
 

 

 

 

DISORGANISATION AND THE SECONDARY SCHOOL STUDENT: 

ASSESSING A COMMONLY MENTIONED BUT RARELY EXAMINED 

FACTOR AFFECTING SCHOOL PERFORMANCE 

 

  

 

 

by 

Rebecca Walker 

B. Sc. (Mathematics), Grad. Dip. Ed., M. Ed. 

 

 

 

 

 

This thesis is presented in fulfilment of the requirements for the degree of PhD 

undertaken at the University of Western Australia, 2011.  

 

 



i 

 

DECLARATION 

In accordance with the regulations for presenting a thesis and other work for higher 

degrees, I hereby declare that this is entirely my own work and that it has been not 

been submitted for a degree at this or any other university. I have the permission of 

all of my co-authors to include the work from the following publication in my thesis. 

Walker, R., Hopkins, S., & Houghton, S. (in press). A Rasch measure of 

disorganisation: assessing a commonly mentioned but rarely examined factor 

affecting school performance. In R.F. Cavanagh & R. F. Waugh, Applications 

of Rasch measurement for learning environments research. Rotterdam: Sense 

Publishers. 

 

Signature:__________________________ 

                 (Rebecca Walker)  

Date:_______________________________ 

 

Note: This thesis has been formatted in accordance with modified American 

Psychological Association (2001) publication guidelines. 



ii 

 

ABSTRACT 

Organisation is a key factor for students‟ successful everyday adaptive functioning in 

schools. Although it is widely recognised that the school system requires students to 

be organised, particularly at the secondary school level, and that students who are 

disorganised will be seriously disadvantaged academically if they do not learn how 

to be better organised, there is only a very limited body of research that has 

investigated organisation and/or disorganisation in the mainstream student 

population. A limiting factor for this to date has been the lack of instruments 

available for measuring this construct.  

This thesis comprises four separate studies that encompass the development of a new 

instrument to measure disorganisation among secondary school-aged students. This 

instrument is utilised to test the hypotheses that male students are more disorganised 

that female students, and that low achieving students are more disorganised than 

average and high achieving students. It is also used in an exploratory study to 

investigate a possible relationship between disorganisation and poor visual-spatial 

skills. Furthermore, the instrument is utilised in conjunction with semi-structured 

interviews to develop six case studies portraying the thinking and behaviours of 

secondary school-aged students who are disorganised. 

Study One, Phase One, involved focus-group interviews with primary and secondary 

school teachers to identify key behaviours exhibited by students they considered to 

be disorganised. The findings were used to write items for the instrument to be 

developed, which was subsequently titled the Student Disorganisation Scale - Initial 

Version (SDS-IV). Study One, Phase Two, involved a pilot test of the SDS-IV 
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involving three teachers and 48 Year 9 students (14 to15 years old). The face validity 

of the items was evaluated and statistical indicators of item functioning were 

explored. Summary statistics indicated a mean total SDS-IV score of 51.13 and a 

standard deviation of 30.76. One item was deleted from the SDS-IV to produce the 

refined instrument, which was titled the Student Disorganisation Scale - Piloted 

Version (SDS-PV). The SDS-PV produced a Cronbach‟s Alpha Coefficient of 0.98.  

In Study Two the SDS-PV was completed by nine secondary school teachers for 242 

students in Years 8, 9 and 10 (13 to 16 years old). Analyses based on the Rasch 

Measurement Model were used to investigate overall item functioning, threshold 

ordering and differential item functioning. The aims of this study were to (a) further 

refine the instrument, (b) evaluate how well the final instrument targeted students in 

Years 8 to 10, and (c) determine how well the instrument measured disorganisation 

(i.e., how well the responses fitted the Rasch Measurement Model). One final aim (d) 

was to use the refined instrument, referred to as the Student Disorganisation Scale 

(SDS), to investigate differences in disorganisation between males and females, and 

between students grouped according to academic achievement (i.e., low achieving, 

average achieving and high achieving). The results of the factorial analysis of 

variance conducted indicated that the mean scaled disorganisation score for male 

students (M = -0.06, SD = 2.60, N = 125) was significantly higher than the mean 

scaled disorganisation score for female students (M = -1.74, SD = 2.37, N = 117); 

F(1, 236) = 19.73, p<.001, partial η² = 0.08. The analysis also indicated a significant 

difference in mean scores for the three academic performance groups, F(1, 236) = 

72.86, p<.001, partial η² = 0.38, and that students in the low achieving group were 

generally more disorganised than students in the other two groups. 
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In Study Three the final instrument was used to investigate a possible relationship 

between disorganisation and poor visual-spatial skills. Two teachers and 33 Year 9 

students (13 to 14 years old) participated in this study. The teachers completed the 

SDS for the participating students and the students were administered two subtests of 

the Working Memory Test Battery for Children (WMTB-C) to assess visual-spatial 

skills. The findings from this study indicated that there were no significant 

relationships between the SDS scaled scores and the visual-spatial sketchpad 

component scores. 

To complete the thesis, case studies for six mainstream secondary school-aged 

students who were identified as displaying high levels of disorganisation were 

developed in Study Four. Data for each case study were generated from the 

instrument developed and from semi-structured interviews with each student. Where 

possible, data were cross validated with comments from school teachers responsible 

for these individuals. In this study, the educational utility of the instrument was 

examined and a more comprehensive picture of disorganisation was uncovered. 

The findings from the four research studies are discussed in the light of the literature 

reviewed and the implications for addressing the issue of disorganisation in 

mainstream secondary schools are drawn for researchers and educators. The 

limitations of the research are acknowledged and finally recommendations for future 

research are suggested. 
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CHAPTER ONE 

INTRODUCTION 

Many educators and parents have learned to recognise deficiencies 

in reading, writing, and mathematics, but not in organization. 

Instead of being looked upon as a set of skills that needs to be 

taught, organization is seen as something instinctive, something 

everyone should be capable of. While some students do have innate 

ability to organize themselves, many don‟t (Goldberg & Zweibel, 

2005, p. 3). 

Organisation is a key factor for successful everyday adaptive functioning in schools 

(Abikoff, Nissley-Tsiopinis, Gallagher, Zambenedetti, Seyffert, Boorady, & 

McCarthy, 2009; Barkley, 1990). Not only do schools, administrators and teachers 

need to be organised but so to do students. Students are constantly required to plan, 

manage time and resources, and adapt to changing situations.  

Organisation, as it relates to a school environment, is defined by Zentall, Harper, and 

Stormont-Spurgin (1993) in terms of three specific abilities: (a) the ability to plan 

and manage activities within a time-frame, (b) the ability to arrange objects and 

assignments in a systematic way that makes them easily retrievable, and (c) the 

ability to structure an approach to a task. These three abilities are referred to 

respectively as Planning and Time Management, Resource Management, and Task 

Management. In line with these abilities, students who are considered to be organised 

tend to bring the required materials and work to class, are on time for school and 
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lessons, submit homework on time, plan their time effectively, and organise 

resources in an orderly and tidy manner (Goldberg & Zweibel, 2005). 

According to Brown, Kerr, Zigmond, and Harris (1984) organisation is recognised 

by both teachers and students as a key competence required by students to manage 

their education successfully. Students who are not instinctively well organised, need 

to learn to be organised if they are to achieve their potential in a school environment. 

As Shore (1998) argued 

The biggest challenge many students face is not learning to read or 

mastering the multiplication tables but rather getting organized. They 

may have good reasoning ability and well-developed academic 

skills, but they get failing grades when it comes to the nuts and bolts 

of learning (p. 1). 

Organisation is identified in many curriculum documents as being an outcome of the 

education process. This seemingly places responsibility on schools to produce 

students who are organised; a responsibility made more explicit in the literature: “the 

ability to be organized is one of the key building blocks of school success. It is also a 

skill – one that can, and should, be taught in school” (Shore, 1998, p. 2).  

There is considerable anecdotal evidence to suggest that students are not receiving 

the help they need to become organised. Heisler (2009a) emphasised that “a major 

factor in academic underachievement is poor work/time management….The root of 

the problem has nothing to do with the student‟s intelligence or motivation; it all 

stems from the fact that no one has taught them basic organizational skills” (p. 2). 
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The term disorganisation refers to poor organisation and students who are 

disorganised experience difficulty establishing and maintaining an organised and 

structured approach to their studies (Elliot, McGregor, & Gable, 1999). More 

specifically, students who are disorganised experience difficulties managing time, 

keeping track of daily schedules, and adjusting to changes in routine (Abikoff & 

Gallagher, 2008; Elliot et al., 1999; Barkley, 1990). Students who are disorganised 

are also described as being unprepared for class and as having a messy desk and 

school bag; they often lose school materials, do not meet work deadlines, have time 

management difficulties, have trouble starting work, become confused about what to 

do in tasks, have a poor sense of time, produce written work that is difficult to 

follow, and find it difficult to express themselves in a logical, sequential manner 

(Shore, 1998).  

The effects of disorganisation are considerable. As a consequence of being 

disorganised, students may incur poor academic results and stress, and experience 

conflict with others. Teachers can mistakenly view students who are disorganised as 

being unmotivated, irresponsible, impulsive, undependable, and time wasters; 

teachers can also become frustrated at having to provide extra resources and time to 

assist these students (Levine, 1996; Barkley, 1997a). Many parents do not know how 

to help their child to become better organised and some (parents) end up arguing 

with their child instead (Heisler, 2000b). Some students may avoid making friends 

with students who are disorganised because of their unappealing behaviours (Lavoie, 

2007). Furthermore, behaviours reflecting disorganisation in school may transfer to 

the work place and social settings in adulthood (Abikoff & Gallagher, 2008).  
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Given the prominence assigned to organisation within school curricula and the 

recognition of its importance for academic success in the school environment and 

beyond, it is not surprising to find it frequently discussed in educational circles. 

Numerous websites (e.g., National Study Group on Chronic Disorganisation: 

NSGCD, 2010) and unpublished articles aimed at helping students who have 

organisational problems are available for parents and their children.  

Findings relating to organisation and/or disorganisation among the mainstream 

school student population can be drawn from the large body of research literature 

referred to as study skills. For ease of reading, the phrase organisation and/or 

disorganisation is referred to henceforth as (dis)organisation. It is important to note, 

however, that the instruments developed and applied in the study skills body of 

research have generally not been designed to measure (dis)organisation. Rather, a 

few instruments have included a subscale to measure disorganisation (Elliot et al., 

1999; Entwistle & Ramsden, 1983) or an aspect of organisation such as time 

management (e.g., Britton & Tesser, 1991), but most commonly items reflecting 

(dis)organised behaviours and skills have been combined with other items into 

subscales and scales designed to measure different traits (e.g., Weinstein & Palmer, 

2002). Study skills have predominantly been investigated among tertiary students but 

a number of studies have investigated study skills among secondary school students 

in mainstream schools (e.g., Everson, Weinstein, & Laitusis, 2000).  

