3: Parents' responses regarding the first most important factor for choosing a secondary
school

First most important factor for choosing a secondary school: Parents N %
Distance from home 66 14.1
Good reputation for a high standard of teaching 64 13.7
Child wanted to go there 59 12.6
School has a good reputation for behaviour and discipline 51 10.9
School has good exam results 43 9.2
School's atmosphere (ethos) 40 8.5
Brothers/sisters already at school 29 6.2
School is a church/faith school 17 3.6
School in partnership with child's primary school 16 3.4
School has good facilities 13 2.8
Child's friends go/going to school 10 21
Open day/visit to the school 7 15
School offers good pastoral care 7 1.5
6th form available 7 1.5
Specialist school (e.g. science, language) 6 1.3
Recommended by friends/relatives 6 1.3
Is a small school 6 1.3
Ofsted reports 5 1.1
Is a selective school 5 1.1
Recommended by child's primary school 3 0.6
Head teacher 3 0.6
Is a single sex school 2 0.4
School offers good vocational training opportunities 2 0.4
Parents' association available 1 0.2
[Total 468 100

Applying to secondary schools

Half of the parents applied to only one state secondary school and thirty nine per cent applied to
two or three state schools; only a minority (9%) applied to private schools. Twelve per cent of
parents said that their children had to take an entrance examination and of those, twenty three
per cent reported that their children had received out-of-school lessons to prepare for these
exams. For eighty four per cent of children, there was no interview involved during the
application process. The vast majority of parents found it easy or very easy to understand the
school's admissions policy (94%), to get hold of this information (97%), and to fill in the
application form(s) (98%).

Application process outcomes

Most parents (88%) admitted that the school attended by their child was actually their first choice.
Of those who did not manage to secure their first choice of secondary school, thirty three per
cent of the parents appealed and thirty one per cent were successful. The majority of the
parents, who did not receive their first offer initially, did not appeal and the majority of those who
had appealed did not manage to succeed.

School open days/evenings

Most children (82%) attended such events, which would often entail tours of the school, head
teacher’s talks, and meetings with other teachers and children (see Table 4.4). In addition, most
parents (86%) went to open days/evenings, and almost all of them felt welcome in the school.
Afterwards, seventy eight per cent discussed what they thought of the school visit with other
parents and only six per cent of them found that such discussions did not help them in their final
decision. For the majority of parents, these events offered them an opportunity to meet other
teachers and pupils and to tour the school site (see Table 4.5).
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Table 4.4: Activities during open day/evening — Children

Activities during open day/evening: Children N %
Had a tour 367 79
Listened to the Headteacher's talk 357 77
Met other teachers 343 74
Met other children 328 70
Had demonstration lessons 233 50
Was free to wander around 204 44
Met Headteacher 203 44
Saw classes working 177 38

Table 4.5: Activities during open day/evening — Parents

Activities during open day/evening: Parents N %
An opportunity to meet other teachers 457 91
[Tour the buildings 446 88
An opportunity to meet pupils 376 76
Free to wander 287 57
Opportunity to have an individual discussion with the Headteacher 246 49
Watched a lesson 143 28

Most children (90%) also felt welcome on open days/evenings with the main reason being given
as the friendliness of the staff and pupils (see Table 4.6). Comparatively, the minority (N= 42) of
those who did not feel welcomed on that day suggest that a lack of information, communication
and activities, and their own worries and personality characteristics prevented them from feeling
more welcome. These children also mentioned how: other pupils making them feel uneasy,
teachers being inattentive and unfriendly, and finding themselves in an unfamiliar setting and in a
novel and strange situation, were also reasons to prevent them from feeling more welcome.