A review of the study skills literature suggests that good organisation is related to 

effective study skills, deeper learning approaches, and more functional patterns of 

motivation and goal setting (Elliot et al., 1999). There is some evidence to suggest 

that organisation is linked with academic achievement (e.g., Loomis, 2000) and that 



5 

 

female students are generally more organised than male students (e.g., Miller, Finley, 

& McKinley, 1990). There is, however, some conflicting findings in relation to this 

(e.g., Severiens & Ten Dam, 1994).  

A second large body of research that has examined (dis)organisation is found in the 

Special Education literature, specifically the literature pertaining to students with 

Attention-Deficit Hyperactivity Disorder (ADHD) and to students with a Nonverbal 

Learning Disability (NLD). Organisation has been clearly identified as a problem 

experienced by students with ADHD (Abikoff et al., 2009; Barkley, 1997b; Zentall et 

al., 1993). Instruments that measure organisation have been developed specifically 

for use with students in this population and the effectiveness of interventions to 

improve organisation with these students have been assessed (Abikoff & Gallagher, 

2008; Gureasko-Moore, DuPaul, & White, 2006). Literature relating to the 

organisation and disorganisation of students with ADHD and NLD is relevant to 

mainstream students as students in these special populations exhibit a raft of 

behaviours that are not exclusively associated with their diagnosis but are prevalent 

in the general population (including disorganisation).  

While some findings from the research in special education may be applicable to 

students in mainstream education, others (e.g., the effect of stimulant medication on 

organisational skills) are clearly not. The same applies to the instruments that have 

been developed. Abikoff and Gallagher (2008) developed an instrument to measure 

organisational skills specifically among students diagnosed with ADHD, therefore, 

its suitability to measure organisational skills in the general education population 

remains uncertain. Nevertheless, this instrument is highly promising and while it may 

have been a good starting point for this current thesis, it was not available at the time.  
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In the NLD literature, organisation has been explored from a neuropsychological 

perspective and visual-spatial-organisation has been measured (Harnadek & Rourke, 

1994). Results of studies that have examined the organisational abilities of students 

with a NLD reveal that these students experience organisational difficulties 

(Grodzinsky, Forbes, & Bernstein, 2010) and organisational abilities appear to be a 

predicting factor of a NLD (Badian, 1992).  

Overall, the literature reviewed for students with ADHD and students with a NLD 

reveal a possible link between organisational difficulties and deficits with visual-

spatial skills. Difficulties with organising visual and spatial material and having a 

poor memory for visual-spatial material may underlie why students misplace or lose 

their work and belongings (Rourke, 2005). It has also been proposed that visual-

spatial working memory difficulties result in time management difficulties through 

impaired abilities relating to sense of time (Mash & Barkley, 2003).  

In comparison to studies with special education students, there appears to have been 

little research to date that has investigated (dis)organisation among mainstream 

secondary school-aged students. This is somewhat puzzling since secondary school is 

the learning context in which students are expected to become increasingly more 

independent and to take responsibility for organising and managing their academic 

studies (Gureasko-Moore et al., 2006). Goldberg and Zweibel (2005) emphasised the 

importance of organisational abilities as children grow older: “entering middle 

school has always been challenging. When classes become departmentalised, 

children suddenly find themselves responsible for organizing their time and setting 

their own priorities” (p. 2). A limiting factor, however, is that few instruments have 
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been developed to specifically measure (dis)organisation among secondary school-

aged students. 

Consequently, there is little empirical research to draw on to support or refute 

anecdotal evidence and claims about organisational problems among secondary 

school students that are found in the popular media. A prime example of this is the 

article titled „Giving disorganized boys the tools for success‟, which appeared in 

2008 in the New York Times (on-line). 

With girls outperforming boys these days in high school and college, 

educators have been sparring over whether there is a crisis in the 

education of boys. Some suggest the need for more single-sex 

schools, more male role models or new teaching techniques. Others 

are experimenting with physical changes in classrooms that 

encourage boys to move around, rather than trying to anchor them to 

their seats.  

But as they debate, high-priced tutors and college counsellors have 

jumped into the fray by charging as much as $100 an hour and up to 

bring boys to heel. The tutors say their main focus is organizational 

skills because boys seem generally to have more difficulty getting 

organized and multitasking than girls do (Finder, 2008, p. 1). 

However, as stated earlier, little empirical evidence exists which can be called upon 

to refute or support such statements. Furthermore, this lack of evidence prevents 

interventions from being developed and evaluated for specific targeted groups. At the 



8 

 

present time, educators and researchers seem to be unaware of approaches that might 

be effective in helping students to improve their organisational abilities. 

Thus, the starting point for the present research is the recognition among educational 

communities that there are a considerable number of secondary school-aged students 

who experience disorganisation and that presently, there are few deliberate and 

systematic approaches operating within schools to address these organisational 

difficulties. As Heisler (2009b) argued 

In a world filled with activities, obligations and distractions, few 

students have the organizational skills needed to maximise their 

academic, social and personal potential. People assume their children 

are being taught to organize at school, however, teachers – especially 

at middle and high school levels – become subject specific rather 

than providing general instruction. As a result, no one is teaching 

students how and why to organize themselves (p. 1). 

If effective interventions are to be developed for mainstream secondary school-aged 

students who are disorganised, it is essential that disorganisation is investigated and 

that instruments measuring this construct are developed to appropriately target this 

population to produce reliable scaled scores. Thus, a decision was made to devise an 

instrument to measure disorganisation rather than organisation, as disorganisation 

was essentially the construct of interest and so it seemed important that direct items 

reflected disorganised behaviours, skills, and abilities. To address this, the present 

research sought to (i) construct a reliable instrument to measure disorganisation; (ii) 

examine disorganisation among mainstream secondary school-aged students and in 
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particular to investigate academic and gender group differences of this trait; (iii) 

investigate the relationship between disorganisation and visual-spatial abilities of 

mainstream secondary school-aged students; and (iv) explore disorganisation through 

case studies of mainstream secondary school-aged students. 

Significance of the Research 

As highlighted throughout this chapter, few empirical studies have investigated 

(dis)organisation among mainstream secondary school-aged students. Supportive of 

this is the thorough search undertaken by the present researcher of the major data 

bases (e.g., ERIC, PsycINFO, Proquest 5000 International, and Education Full Text). 

Indeed, Elliot et al. (1999) reached similar conclusions following literature searches 

over ten years ago. What is clear is that with the exception of research conducted 

pertaining directly to (dis)organisation among individuals diagnosed with ADHD, 

and to a lesser extent with individuals diagnosed with a Nonverbal Learning 

Disability (NLD), little appears to have changed with regard to mainstream students. 

Thus, the research reported in this thesis is, to date and knowledge, significant and/or 

original in five ways. 

 First, it will be significant as the research will contribute to the limited literature 

which has investigated disorganisation amongst mainstream secondary school-aged 

students.  Second, it will be original in that it will develop and validate a new 

instrument to measure disorganisation among mainstream secondary school-aged 

students using the Rasch Measurement Model of Analysis. Rasch analysis utilises 

rigorous statistical constraints and methods to assist in developing, modifying and 

monitoring valid measurement instruments (Boone & Scantlebury, 2005). Third, it 

will be the first research to directly investigate group differences in disorganisation 
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according to gender and academic performance in mainstream secondary school-

aged students. Fourth, it will also be the first study to investigate the relationship 

between disorganisation and visual-spatial skills in mainstream secondary school-

aged students. Fifth, the research will be the first to conduct case studies of 

mainstream disorganised secondary school-aged students. 

Structure of the Thesis 

The following chapter (Chapter Two) provides a critical review of the literature 

pertaining to (dis)organisation. This chapter begins with an overview of 

(dis)organisation and educational achievement. Following this the literature relating 

to (dis)organisation in the general student population, particularly in the area of study 

skills, is critically reviewed. The findings emanating from studies of 

(dis)organisation among special education populations are then reviewed and 

presented. Findings relating to gender and academic performance group differences 

with regard to (dis)organisation are finally reviewed. 

Chapter Three, which reports Study One, describes the methodology and results of a 

two phase empirical investigation that resulted in a new instrument to measure 

disorganisation. Phase One involved focus-group interviews with primary and 

secondary school teachers to identify key behaviours exhibited by students that 

teachers considered to be disorganised. This resulted in items being written for the 

instrument, which was titled the Student Disorganisation Scale - Initial Version 

(SDS-IV). Phase Two comprised a pilot test of the SDS-IV with three teachers and 

their students (N = 48). The face validity of the items was evaluated by the teachers 

and statistical indicators of item functioning (appropriate for smaller samples) were 
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explored. The refined instrument was subsequently titled the Student Disorganisation 

Scale - Piloted Version (SDS-PV). 

Chapter Four reports Study Two in which the SDS-PV was administered to 242 

Years 8, 9 and 10 students (aged 12 to 16 years). The data were then analysed 

according to the Rasch model. Indicators of overall item functioning, threshold 

ordering and differential item functioning were examined. The objectives of this 

study were to (a) refine the instrument, (b) investigate how well the final instrument 

targeted students in Years 8 to 10, and (c) evaluate how well the instrument 

measured disorganisation (i.e., how well the responses fitted the Rasch model). One 

final objective (d) was to use the refined instrument, referred to as the Student 

Disorganisation Scale (SDS), to investigate differences in disorganisation between 

males and females and differences in disorganisation between students grouped 

according to academic achievement.  

Study Three is reported in Chapter Five. This comprised an investigation of the 

relationship between disorganisation and visual-spatial skills with mainstream 

secondary school-aged students. Two subtests of visual-spatial working memory 

were administered to 33 mainstream secondary school-aged students (aged 13 to 15 

years). Two teachers completed the SDS for these participating students. The results 

were used to explore the strength of the relationship between disorganisation and 

visual-spatial skills. 

The final study, Study Four, is reported in Chapter Six. This study explored 

disorganisation further through conducting semi-structured interviews with students 

considered by their teachers to be highly disorganised. Three teachers completed the 
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SDS for the participating case study students. This study aimed to build on the 

findings of Studies One, Two and Three and support the understanding of 

disorganisation in mainstream secondary school-aged students.    

Chapter Seven presents a general discussion in which the results obtained from all 

three studies are interpreted in light of the research questions generated and the 

literature reviewed earlier in the thesis. The limitations of the research are 

acknowledged and directions for future research are suggested.  

The four studies that comprise the thesis utilised the collection and analysis of both 

qualitative and quantitative data, referred to as a mixed-methods approach. While 

there are many different types of mixed-methods designs used in educational 

research, Creswell and Plano (2007; see Punch 2011) classified approaches into four 

categories: the triangulation design, the embedded design, the exploratory design and 

the explanatory design. The triangulation design gives equal weighting to qualitative 

and quantitative data to provide complimentary information on the same topic. The 

embedded design gives prominent weighting to one type of data; the other type of 

data is used more in a supportive secondary role to answer questions that could not 

be answered by the primary data set. The exploratory design involves a two-phase 

approach, where qualitative data is collected in the first stage to inform the second 

stage of data collection involving quantitative data. The explanatory design also 

involves a two-phase approach but qualitative data is collected in the second stage to 

build upon and/or illuminate initial quantitative results. Study One utilised an 

exploratory mixed-method design to develop a new instrument to measure 

disorganisation. Studies Two and Three employed quantitative research methods to 

refine the instrument, compare levels of disorganisation for different groups of 
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students, and investigate the relationship between disorganisation and visual-spatial 

memory. Study Four completed an embedded mixed-methods design where the 

instrument refined in Study Two was used to select students identified by their 

teacher as being disorganised. These students were then interviewed to capture their 

perspective of the pressures involved with being organised for school and the 

strategies that work for them. 
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CHAPTER TWO 

LITERATURE REVIEW 

This chapter critically reviews the relevant literature and is divided into three 

sections. The first provides an overview of the literature pertaining to 

(dis)organisation and educational achievement. In the second section, the literature 

relating to (dis)organisation in the general student population is critically reviewed, 

with specific reference to the study skills literature. Finally, the third section outlines 

and reviews studies investigating (dis)organisation among special education 

populations. Relevant research questions to be answered are then posed. 

Introduction 

According to Zentall, Harper, and Stormont-Spurgin (1993) organisation, as it relates 

to a school environment, is defined in terms of three specific abilities: (a) the ability 

to plan and manage activities within a time-frame, (b) the ability to arrange objects 

and assignments in a systematic way that makes them easily retrievable, and (c) the 

ability to structure an approach to a task. For students this means they are required to 

plan and manage their time and resources, approach tasks in structured ways and 

adapt to changing situations, if they are to achieve academic success (Abikoff et al., 

2009; Barkley, 1990). This is particularly the case as students progress through 

middle and secondary school, where classes are organised into different curriculum 

areas and they (i.e., students) find themselves more responsible for establishing 

priorities and organising their own time out of school hours (Goldberg & Zweibel, 

2005). Moreover, middle and secondary school-aged students are often required to 

conduct integrated, discovery-based projects where it is essential that they plan and 
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manage their resources and time efficiently to complete projects by the due date 

(Gureasko-Moore et al., 2006). 

Organisation and Educational Success 

Organisation is recognised by both school teachers and students alike as a key 

competency required for educational success. Indeed, over 25 years ago Brown et al. 

(1984) surveyed approximately 4500 high school students and teachers (counsellors 

and administrators) to identify the key competencies that secondary school 

environments require from their students in order for them to manage their education 

successfully. The teachers in the study ranked „Meets due dates’ as the most 

important school survival behaviour, followed by „Arrives at school on time’. 

Conversely, the school survival behaviour ranked top by students was „Formulates 

plans for achieving goals’. With reference to the most serious problem behaviours, 

teachers identified „Seldom completes tasks assigned by the teacher’ and „Does not 

bring necessary materials to class’. The latter of these problem behaviours was also 

rated highly by students. In a second study, Brown et al. (1984) found that compared 

to successful students, unsuccessful students were significantly more likely to be late 

for school and would also not have the required equipment needed for class. 

Kerr and Zigmond (1986) investigated the classroom standards and expectations of 

220 regular high school teachers and 24 high school special teachers using the 

Inventory of Teacher Social Behaviour Standards and Expectations (SRS: Kerr & 

Zigmond, 1986). The first section of the SRS contained 56 items outlining adaptive 

behaviours and educators were required to rate these as being unimportant, desirable 

or critical. The second section of the SRS contained 51 items which required 

teachers to rate their tolerance to inappropriate and maladaptive behaviours. Results 



16 

 

from this study indicated that 67% of teachers viewed the item Student has good 

work habits, e.g., makes efficient use of class time, is organized, stays on-task, etc. as 

being critical to academic success. When examined according to teacher category, 

this item was ranked as eighth most important by general educators (out of 170 

rankings) and 13
th

 most important by special educators.  

Organisation is not only recognised as a key competency required for educational 

success but it is also identified in many curriculum documents as being a key 

outcome of a successful education. For example, the National Declaration of 

Educational Goals for Young Australians (Ministerial Council on Education, 

Employment, Training and Youth Affairs: MCEETYA, 2008) stated  

The curriculum will support young people to develop a range of 

generic and employability skills that have a particular application 

to the world of work and further education and training, such as 

planning and organising, the ability to think flexibly, to 

communicate well and to work in teams (p. 13). 

Organisation is also identified in the curriculum provided by the International 

Baccalaureate (IB, 2010), Middle Years Program (MYP) as one of five key skill 

areas to be addressed. In this context, organisation encompasses outcomes specific to 

time management (including meeting deadlines and using time effectively) and self-

management (including actions such as goal setting and the organisation of materials 

for learning). These outcomes are not directly assessed but are monitored with the 

expectation that they are taught. Having said this, an indirect assessment of these 

outcomes is a final year project completed by students as part of the Baccalaureate. 
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Disorganisation and Poor Educational Success 

Disorganisation refers to poor organisation. Behaviours associated with 

disorganisation have been linked to poor educational success (Abikoff et al., 2009). 

Kerr, Zigmond, Schaeffer, and Brown (1986), for example, observed students who 

were rated as being successful or unsuccessful during regular class time. During 

academic and vocational classes, behaviours relating to class preparedness, 

exhibiting an interest in academic performance, and interacting appropriately with 

teachers were recorded. The results suggested that unsuccessful students were 

significantly less likely to be prepared for class than successful students.  

In an attempt to examine teachers‟ knowledge of how their students‟ learned and 

what their students‟ learning strengths and weaknesses were, Gustafson (1987) 

recruited 12 teachers to complete questionnaires for children in Grades 3 to 9 with a 

reading difficulty. The questionnaire contained open ended questions, such as „What 

seems to impede his/her learning?‟ Gustafson (1987) reported that a common teacher 

response to this question was that disorganised behaviours were negatively impacting 

students‟ learning.  

The impact of disorganisation is not only related to academic achievement. For 

example, students who are disorganised may struggle emotionally at school and 

experience peer conflict (Abikoff & Gallagher, 2008). Stein and Chowdhury (2006) 

noted that “...for disorganized children, school can quickly become a very unhappy 

place where the child struggles to learn, has difficulty keeping up with peers, has few 

friends and may be subjected to severe bullying” (p. 276). Furthermore, they reported 

that disorganised students may suffer from low self-esteem and have social and 

communication difficulties. Lavoie (2007) echoed these notions when discussing the 
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social difficulties disorganised students may experience: “it even impacts the child‟s 

ability to make and maintain friendships because their chronic tardiness, 

unpredictability and undependable behaviour makes them unappealing social 

partners” (p. 1).  

Disorganisation therefore poses a real problem for students and teachers and it may 

also be problematic for parents. As the child experiences difficulties at school, this 

may lead to conflict between the parents and their child who is disorganised (Abikoff 

& Gallagher, 2008; Hechtman, Abikoff, Klein, Weiss, Respitz, Kouri, Blum, 

Greenfield, Etcovitch, Fleiss, & Pollack, 2004; Barkley, 1990). While parents may 

recognise that organisation is an essential element to successful everyday functioning 

and academic success, they do not know how to assist their children with developing 

this life skill. Heisler (2009b) explained “Too often parents‟ efforts to speak with 

their teens about becoming better organized or planning more effectively are not well 

received, so they have little positive effect and can end in arguments” (p. 2). Stein 

and Chowdhury (2006) explained that a source of parents‟ frustration is their child‟s 

inability to learn from past experiences so that their “recurring inability to process 

links between cause and effect often leaves parents feeling frustrated, with a 

tendency to then see the inappropriate behaviour as lazy, naughty or disobedient” (p. 

203). In a concluding comment, Stein and Chowdhury (2006) noted that this conflict 

can place a strain on parents‟ relationships with each other.  

According to Abikoff and Gallagher (2008), students‟ disorganised behaviours and 

work habits may transition from the school setting to the work place and social 

settings in adulthood, thus affecting the quality and functioning of these students‟ 

lives beyond school. Supportive of this point, Williams and Eun Jung (2000) 
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identified disorganisation as a major problem in the American workforce, 

particularly in contexts that deal with paper management and records management 

(Sanders, 1994). The negative impact time management difficulties have on 

individuals in the workplace has also been documented (Macan, 1994). 

Organisation is prominent within the school curricula, as is an appreciation of its 

importance for academic success in the school environment. Likewise there is 

recognition of the negative impact disorganisation can have on many aspects of a 

student‟s life. Thus, it is not surprising to find (dis)organisation frequently discussed 

in educational circles. Numerous websites, unpublished articles and books are 

available that are aimed at helping students who have organisational problems (e.g., 

see National Study Group on Chronic Disorganisation: NSGCD, 2010; Heisler, 

2009a, 2009b; Boller, 2008; Lavoie, 2007; Goldberg & Zweibel, 2005; Shore, 1998). 

What is surprising, however, is the limited number of studies that have considered 

(dis)organisation as a trait that could be measured and investigated in the general 

student population, particularly among secondary school-aged students. This is not to 

say there are no findings to draw on. However, research relevant to (dis)organisation 

is not always easy to find as different labels have sometimes been used to describe 

similar constructs. For example, Williams, Verble, and Price (1995) investigated the 

relationship between self-management and personality types among tertiary students 

and in doing so defined self-management as taking an organised approach to life. In 

other research only a single component of organisation has been studied, such as 

time management (e.g., Britton & Tesser, 1991). There is also a considerable body of 

literature, referred to here as the study skills literature, which has utilised instruments 

that include subscales or items that reflect (dis)organised behaviours and skills, but 
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these have often been combined with other subscales or items to measure different 

traits. A review of this literature is presented in the next section and includes details 

of the instruments used.  

Organisation and Disorganisation in the General Student Population 

Williams et al. (1995) investigated self-management and personality types among 

university students. They were interested in examining students‟ self-management 

orientation, which they described as emphasising 

... lifestyle organization (i.e., having clearly defined priorities for 

one‟s life, knowing what is important to do at any given time, 

getting things done in a timely manner, and arranging one‟s 

physical environment in an orderly fashion). According to this 

model, good self-managers know where they want to go in their 

lives, develop a plan for getting there, and execute that plan 

efficiently (p. 495). 