Table 4.6: Reasons for feeling welcome during open day/evening — Children's views

Reasons for feeling welcome during open day: Children N %
Everyone was nice, friendly and helpful 218 58.4
Welcoming and friendly teachers 59 15.8
Familiar faces 26 7.0
Helpful and friendly pupils 15 4.0
Offered a tour of school 12 3.2
Quickly made new friends 8 21
Provided information about school 8 21
Open to instigate and seek communication with pupil 8 21
Making an effort to persuade new pupils to join school 8 21
Being able to explore the school grounds 6 1.6
Activities offered 5 1.3
[Total 373 100

The prospect of moving on to secondary school would make some children worry, for example
about: leaving behind old friends and teachers; dealing with new people older and bigger than
them; bullying; getting lost in a larger school, or having to cope with more homework (see Table
4.7; only categories with 10 or more responses are included).

19



Table 4.7: Reasons for worrying about secondary school — Children's views

Reasons for worrying about going to secondary school — Main categories*: Children N %
Leaving behind old friends and teachers 37 21.3
Bullying 34 19.5
Making new friends, having new teachers and dealing with too many new people 28 16.1
Getting lost 26 14.9
Amount of homework 20 11.5
Older and bigger children 17 9.8
Larger school 12 6.9
[Total 174 100.0

*only those with 10 or more responses

Despite such worries, half of the children (54%) looked forward to the transition whilst at primary
school. A further thirty one per cent had mixed feelings. Only thirteen per cent did not look
forward to it. Making new friends and meeting new people was the most popular reason for
looking forward to secondary school, followed by having more and interesting lessons, activities,
clubs and facilities (see Table 4.8).

Table 4.8: Reasons for looking forward to secondary school — Children's views

Reasons for looking forward to secondary school — Main categories*: Children N %
Making new friends and meeting new people 155 43.9
More and interesting lessons, activities clubs and facilities 63 17.8
Sport and PE 30 8.5
Many different classes and teachers 22 6.2
Growing up, new experience, and taking responsibility 16 4.5
Educational and career opportunities 16 4.5
Starting something new and challenging 13 3.7
Getting away from primary school and moving on 13 3.7
Being with friends and family 13 3.7
Becoming independent 12 3.4
Total 353 100.0

*only those with 10 or more responses

With regards to other transfer processes, the majority of children reported receiving relevant
information to prepare them by teachers in both primary and secondary schools, meaning that
they were not going unprepared to secondary school. The majority of children said that their
primary school teacher had talked to them about having more than 1 teacher in Y7, behaviour
and discipline, and changing classrooms between lessons. Half of the children had also been
informed about having new subjects, and not being with the same pupils in all lessons. Only one
in five children were told in advance about the lunch system in secondary school (see Table 4.9).

Table 4.9: Issues Y6 teacher talked about to prepare children for Y7

Issues Y6 teacher talked about to prepare children for Y7: Children N %
Having more than 1 teachers in Y7 398 75
Behaviour and discipline 390 73
Changing classrooms between lessons 373 70
Having new subjects 304 57
Not being with same pupils in all lessons 288 54
Lunch system 123 23

In many cases (63%), a Y7 teacher would have also visited the primary school. During such
visits, the Y7 teacher would talk to the class/small group (68%), watch the class working (18%),
teach the class (17%), talk to individual pupils (13%) and/or talk to the assembly (12%).

Most children (81%) had also paid additional visits to their new secondary school (see Table 4.10
for activities). Fifty five per cent of the children had visited their new school more than twice. In
addition, fifty two per cent of the children had said that they visited their new secondary school
with their entire primary school class, and thirty three per cent were accompanied by their
parents/carers. One in every four children reported feeling excited during these visits and more
than half said they felt both excited and nervous. Few children felt nervous (16%).
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Table 4.10: Activities during other visits to secondary schools

Activities during visits to secondary schools: Children N %
Met other teachers 434 81
Met other children 425 80
Had a tour 367 69
Had a lesson 354 66
Had lunch 335 63
Met the Headteacher 306 57
Saw a working class 182 34
Was free to wander around 162 30

The vast majority of parents (89%) were also satisfied with the way their child's primary school
had prepared them for secondary school. Seventy one per cent of the parents were offered the
opportunity to attend meetings at the primary school to find out more about their child's move to
secondary school. Only 7 per cent of the parents who went to these meetings did not find them
helpful.