The participants in the Williams‟ et al. study were 347 university students (aged 19 

to 23 years) enrolled in an educational psychology course at varying levels. The 

participants completed the Lifestyle Approaches Inventory (LSA: Williams, Moore, 

Pettibone, & Tomas, 1992), which is a 16-tem instrument designed to measure four 

factors: Performance Focus and Efficiency (5 items), Goal Directedness (4 items), 

Timeliness of Task Completion (4 items) (closely related to the Task Management), 

and Organisation of Physical Space (3 items) (closely related to Resource 

Management). A second instrument, the Myer-Briggs Type Indicator (MBTI), was 
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also administered to measure four separate indexes of personality: Extraversion-

Introversion, Sensing-Intuition, Thinking-Feeling, and Judgement-Perception.  

Williams et al. (1995) found no significant differences in scores between males and 

females on the LSA inventory. All LSA factors were found to be significantly 

correlated to the personality index, Judgement-Perception, for both males and 

females. Strong correlations were also found between the LSA factors of Goal 

Directedness and Organisation of Physical Space and the personality index of 

Judgement-Perception. These results indicated that good self-managers, both male 

and female, reflect personalities that are decisive, organised, and purposeful, and 

accentuate order in their physical spaces. 

The time management behaviours of college students were investigated by Macan, 

Shahani, Dipboye, and Phillips (1990). Initially, a 76-item instrument was developed 

and then pilot tested with 123 undergraduate students. Consequently, the instrument 

was refined to include 46 items. The final instrument, labelled the Time Management 

Behaviour Scale (TMB: Macan, Shahani, Dipboye, & Phillips, 1990), utilised a 5-

point Likert scale and aimed to measure time management behaviours. (It should be 

noted, however, that these time management behaviours appear to be related to the 

organisational component of Task Management, as well as Planning and Time 

Management.) The TMB measures four factors: Setting Goals and Priorities (15 

items), Mechanics - planning and scheduling (13 items), Perceived Control of Time 

(13 items) and Preference for Disorganisation (5 items). The five items that 

comprised the subscale Preference for Disorganisation included:  

1. At the end of the workday, I leave a clear, well-organised desk, 
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2. I can find things I need for my work easily when my workspace 

is messy and disorganised than when it is neat and organised, 

3. The time I spend scheduling and organising my day is time 

wasted, 

4. I have some of my most creative ideas when I am disorganised, 

and 

5. When I am somewhat disorganised I am better able to adjust to 

unexpected events.  

(Macan, et al., 1990, p.762) 

The main study conducted by Macan et al. involved 165 college students who 

responded to the TMB and also completed self-report measures of academic 

performance, including grade point average (GPA), role ambiguity, role overload, 

job-induced and somatic tension, and job and life satisfaction. Findings indicated that 

total scores on the TMB were significantly negatively correlated to role ambiguity, 

and somatic tension, and significantly positively correlated to job and life 

satisfaction, self-rated academic performance and GPAs. More specifically, the TMB 

factor of Setting Goals and Priorities significantly positively correlated with self-

rated academic performance and significantly negatively correlated with role 

ambiguity. Factor two, Mechanics, significantly positively correlated with GPAs, 

self-rated academic performance, and life satisfaction, and significantly negatively 

correlated with role ambiguity. The third factor, Perceived Control of Time, 

significantly positively correlated with self-rated academic performance, GPAs, and 

job and life satisfaction, and significantly negatively correlated with role ambiguity, 

somatic tension, role overload, and job-induced tension. Preference for 
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Disorganisation, the fourth factor, significantly positively correlated with role 

ambiguity, somatic tension, and significantly negatively correlated with GPAs. This 

latter finding indicates that those who perceive themselves to have a preference for 

disorganisation, experience more somatic tension, more role ambiguity and lower 

GPAs. Significant differences were found between the overall TMB score for gender 

- female participants tended to obtain higher total TMB scores than the male 

participants.  

Time management and its relationship to academic performance were also examined 

in a study involving 90 university students by Britton and Tesser (1991). The Time-

Management Questionnaire was developed for this research and comprised 35 items, 

rated using a 5-point Likert scale. Three factors were measured, namely Short Range 

Planning (7 items), Time Attitudes (6 items) and Long Range Planning (5 items) by 

The Time-Management Questionnaire. Britton and Tesser (1991) also obtained the 

Grade Point Averages (GPAs) and Scholastic Aptitude Test (SAT) scores for 

participants. Significant positive correlations were found between students‟ GPAs 

and their scores for Short Range Planning and Time Attitudes and between SAT 

scores and Long Range Planning. 

The Study Skills Literature 

The study skills literature is a prominent body of research that details investigations 

of skills and behaviours associated with (dis)organisation among the general student 

population. Study skills have been defined as “the student‟s knowledge of 

appropriate study strategies and methods and the ability to manage time and other 

resources to meet the demands of the academic tasks” (Crede & Kuncel, 2008, p. 

427). 
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Included in the study skills literature is research relating to the Approaches to 

Learning Model developed by Entwistle, McCune, and Walker (2001). Three 

approaches to learning are referred to in this Model: the deep approach, the surface 

approach, and the strategic approach. Specifically, the deep approach relates to 

students seeking to understand materials and ideas themselves, while the surface 

approach involves students reproducing concepts learnt through strategies such as 

memorising or rote learning, with an intention to cope or just meet course 

requirements. The latter approach (i.e., the strategic approach), sometimes referred 

to as the achievement approach (Biggs, 1987), involves students intending to achieve 

the best possible grade for themselves through combining deep and surface 

approaches and utilising study skills. To date, study skills have largely been 

investigated among tertiary (college or university) students, although there is a 

growing body of research that has focused on secondary school-aged students.  

A considerable number of instruments have been used in the study skills research 

area and also reported in the literature, all of which comprise different subscales. 

Many of these subscales, however, are not directly related to (dis)organisation. To 

meet with the aims of this present research it was therefore deemed important to first 

identify instruments that included a subscale that was (a) designed to measure 

disorganisation or (b) designed to measure organisation or components of 

organisation (such as planning and time management), or (c) that contained items 

relating to (dis)organisation; and then review findings specific to these subscales. In 

this way, a review of the study skills literature focused on findings most relevant to 

the construct of dis(organisation), particularly relating to academic performance and 

gender differences. A review of the instruments and research findings relating to 
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(dis)organisation among tertiary students is now presented, along with an 

examination of the instruments and findings relating to secondary school-aged 

students.  

Study Skills among Tertiary Students 

As the body of research relating to study skills among tertiary students is large, it 

was necessary to find a framework from which to review key instruments and 

relevant findings. Two published articles provided this framework. The first is a 

meta-analysis of constructs relating to study skills conducted by Crede and Kuncel 

(2008), which included a review of 19 instruments relating to study skills, study 

attitudes and study habits. The second is by Entwistle and McCune (2004), which 

examined the similarities and differences in six instruments relating to study skills 

and study strategies.  

The studies reviewed in these two key articles and the instruments used in them were 

first scrutinised to ascertain whether disorganisation had been measured as a stand-

alone construct (i.e., as a subscale or factor) and then subsequently investigated. Two 

instruments were identified, namely the Cognitive/Metacognitive Study Strategies 

questionnaire (Elliot et al., 1999) and the Approaches to Study Inventory (Entwistle 

& Ramsden, 1983).  

The Cognitive/Metacognitive Study Strategies questionnaire (Elliot et al., 1999) 

measures five factors, one of which is titled Disorganisation. The Disorganisation 

factor contains five items rated on a 7-point Likert scale. This factor appears closely 

aligned with the organisation components referred to as Planning and Time 

Management and Task Management. The five items are: 



26 

 

1. I‟m not sure how to study for this course, 

2. I often find that I don‟t know what to study or where to start, 

3. I find it difficult to develop a study plan, 

4. I find it difficult to organise my study time effectively, and 

5. When I study for a course, I have trouble figuring out what to do to 

learn the material. 

(Elliot et al., 1999, p. 563) 

Elliot et al. (1999) conducted two studies using this instrument. The first involved 

164 undergraduate university students who were enrolled in an introductory 

psychology course. Prior to mid-term exams, students completed the 

Cognitive/Metacognitive Study Strategies questionnaire and a self-report 

Achievement of Goals instrument. Following their mid-term exams, students‟ 

performance on exams was assessed and their Grade Point Average (GPA) 

calculated. A multiple regression and mediation analysis revealed a significant 

negative relationship existed between Disorganisation and GPAs. A significant 

positive relationship was also found between Disorganisation and performance-

avoidance goals, and a significant negative relationship between Disorganisation and 

exam performance. 

The second study conducted by Elliot et al. (1999) involved 179 undergraduate 

university students enrolled in an introductory psychology course. Prior to the mid-

term exam and immediately after the exam, participating students completed self-

report instruments to measure Achievement Goals and Cognitive/Metacognitive 

Study Strategies, as well as a self-report instrument to measure Persistence and 

Effort. Additionally, data indicating students‟ performance on their mid-term exam 
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were collected as were their scores on the verbal and maths components of the 

Scholastic Aptitude Test (SAT), a standardised test for college admissions in the 

United States. The findings revealed a significant positive relationship existed 

between Disorganisation and performance-avoidance goals, as well as a significant 

negative relationship between exam performance and Disorganisation. Furthermore, 

when the SAT scores were controlled for, the results revealed Disorganisation to be 

a mediating factor between exam performance and performance-avoidance goals.   

The other instrument cited at the start of this section, The Approaches to Study Skills 

Inventory (ASI) was developed by Entwistle and Ramsden (1983) to measure the 

study skills and strategies of higher education students. This self-report inventory 

contains 64 items, rated on a 5-point Likert scale, which are organised into 16 

subscales. Disorganisation is measured by the subscale labelled Disorganised Study 

Methods and contains four items: 

1. I find it difficult to organise my study time effectively, 

2. My habit of putting off work leaves me with far too much to do 

at the end of term, 

3. Distractions make it difficult for me to do much effective work 

in the evenings, and 

4. I‟m rather slow at starting work in the evenings. 

(Entwistle & Ramsden, 1983, p. 230) 

Two pilot studies were initially conducted to refine and finalise the ASI. The main 

pilot study involved 2208 higher education students who completed the ASI and also 

self-rated their academic performance. The strongest correlation between academic 

http://en.wikipedia.org/wiki/Standardized_testing
http://en.wikipedia.org/wiki/College_admission
http://en.wikipedia.org/wiki/Education_in_the_United_States
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performance and each of the 16 subscales was recorded for Disorganised Study 

Methods. Thus, for many students being disorganised negatively affected their 

academic performance. The ASI was revised and renamed The Approaches and 

Study Skills Inventory for Students (ASSIST: Entwistle, Tait, & McCune, 2000).  

The studies reviewed by Crede and Kuncel (2008) and Entwistle and McCune (2004) 

were then scrutinised to ascertain whether a subscale measuring organisation was 

included in the instruments utilised. Only one instrument, The Approaches and Study 

Skills Inventory for Students (ASSIST: Entwistle et al., 2000), was found to contain 

a subscale directly relating to organisation, namely Organised Study Methods which 

contains four items (as detailed in Table 1). 

The majority of instruments reviewed were found to measure a component of 

organisation (such as time management) and several instruments included items that 

appeared related to (dis)organisation. These were the Learning and Study Skills 

Inventory (LASSI: Weinstein & Palmer, 2002), the Inventory of Learning Processes 

(ILP: Schmeck, Ribich, & Ramanaiah, 1977), the Revised Version of the Inventory 

of Learning Processes (ILP-R: Schmeck & Geisler-Brenstein, 1995), the Study 

Process Questionnaire (SPQ: Biggs, 1987), and the Motivated Strategies for 

Learning Questionnaire (MSLQ: Pintrich, Smith, Garcia, & McKeachie, 1991). The 

subscales and some items relating to (dis)organisation identified in these five 

prominent instruments and the ASSIST instrument are summarised in Table 1. 
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Table 1: Subscales and Items Relevant to (Dis)organisation Identified in a Review of Tertiary Education Study Skills Instruments 

Instrument Details Subscales or Factors 

(no. of items in the subscale) 

Number of items relating to (dis)organisation in the subscale and an example 

LASSI  

Learning and 

Study Skills 

Inventory 

Self-report 

5-point Likert Scale 

10 subscales 

80 items in total 

Study Aides (8 times) 

Time Management (8 items) 

 

Test Strategies (8 items) 

1 item 

6 items 

 

1 item 

 

 I find it hard to stick to a study schedule. 

 When I decide to study, I set aside a specific length of time 

and stick to it. 

 I do poorly on tests because I find it hard to plan my work 

within a short period of time. 

ASSIST 

The Approaches 

and Study Skills 

Inventory for 

Students 

Self-Report 

5-point Likert Scale 

7 Sections 

Approaches to Study 

Skills Section: 

     4 subscales 

     60 items  

Strategic Approach (20 items) 

Including: 

    Organised Studying (4 items) 

     

   Time Management (4 items) 

    Monitoring Effectiveness (4 items) 

 

 

3 items 

 

4 items 

2 items 

 

 

 

 I think I’m quite systematic and organised when it comes to 

revising for exams. 

 I’m pretty good at getting down to work whenever I need to. 

 Before starting work on an assignment or exam question, I 

think first how best to tackle it. 

ILP 

Inventory of 

Learning 

Processes 

Self-Report 

True/False Statements 

4 subscales 

62 items in total 

Methodical Study (23 items) 

Synthesis-Analysis (18 items) 

3 items 

1 item 
 I have a regular place to study.  

 I have difficulty planning work when confronted with a 

complex task. 

 

ILP-R  

Revised Version 

of Inventory of 

Learning 

Processes 

Self-Report 

6-point Likert Scale 

19 subscales 

90 items in total 

Methodical Study (5 items) 

Elaborative Self Actualisation(5 items) 

Agentic Serial (5 items) 

Agentic Analytic (5 items) 

 

1 item 

1 item 

1 item 

3 items 

 

 I maintain a daily schedule of study hours.  

 I cram for exams. 

 I need to do things in a step-by-step orderly way. 

 Before I start a project, I get all my materials together. 

SPQ 

Study Process 

Questionnaire 

Self-Report 

5-point Likert Scale 

6 subscales 

42 items in total 

Achieving Motive (7 items) 

 

Achieving Strategy (7 items) 

1 item 

 

1 item 

 I try to do all my assignments as soon as possible after they 

are given out. 

 I keep neat, well-organised notes for most subjects. 

MSLQ 

Motivated 

Strategies for 

Learning 

Questionnaire 

Self-Report 

7-point Likert Scale 

15 subscales 

81 items in total 

Time and Study Environment 

Management (8 items) 

 

 

6 items 

 

 

 I rarely find time to review my notes or readings before an 

exam. 
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A review of this study skills literature revealed time management skills to be a strong 

predictor of students‟ academic performance at university. For example, Loomis 

(2000) examined the relationship between 23 university students‟ performance in an 

on-line unit and their study skills using the LASSI (Weinstein & Palmer, 2002). The 

strongest relationship between the LASSI factors and student performance was found 

for the Time Management subscale. The Study Aides’ subscale was also found to be a 

strong predictor of class performance, exam performance and non-exam assessment 

performance.  

Proctor, Prevatt, Adams, Hurst, and Petscher (2006) found that higher academically 

performing students rated themselves as being better time managers than lower 

academically performing students. In their study, two groups of university students 

completed the LASSI (Weinstein & Palmer, 2002): the first group of students formed 

a control group (N = 139); the second group included students who had been 

clinically referred to a university-affiliated evaluation clinic due to academic 

difficulties (N = 124). The results of the study revealed that students‟ GPAs were 

significantly positively correlated with overall LASSI scores. Significant group 

differences were found between the two groups overall LASSI scores, with the 

control group obtaining higher scores than the clinically referred group. These results 

suggest that the LASSI, inclusive of time management skills, is a strong predictor of 

academic performance. 

Gender differences have been identified in tertiary students‟ learning styles and 

approaches. For example, Severiens and Ten Dam (1994) conducted a meta-analysis 

to investigate gender differences in study skills for students aged 18 years and older 

who had been assessed using the ASI (Entwistle & Ramsden, 1983), ILP (Schmeck 
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et al., 1977) and SPQ (Biggs, 1987). Severiens and Ten Dam (1994) found that 

female participants rated themselves higher than males on the Methodical Study 

(ILP) and the Organisation Strategy (SPQ) subscales.  Conversely, male participants 

rated themselves higher than females on the Achievement Motive subscale (SPQ). No 

gender differences were reported for the subscales of Disorganised Study Methods 

(ASI), Achievement Motive (SPQ) and Achievement Strategy (SPQ).  

A large-scale study by Biggs (1987) of 2365 Australian tertiary students‟ approaches 

to learning also revealed significant gender differences. The findings from the 

administration of the SPQ (Biggs, 1987) demonstrated that gender differences were 

strongest for the Achievement Strategy subscale. Specifically, female participants 

scored significantly higher than their male counterparts, suggesting that they are 

more oriented towards achievement.  

In another study, Miller et al. (1990) investigated gender differences in the learning 

approaches and motives of 1119 university students. Participating students 

completed the SPQ (Biggs, 1987), ASI (Entwistle & Ramsden, 1983) and ILP 

(Schmeck et al., 1977), and their GPAs were also obtained. The results revealed that 

female students scored significantly higher than male students on the subscales 

relating to organisation in the SPQ and ILP. No significant difference was found, 

however, between female students‟ and male students‟ scores on the Disorganised 

Study Methods subscale of the ASI. A strong negative correlation was found between 

scores for Disorganised Study Methods and students‟ GPAs. In other words, students 

who had a preference for disorganisation achieved lower GPAs. 
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Gender differences in Hong Kong university students‟ final year of high school 

academic performance and scores on the LASSI (Weinstein & Palmer, 2002) was 

examined by Downing, Chan, Downing, Kwong, and Lam (2008). The research 

engaged 1758 first-year undergraduate university students‟ of which 1025 were male 

and 733 were female. The findings revealed no significant difference between male 

and female students‟ total mean LASSI scores, but female students rated themselves 

significantly higher than males on the sub-scales of Time Management and Study 

Aides. In regards to the LASSI Test Strategies subscale score, no gender differences 

in responses were found. The findings suggest that female students perceive 

themselves to be more able in developing and utilising schedules and study aides to 

assist their studying.    

Geisler-Brenstein, Schmeck, and Hetherington (1996) also investigated gender 

differences in university students‟ learning styles and strategies. One hundred and 

fifty nine male students and 166 female students completed the ILP-R (Schmeck et 

al., 1995) and findings revealed that the females scored significantly higher than the 

males on the subscales of Elaborative Self-Actualisation, Agentic Serial and Agentic 

Analytic. These subscales contain items that relate to (dis)organisation. Thus, the 

findings from this study suggest that female students are more organised than their 

male counterparts. 

Study Skills among Secondary School-Aged Students 

The body of literature relating to study skills among secondary school-aged students 

is not as extensive as its tertiary counterpart, even though it is recognised that 

secondary school students need appropriate study skills to be academically 

successful. Olivarez and Tallent-Runnels (1994) highlighted the “growing number of 
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poorly prepared high school students who need assistance in improving their learning 

and study skills” (p. 243). Similarly, Gettinger and Seibert (2002) noted that 

“although some students develop study skills independently, even normally 

achieving students may go through school without having acquired effective 

approaches for studying” (p. 350). Deficiencies in study skills are thought to result in 

students underperforming and experiencing difficulties at school – including students 

who are academically able and students with learning difficulties (Gettinger & 

Seibert, 2002).  

The literature reviewed relating to study skills among secondary school-aged 

students also sought to identify whether any instruments developed in this area 

included subscales measuring components of dis(organisation) or items relevant to 

dis(organisation). Although no instruments were found that specifically included 

subscales to measure disorganisation, five instruments were found that included 

subscales measuring components of organisation (including time management). 

Furthermore a number of subscales were found that included items relating to 

(dis)organisation. The five instruments identified included the Learning and Study 

Skills Inventory – High School version (LASSI-HS: Weinstein & Palmer, 1990), the 

Middle School Learning Strategies (MSLS: Liu, 2009), the Academic Competence 

Evaluation Scales (ACES: DiPerna & Elliot, 1999), the Learning Process 

Questionnaire (LPQ: Biggs, 1987) and the School Motivation and Learning 

Strategies Inventory (SMALSI: Stroud & Reynolds, 2006). The details, subscales 

and items of these instruments are summarised in Table 2.  
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Table 2: Subscales and Items Relevant to (Dis)organisation Identified in a Review of Secondary Education Study Skills Instruments 

Instrument Details Subscales or Factors 

(no. of items in the subscale) 

    Number of items relating to (dis)organisation in the subscale and an example 

LASSI-HS 

Learning and 

Study Skills 

Inventory – 

High School 

Version 

Self-Report 

5-point Likert-type 

Scale 

10 subscales 

76 items in total 

Time Management (7 items) 

Study Aids (8 items) 

Test Strategies (8 items) 

4 items 

2 items 

1 item 

 I am up-to-date in my class assignments. 

 I come to class unprepared. 

 I do poorly on test because I find it hard to plan my work within a short 

period of time. 

MSLS  

Middle School 

Learning 

Strategies 

Self-Report 

4-point Likert Scale 

3 subscales 

52 items in total 

Cognitive Strategies (26 items) 

Behavioural Strategies (14 items) 

Metacognitive Strategies (12 items) 

6 items 

3 items 

2 items 

 Use a student planner. 

 School papers are disorganised. 

 Plan the steps before start an assignment. 

ACES 

Academic 

Competence 

Evaluation 

Scales 

Teacher completed 

5-point Likert Scale 

4 subscales 

60 items in total 

Study Skills (10 items) 

 

 

7 items  Finishes class work on time. 