In preparation for secondary school, some parents thought that their children needed help with
talking about their feelings (45%); remembering books and equipment (43%); homework (41%);
the journey to school (36%); and with making new friends (33%). Only one in ten parents
believed that their child needed help with using the computer or the internet.

When parents were asked about their child's secondary school and how this, in turn, had
prepared their children for moving on whilst they were in primary school, sixty nine per cent
suggested that their child had visited the secondary school for special lessons, fifty two per cent
mentioned evening meetings for parents and children and a further thirty four per cent reported
joint events (i.e., sports, social). Only seventeen per cent of the parents mentioned that their
child had been assigned a mentor and 4 per cent that their child was taking Saturday lessons. If
a day time visit to the secondary school had been offered, eighty per cent of the parents believed
that this visit included a tour of the school, seventy per cent of parents believed that their children
had met their new form tutor, sixty six per cent that they had eaten lunch, and sixty three per cent
thought that their child had joined in lessons.

In regard to the extent to which parents had an accurate picture of what was going on during
these visits, it was found for example, that sixty six per cent of the children gave similar
responses to those of their parents in terms of being offered a tour of the school.

In accordance with the finding that most children participated in the various transfer processes,
the majority also felt prepared for moving on to secondary school (84%). According to children,
the people who helped them most to prepare were their family alone (41%), followed by both
their family and teachers (18%), and then their teachers alone (13%). Other sources of help
included family and friends (8%), teachers, family and friends (6%), friends only (6 %), others (5
%), both their teachers and friends (3%) and a small minority said that it was only themselves
that helped them prepare (2%). Children also responded that these sources had helped them by
addressing their worries, reassuring and encouraging them (N=72), by explaining what to expect
and how it all works (N=52), and by giving advice and tips on how to cope at their new school
(N= 27). They also stated that these sources had helped them by sharing their own experiences
with their child (N= 26), arranging visits at the new school, performing demonstrations and
encounters with other pupils (N= 16), preparing the child for new educational demands (N= 14),
and by talking with the child in general (N= 12). These forms of preparation were experienced by
at least 10 or more children.

Sixty one per cent of the children said that their secondary school had given them a lot of help to
settle in, compared to thirty six per cent who had said that it gave them a little help and 3 per cent
that their secondary school did not help them at all. Responses for what enabled a child to settle
in were grouped into broad categories. Categories with the most responses were: (1) being
given help with getting to know your way around the school (N= 63), (2) relaxing rules and
implementing procedures to help new pupils adapt (N= 37), (3) having friends at the school or
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making new ones (N= 32), (4) visits to school, induction and taster days and booklets to prepare
(N= 31), (5) nice, kind, friendly and patient teachers (N= 26), (6) other pupils and teachers
initiating contact (N= 19), (7) other pupils helping, showing around and offering support (N= 19),
(8) offering information and explanations on how things work (N= 19), (9) being given
encouragement and support (N= 16), and (10) assistance with lessons and homework (N= 14).

Moving on to secondary school involved financial costs for the parents, which in many cases
ranged between £100 and £200 (see Table 4.11). Although, forty eight per cent of parents did
not find it difficult for their families to pay for these things, fifty two per cent of parents did.

Table 4.11: Parents' responses regarding the estimated cost of preparing their child for secondary
school

Less than £50 £51-£100 £101-£150 £151-£200 £201-£500 More than £500

Cost to buy all the things
the child needed
(including uniform) for
secondary school

28 (5%) 110 (20%) 168 (30%) 169 (30%) 79 (14%) 3(0.5%)

After the transition to secondary school, more than half of the children (61%) said that their
secondary school had helped them to settle in a lot; only three per cent considered their
secondary school to have offered them no help at all. According to children, their secondary
school had helped them in various ways to 