LPQ 

Learning 

Process 

Questionnaire 

Self-Report 

5-point Likert Scale 

6 subscales 

36 items in total 

Achieving Motive (6 items) 

 

 

1 item  I always try to do all my assignments as soon as they are given to me. 

 

SMALSI 

School 

Motivation 

and Learning 

Strategies 

Inventory 

Adolescent Self-Report 

4-point Likert Scale 

10 subscales 

170 items in total 

Test-Taking Strategies (15 items) 

Organisational Techniques (18 

items) 

Time Management (17 items) 

1 item 

10 items 

 

7 items 

 

 I try to arrive early for tests so that I have time to get ready. 

 I keep “To Do” lists with my work. 

 

 I am good at deciding how quickly I can finish my work. 

Note. An ACES high school student and college student (self-reports) version is also available. A SMALSI child version is also available.
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Findings from studies employing these instruments is now presented with a focus on 

the influence of study skills on academic performance and gender differences.  

In an attempt to determine whether learning and study strategies were strongly 

associated with academic success, Everson et al. (2000) administered the LASSI-HS 

(Weinstein & Palmer, 1990) to 858 10th grade and 791 11th grade secondary school 

students. The findings revealed that LASSI-HS scores were significantly positively 

correlated to students‟ GPAs. That is, individuals with more effective learning and 

study skills higher grade point averages. 

In a study by Elliot, DiPerna, Mroch, and Lang (2004), 401 teachers from 

kindergarten through to Year 12 completed the teacher-rated ACES (DiPerna & 

Elliot, 1999) for 2060 students (48% female and 52% male). Some of the students 

were general education students, some were designated as students at-risk, and some 

students had a learning disability. The ACES is designed to measure academic 

enablers, defined in this study as 

... a collection of skills and behaviours, such as interpersonal skills, 

motivation, study skills, and engagement that can be taught to all 

students, which in turn can influence the development and use of 

academic skills such as reading, mathematics, and critical thinking 

(Elliot et al., 2004, p. 302). 

The findings revealed that teachers perceived the general education students to 

possess more academic enablers than both the at-risk students and those students 

with a learning disability. Elliot et al. (2004) also found that teachers perceived 
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female students to have more academic enabling behaviours and skills than male 

students, though the effect size was small. These results were consistent across all 

grade levels and ACES factors. 

In a second study by Elliot et al. (2004), 534 students from Grades 6 through to 12 

completed the student self-rated ACES instrument. The student cohort included both 

general education students and students with a learning disability. Additionally, the 

teachers of these students completed the teacher-rated ACES instrument. The 

findings indicated that female students rated themselves as exhibiting more academic 

enablers than their male counterparts on all ACES factors. Of particular interest was 

the Study Skills factor where a medium effect size was observed. Additionally, 

general education students perceived themselves as utilising more academic 

behaviours than students with a learning disability on all factors measured by the 

ACES; a large effect size for the Study Skills factor was again evident. Furthermore, 

the corresponding teacher-rated and student-rated ACES were significantly 

correlated, implying that teachers and students had similar perceptions of their 

students‟ academic enabling behaviours and skills. 

Biggs (1987) conducted a large scale study that involved 997 14 year-old students 

and 989 Year 11 students (age groupings as reported in the original study) attending 

secondary schools across Australia. The participants completed a number of different 

instruments including the LPQ (Biggs, 1987). The results demonstrated that male 

students rated themselves higher than female students on the Achieving Motive 

subscale. Scores for the Achieving Motive subscale were also found to be 

significantly positively correlated with students‟ Higher School Certificate (HSC) 
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aggregate, students‟ self-rated academic performance and students‟ satisfaction with 

their performance. 

The SMALSI (Stroud & Reynolds, 2006), initially developed by Stroud (2006), was 

administered to 488 male and 598 female students, aged 13 to 18 years, to investigate 

gender differences. The findings revealed that female students rated themselves 

significantly higher than male students on the factors of Organisational Techniques, 

Time Management and Test-Taking Strategies. Stroud (2006) also examined the 

relationship between students‟ academic performance and scores from the SMALSI. 

Academic performance was assessed using the Texas Assessment of Knowledge and 

Skills (TAKS: Texas Education Agency, 2003), which includes assessments in 

Reading, Maths, Social Studies and Science. No significant correlations were found 

between scores for the factors of Time Management and Organisational Techniques 

in relation to academic performance in all subject areas assessed by the TAKS. 

Nevertheless, the results are of interest as they contradict other findings that have 

highlighted academic performance as being significantly related to time management 

and components of organisation (Everson et al., 2000; Biggs, 1987).  

Although the MSLS (Liu, 2009) was an instrument referred to earlier in this section, 

it is a relatively new instrument and to date has not been used to examine study skills 

among secondary school-aged students in relation to academic performance and 

gender differences. As such no findings are available to include in this present 

review. 
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Summary 

Organisation has been implicated as contributing to effective study skills, deeper 

learning approaches, and more functional patterns of motivation and goal setting 

(Elliot et al., 1999). Instruments have been designed to measure components of 

organisation, most commonly time management (e.g., Britton & Tesser, 1991). 

Aspects of disorganisation have been measured using three subscales that have been 

labelled (a) Disorganisation, comprising five items (Elliot et al., 1999), (b) 

Disorganised Study Methods, comprising four items (Entwistle & Ramsden, 1983), 

and (c) Preference for Disorganisation, comprising five times (Macan et al., 1990). 

As these subscales contain few items, they are unlikely to cover a broad range of 

indicators that are thought to be associated with disorganisation.  

Studies investigating disorganisation appear to have been limited to the tertiary 

education setting. A review of the literature in this section has revealed fairly 

consistent findings indicating that (dis)organisation is strongly linked with academic 

achievement. Among tertiary education students, academic achievement was found 

to be positively associated with adopting a more organised approach to managing 

time and tasks (Macan et al., 1990) and with time management (Proctor et al., 2006; 

Loomis, 2000). Moreover, a strong negative relationship between disorganised study 

methods and academic achievement was found (Elliot et al., 1999; Macan et al., 

1990; Miller et al., 1990; Entwistle & Ramsden, 1983).  

From the literature reviewed there is also evidence to suggest that female students are 

generally more organised than male students, particularly in their approach to 

managing time and tasks (Macan et al.,1990). Downing et al. (2008) also found that 

female tertiary students were better at time management, while Stroud (2006) found 
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the same for female secondary school-aged students. Female secondary school-aged 

students have also been found to report having more academic enablers than male 

students (Elliot et al., 2004). Furthermore, female students tend to score higher than 

male students on a number of subscales that include items relating to 

(dis)organisation (e.g., Geisler-Brenstein et al., 1996; Biggs, 1987).  

There is, however, some conflicting evidence relating to gender differences and 

dis(organisation). Most notably, in the few studies that included a subscale to 

measure a component of disorganisation (e.g., Disorganised Study Methods), no 

significant difference between male and female scores were noted among tertiary 

students (Severiens & Ten Dam, 1994; Miller et al., 1990). Williams et al. (1995) 

also reported no significant difference between male and female students in terms of 

self-management orientation in their study. 

Organisation and Disorganisation in the Special Education Student Population 

The research literature pertaining to organisation also features studies that have been 

conducted with students in the special education population. McMullen, Shippen, 

and Dangel (2007) for example explored inclusive middle school teachers‟ 

expectations of students with learning disabilities in terms of specific classroom 

organisational behaviours. Twelve science and social studies teachers from two 

middle schools completed the Classroom Organisational Behaviours Survey (COBS: 

McMullen, Shippen, & Dangel, 2007) for their students. The COBS comprises 12 

items with responses to be recorded on a 5-point Likert scale. The items are 

classified into three operational behavioural domains: Pre-class Planning, which 

relate to temporal sequential skills; Competence, which refer to material spatial 

skills; and Compliance, which include students‟ willingness to complete behaviours. 



40 

 

The findings revealed that teachers expected their students with learning difficulties 

to exhibit difficulties with organisation at school. Moreover, the classroom 

organisational behaviour that teachers expected to be most difficult for students with 

learning difficulties was submitting homework. Overall, the classroom organisational 

behaviours that were ranked as being more problematic were classified into the 

Competence domain, which relate to material spatial skills.  

Snyder and Bambara (1997) investigated the effectiveness of a cognitive-

behavioural, self-management classroom-survival-skills intervention with 3, 14-year 

old male students with learning disabilities. Classroom survival skills were defined 

as non-academic behaviours required in the classroom, for example, arriving to class 

on time, being prepared for lessons, and meeting assignment deadlines. This 

intervention involved the three students attending self-management training sessions, 

which included goal setting, self-monitoring, problem identification, self-

reinforcement and self-evaluation. A checklist was devised that detailed classroom 

preparedness behaviours that learning-support and mainstream teachers had 

identified as important. This checklist required teachers to observe and record the 

following student behaviours: arriving on time for class, being ready to begin class, 

having a pen/pencil, having paper/notebook, having text/assigned book, handing in 

homework on time, and completing homework. The intervention comprised a 

multiple-baseline design to evaluate the effectiveness of the self-management 

intervention according to the percentage of checklist behaviours demonstrated. 

Results revealed that the intervention was highly effective in improving students‟ 

consistency of classroom preparedness behaviours, as defined on the checklist. 
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In the special education context, the research pertaining to (dis)organisation has 

primarily been conducted with children and adolescents with Attention-Deficit 

Hyperactivity Disorder (ADHD). A smaller number of studies have also been 

undertaken with children with a Nonverbal Learning Disability (NLD). The research 

literature from these two areas (i.e., ADHD and NLD) relating to (dis)organisation is 

now presented. 

Students with Attention-Deficit Hyperactivity Disorder 

Attention-Deficit Hyperactivity Disorder affects approximately 3-5% of school-aged 

children (Nair, Ehimare, Bertman, Nair, & Lavin, 2006). The gender ratio is said to 

be that boys make up 75% of this population (Mikami & Hinshaw, 2008). The core 

characteristics of ADHD are the behavioural symptoms of hyperactivity-impulsivity 

and/or inattention (Barkley, 1997a). Three subtypes of ADHD have been proposed, 

namely predominantly hyperactive-impulsive, predominantly inattentive, and the 

combined type (i.e., a combination of the first two subtypes) (DSM-IV, 1994). The 

secondary characteristics of ADHD include disorganisation, poor social skills, and 

academic performance difficulties (Papadopoulos, Panayiotou, Spanoudis, & 

Natsaopoulos, 2005).  

In the ADHD literature, problems with organisation have been well documented 

(Abikoff et al., 2009; Barkley, 1997b). Indeed, students with ADHD are often 

described as being disorganised or as having difficulties with organisation. DuPaul 

and Stoner (2003) commented that “children diagnosed with ADHD often present 

with a variety of academic performance problems in the areas of work completion, 

organization of desks and other materials, following directions and studying for 

tests” (p. 177). Barkley (2006) observed that “disorganized desks, lockers, coat closet 
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spaces, and even notebooks are highly characteristic of these children, forcing others 

to step in periodically and reorganize their materials to try to facilitate better 

academic performance” (p. 253). Disorganised behaviours are thought to negatively 

impact these students‟ academic performance at school, regardless of their 

intellectual ability (Hechtman, et al., 2004; DuPaul & Stoner, 2003). 

Zentall et al. (1993) examined organisation among 19 children displaying 

hyperactive behaviours and 19 comparison children with no such behaviours. The 

ages of these children ranged from 6 to 14 years. The definition of organisation used 

in the study included organisational abilities relating to structuring, planning and 

managing tasks, and methodically arranging objects and assignments within the 

physical environment for efficient retrieval. Two instruments were developed by the 

researchers, a self-report instrument titled the Child Organisation Scale (COS: 

Zentall et al., 1993), and a parent version called the Child Organisation Parent 

Perception Scale (COPPS: Zentall et al., 1993). The items constructed for both 

instruments were based on the researchers‟ clinical experience, advice from 

professionals in the field and the available ADHD literature. Responses for both 

instruments were recorded on a 5-point Likert scale. 

Briefly, the COS comprises 26 items, 11 items relate to the factor Organisation of 

Time (i.e., the organisation of events within a temporal context) and 15 items relate 

to the factor Organisation of Objects (i.e., the organisation of objects within a spatial 

context). The results from administering the COS indicated that children with 

hyperactivity were more likely than the control group children to report difficulties 

with both the organisation of time and the organisation of objects; in particular they 

reported difficulties with completing tasks, and finding their homework and materials 



43 

 

needed for class. Furthermore, Zentall et al. (1993) also found that children with 

hyperactivity recognised that they said or acted things out before thinking or 

planning, and often did not put things away in a consistent place. 

The 13-item COPPS includes five items relating to a child‟s Organisation of Time 

and eight items to assess a child‟s Organisation of Objects. Zentall et al. (1993) 

found that mothers of children with hyperactivity reported that their children were 

less likely to organise their time well, in comparison to mothers of the children in the 

control group. Additionally, the mothers of children with hyperactivity reported they 

were more likely to get upset if their child was late for a planned meeting or activity, 

in comparison to the mothers of the children in the control group. Mothers of 

children in the control group were more likely to establish object placement routines 

or retrace steps to find misplaced objects than mothers of children with hyperactivity. 

Fathers who completed the COPPS reported that they believed their children with 

hyperactivity did not organise their time, toys, homework and clothes well in 

comparison to what the fathers of the children in the control group reported. When 

comparing responses from the mothers and fathers of children with hyperactivity, the 

fathers were more likely to teach their children ways to become more organised.  

As part of a larger study in which Atkins, Pelham, and Licht (1989) investigated the 

utility of the hyperactivity and aggression dimensions of the teacher-rated IOWA 

Conners Scale (Loney & Milich, 1982), and the difficulties students with ADHD 

experienced with managing their resources were highlighted. Teachers completed the 

IOWA Conners Scale for a sample of 71 boys in Grades 1 to 5, 13 of who had been 

diagnosed with ADHD, and recorded observations of each student‟s desk according 

to two factors, Neatness and Preparedness. Neatness indicators included a „neat 
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desktop‟, „neat inside desk‟ and „neat desk area‟. For this factor teachers observed if 

all rubbish had been disposed of, if there were any inappropriate materials in or on 

the desk, if items were packed away where they should be, and if books and papers 

were arranged in a tidy manner. Preparedness included the indicators „has books‟ 

and „has materials‟. For this factor the teachers observed if the student had the 

required books and materials for the class, including stationery. Findings 

demonstrated that students who received higher scores from teachers on the IOWA 

Conners Scale were less likely to have a neat desktop and be prepared for class.  

Study skills have also been investigated among tertiary students with ADHD. 

Prevatt, Reaser, Proctor, and Petscher (2007) compared the learning and study 

strategies of tertiary students with ADHD (N = 50) to those with a learning disability 

(N = 50) and also to students without ADHD or a learning disability (N = 50) 

(control group) using the LASSI (Weinstein & Palmer, 2002). The findings revealed 

that students with ADHD scored significantly lower on the Time Management and 

Test Strategies factors than the control group. Students with ADHD scored 

significantly lower than the students with a learning disability on the LASSI factors 

of Time Management, Study Aides, and Test Strategies.  

DuPaul, Volpe, Jitendra, Lutz, Lorah, and Gruber (2004) examined study skills 

among elementary school students with ADHD using the teacher-rated ACES 

(DiPerna & Elliot, 1999) to determine whether academic enablers were predictors of 

academic achievement in elementary students with ADHD. The study cohort 

included two groups, Group one comprised 136 4th grade elementary students with 

ADHD (106 boys and 30 girls) and Group two was the control group and comprised 

53,
 
4th grade students from the same schools (39 boys and 14 girls). The findings 
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indicated that students with ADHD were rated by their teachers as utilising 

significantly less academic enablers than the control group. For students with 

ADHD, their use of academic enablers was found to be a significant predictor of 

their report card grades.  

Papadopoulos et al. (2005) assessed a specific component of organisation relating to 

planning abilities in 98 children with ADHD and 49 without ADHD (in Grades 4 to 

6). Several assessments were conducted including the Crack-the-Code (C-t-C) task 

(see Papadopoulos et al., 2005), which is completed on a computer and measures 

cognitive planning behaviours through tapping into different executive functions. 

The results from the C-t-C task revealed that the children with ADHD took less time 

than the control group to generate a plan to complete the task, and performed 

significantly poorer than the control group on a number of items on this task. 

Additionally, when items on the task increased in complexity, the children with 

ADHD experienced greater difficulties with the tasks. Children with ADHD also 

spent more time than the control group reviewing their answers at the end, which did 

not result in better performance on the more complex tasks. Overall, the findings 

suggested that children with ADHD experience difficulty in strategically organising 

themselves to generate and carry out a plan to complete a task.  

Further evidence that students with ADHD display difficulties with task planning 

was provided by Siklos and Kerns (2004). These researchers sought to assess 

multitasking abilities in children with ADHD using a modified version of the Six 

Elements Test (C-SET: Burgess, Alderman, Evans, Wilson, Emslie, & Shallice, 

1996) (among other measures). The C-SET measures the abilities of planning, 

performance monitoring, and strategy application through six open-ended tasks that 
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are to be completed within ten minutes while adhering to a number of rules. The 

children involved in this study comprised two separate groups between the ages of 7 

and 13 years. The first group comprised 19 children diagnosed with ADHD and the 

second group was a control group also of 19 children. The results clearly indicated 

that children in the ADHD group attempted fewer tasks on the C-SET than did those 

in the control group. This indicated that children with ADHD had significantly more 

difficulties with their task planning, organising of actions and monitoring of their 

performance than children without ADHD.  

A number of studies have evaluated the effectiveness of both non-pharmacological 

interventions (e.g., self-monitoring, self-regulation, task monitoring, strategy 

training, study skills and homework management programs) and pharmacological 

interventions (stimulant medications) at improving the organisational skills of 

students with ADHD. For example, Gureasko-Moore et al. (2006) examined the 

effectiveness of a self-management intervention to improve the organisational skills 

of 3, 12 year-old male students with ADHD who attended mainstream classes. The 

self-management training aimed to improve classroom preparation skills such as 

arriving at class on time, meeting deadlines for work submission, being prepared for 

lessons and completing tasks to a sufficient standard. The three participating students 

with ADHD and their teachers completed a 6-item classroom preparation behaviour 

checklist (requiring a yes-no response) over a period of 27 consecutive school days 

for each class they attended. The checklist generated data on arriving at class on 

time, being prepared and ready at the start of the lesson, following the beginning of 

lesson routines, having the required materials for the lesson, submitting homework 

on time, and completing designated homework. A multiple baseline design was 
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utilised and the results indicated that the self-management programme improved 

classroom preparation behaviours as detailed on the checklist.  

Abikoff and Gallagher (2008) highlighted the negative impact that organisational 

difficulties have on the functioning of children with ADHD along with the lack of 

empirical research in this area. The researcher‟s grouped the skills associated with 

Organisation (O), Time Management (TM) and Planning (P) and labelled these 

OTMP skills which they named the Child Organisation Skills Scale (COSS). The 

COSS comprised three versions, namely teacher, parent, and child versions. (At the 

time of undertaking the empirical research in this thesis, the Abikoff and Gallagher 

study had not been published.) 

The three COSS scale versions were developed through consultation with parents, 

teachers and clinicians, who relayed the organisational difficulties children with 

ADHD demonstrated in their daily lives. From these consultations, lists of 

difficulties were composed by the authors and these were then shown to parents and 

teachers to comment on and suggest adjustments. The lists were then adapted into the 

three organisational scales: the COSS (child version), the COSS-T (teacher version) 

and the COSS-P (parent version) (Abikoff & Gallagher, 2008).  

The three versions of the COSS have subsequently been revised (Abikoff & 

Gallagher, 2009) and the final instruments include a 42-item teacher version (COSS-

T), a 66-item parent version (COSS-P), and a 63-item child version (COSS), all 

designed to assess OTMP behaviours in children aged 8 to 13 years. Each version 

takes approximately 20 - 25 minutes to administer and responses are recorded using a 

4-point Likert scale. Each version of the instrument yields a total score and three 
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subscale scores for Task Planning, Organised Actions, and Memory and Materials 

Management. A number of qualitative items are also included that refer to overall 

organisational difficulty (on the teacher version), and life and family conflict (on the 

parent version).  

The study by Abikoff and Gallagher (2008) is particularly important since it sought 

to develop an instrument that measured the effectiveness of a skills-based 

intervention that targeted OTMP skill deficits in 20 children with ADHD. The 

intervention comprised modules focusing on developing OTMP skills such as time 

management, planning, and materials management, and was delivered over 20 

sessions, during a 10-week period, by a clinical psychologist. The findings revealed 

the intervention to be effective through significant pre-post improvements on the 

COSS-T and COSS-P, parent ratings of homework problems and the participating 

children‟s performance on an academic planning task.  

In another program evaluation, Pfiffner, Mikami, Huang-Pollock, Easterlin, Zalecki, 

and McBurnett (2007) examined the effectiveness of the Child Life and Attention 

Skills program (CLAS: Pfiffner et al., 2007) with 69, 7 to 11 year old children with 

ADHD (predominantly inattentive type). The CLAS program is described as a 

behavioural psychosocial intervention implemented both at home and in school and 

is conducted over 12 weeks. The CLAS comprises three components: child skills 

training, parent training and teacher consultation. Participants were randomly 

assigned to the CLAS program or to a control group, and the evaluation utilised the 

COSS-P and COSS-T (Abikoff & Gallagher, 2008). Results revealed significant 

increases in the post-test COSS-P and COSS-T scores, thus indicating that the CLAS 

program was effective in improving organisational skills.  
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With reference to pharmacological intervention, well-controlled studies show that 

stimulant medications can yield improvements on a variety of objective tests of 

accuracy and academic productivity, including sustained attention and short-term 

memory; task performance, rates of homework completion; and average number of 

problems attempted and completed in mathematics and/or reading tests (see 

Scheffler, Brown, Fulton, Hinshaw, Levine, & Stone, 2009). Abikoff et al. (2009) 

investigated the effects of stimulant medication on OTMP skills at home and in 

school. Nineteen children with ADHD aged 8 to 17 years, received medication 

(MPH-OROS) or a placebo over an eight week period. The children were assessed 

initially and then at the end of the treatments using the COSS-P and COSS-T 

instruments (Abikoff & Gallagher, 2008). The results indicated that Memory and 

Materials Management scores significantly increased as ADHD symptoms decreased 

when on medication, but scores for Task Planning and Organised Actions did not. 

Additionally 61% of the children on the medication continued to show deficits in 

OTMP skills, even though some improvement had occurred; two children showed no 

improvement in OTMP skills.  

In summary, the literature pertaining to (dis)organisation in the ADHD population 

has identified that students with ADHD are more likely to experience greater 

organisational difficulties than students without ADHD, including difficulties with 

the organisation of time (Houghton, Durkin, Ang, Taylor, & Brandtmann, 2011; 

Prevatt et al., 2007; Zentall et al., 1993), the organisation of objects and resources 

(Zentall et al., 1993; Atkins et al., 1989) and task planning (Papadopoulos et al., 

2005; Siklos & Kerns, 2004). Even though it is well established in the research 

literature that students with ADHD are generally more disorganised than their non 
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ADHD peers, there seems to be no studies that have investigated differences in 

disorganisation according to gender and or academic achievement among this 

population. This is not surprising given the greater numbers of male students 

compared to female students who are diagnosed with ADHD (Mikami & Hinshaw, 

2008), and that students‟ with ADHD generally experience academic difficulties 

(Papadopoulos et al., 2005).  

Skills and abilities relating to (dis)organisation among students with ADHD have 

been measured using the COS (child version) and COPPS (parent version) (Zentall et 

al., 1993) and more recently the COSS (child, parent and teacher versions) (Abikoff 

& Gallagher, 2009). While these instruments have been utilised to measure 

(dis)organisation, they were specifically developed for special education populations 

and may therefore not be appropriate for use with mainstream populations. 

Instruments must target the population well if they are to provide a useful measure of 

the trait under investigation. Furthermore, teacher-completed instruments need to be 

practical in their completion time. The COSS (teacher version) takes considerable 

time to complete, which may not make them viable for use in the assessment of each 

student in a classroom.  

A review of the research examining the organisation difficulties of students with 

ADHD has revealed the importance of having instruments that can be used to assess 

the effectiveness of interventions designed to address these difficulties (Abikoff & 

Gallagher, 2008; Pfiffner et al., 2007) and as such reinforces the need for developing 

a similar instrument to measure (dis)organisation among secondary school-aged 

students; this is especially important if effective interventions are to be developed.  
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Students with a Nonverbal Learning Disability 

Organisation has also been investigated among children diagnosed with a Nonverbal 

Learning Disability (NLD) within the field of neuropsychology and generally in 

clinical settings. A NLD is described as a syndrome where children exhibit 

“outstanding problems in visual spatial-organizational, tactile perceptual, 

psychomotor, and nonverbal problem-solving skills within the context of clear 

strengths in psycholinguistic skills” (Harnadek & Rourke, 1994, p. 144). According 

to Rourke (1995), one of the principal, clinical manifestations of a NLD is deficits in 

visual-spatial-organisational skills. Visual-spatial-organisational skill deficits are 

described as difficulties in organising visual and spatial material, a poor memory for 

visual-spatial material, a poor sense of time, and arithmetic difficulties (Rourke, 

2005; McDonald, 2002). Observed disorganised behaviours include misplacing or 

losing work, being late to class, and experiencing difficulty in coping with changes in 

routine (Badian, 1986). The planning and organisational problems exhibited by 

students with a NLD become more apparent as they progress through grade levels at 

school (Stern, 2010; Nass, 2004).  

In an examination of the principal dimensions of a NLD, Harnadek and Rourke 

(1994) administered a battery of 15 neuropsychological tests to 87 children aged 

approximately 11 years. Of these children, 29 had been diagnosed as having a NLD, 

29 a reading and spelling learning disability and 29 children formed the control 

group. The tests used to measure visual-perceptual-organisation were the Target Test 

(Reitan, 1966) and the Trail Making Test (Part B) (Reitan & Davison, 1974). The 

Target Test involves a child being shown a card with nine dots printed on it and 

given a copy of the same card. The examiner taps out a design on the card and the 
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child must then draw that design on their card. The Trail Making Test (Part B) 

consists of 25 circles, numbered 1 to 13 and the letters A to L, distributed over a 

sheet of paper. The child is required to draw lines to connect the circles in an 

ascending pattern, alternating between letters and numbers. This test is a timed task 

to be done without lifting the pencil from the paper.    

Harnadek and Rourke (1994) reported that students in the NLD group scored 

significantly lower on the visual-perception-organisation measures than students in 

the reading and spelling learning disability group and the control group. Furthermore, 

the visual-perception-organisational measures were found to be a significant 

discriminating factor between the NLD group and the other two groups of children. 

The authors subsequently argued that visual-perception-organisation abilities are one 

predicting factor of a NLD.  

Difficulties with organisation have also been observed in subgroups of children with 

a NLD. Grodzinsky et al. (2010) reviewed clinical data collected over a ten year 

period from private practice to investigate the neurobehavioural characteristics of 30 

children with a NLD (18 boys and 12 girls). By examining the children‟s 

neurocognitive, academic and social adjustment profiles, Grodzinsky et al. (2010) 

placed the children into one of three NLD subgroups: the Processing Efficiency 

group (N = 8), Concept Integration group (N = 14), and the Social Adaption group (N 

= 8). A notable feature of students in the Social Adaption group was a history of 

disorganisation. A battery of tests was then administered, including the Rey-

Osterrieth Complex Figure (Berstein & Waber, 1996), which is used to measure 

neuropsychological functions including visual-spatial-organisation. The Rey-

Osterrieth Complex Figure test involves participants reproducing a complicated line 
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drawing, first by copying it and then drawing it from memory. This test yields an 

organisational score for structural and incidental elements. The results revealed that 

students in each of the subgroups obtained poor organisational scores on the Rey-

Osterrieth Complex Figure, but no significant differences between subgroups were 

reported.  

Badian (1986) investigated organisation by examining teacher perceptions of the 

social-behavioural characteristics of 99, 7 to 14 year old boys referred for evaluation. 

The 99 boys were divided into three groups according to their results from a battery 

of tests that assessed left- and right-brain functioning. The three groups were defined 

as low-nonverbal, high-nonverbal, and equal. Participating teachers wrote a 

description of the boys that included observations of work habits, academic strengths 

and weaknesses, and classroom behaviours. Teacher descriptions were then used to 

construct nine (negatively worded) behavioural categories, one of which was labelled 

Organisation. This category included descriptions such as “disorganized, loses 

things, untidy desk, forgets to bring homework to school, forgets to do long-term 

assignments” (Badian, 1986, p. 258). Each student participant was given a score of 0 

or 1, for each of the nine behavioural categories based on whether or not the teacher 

noted that they displayed the behaviours in the category.  

The results revealed that students in the low-nonverbal group obtained the highest 

overall score for negative behaviours. Students in the low-nonverbal group also 

scored significantly higher on the Organisation category than students in the high-

nonverbal group and in the equal group. Overall, these results showed that students 

who scored poorly on nonverbal measures were more likely to exhibit disorganised 

behaviours.  
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In a subsequent study Badian (1992) investigated teacher perceptions of the 

organisational behaviours of 65 children, aged 5 to 11 years old, who had been 

referred for school learning problems. The participating children were divided into 

two groups based on their Verbal IQ and Performance IQ scores for the WISC-R 

(Wechsler, 1974), WPPSI (Wechsler, 1963) or WPPSI-R (Wechsler, 1989). Students 

in the low-nonverbal group achieved higher Verbal IQ scores than Performance IQ 

scores. Students in the low-verbal group achieved Performance IQ scores that were 

higher than their Verbal IQ scores. Thus the two groups were labelled, low 

nonverbal/high verbal and low verbal/high non verbal. The participating teachers 

rated each child on the Teacher Behavioural Assessment checklist (Badian, 1986) 

using a 4-point Likert scale. This checklist contains nine negative behaviour 

categories, one of these being Organisation. The results of a factor analysis revealed 

that the Teacher Behavioural Assessment Checklist comprised two factors, the first 

factor primarily referred to organisational behaviours and the second factor referred 

to social behaviours. Students in the low nonverbal/high verbal group scored 

significantly lower on the Organisation factor than students in the low verbal/high 

non verbal group, suggesting that poor nonverbal skills (i.e., poor visual-spatial 

skills) are associated with poor organisation. 

Students‟ with a NLD exhibit visual-spatial-organisational deficits (Harnadek & 

Rourke, 1994) and organisational difficulties (Grodzinsky et al., 2010) as measured 

by neuropsychological tests. Furthermore, students‟ referred for learning problems 

and who have been categorised as having low nonverbal skills, experience 

disorganisation (Badian, 1992, 1986).  
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Organisation and Visual-Spatial Skills  

The literature reviewed for students with a NLD reveals a possible link between 

organisational difficulties and visual-spatial skill deficits. Students with ADHD have 

also been found to have deficits with visual-spatial working memory. For example, 

Martinussen, Hayden, Hogg-Johnson, and Tannock (2005) conducted a meta-analytic 

review of the working memory impairments in children and adolescents with ADHD 

from the empirical evidence of 26 research studies. The findings indicated that 

children with ADHD experience working memory deficits in multiple components of 

working memory but the spatial storage and spatial central executive components of 

working memory produced the greatest impairments. These aspects of working 

memory contribute to the maintenance and manipulation of spatial material within 

working memory and implicate visual-spatial working memory deficits as 

contributing to ADHD symptoms.  

In the ADHD literature it has been proposed that organisational problems may be a 

result of visual-spatial skill difficulties for students‟ (see Mash & Barkley, 2003). 

Visual-spatial working memory difficulties have been documented in students with 

ADHD (Barkley, Grodzinsky, & DuPaul, 1992), and these have been proposed to 

result in time management difficulties through impaired abilities in organising and 

executing actions relative to time (Mash & Barkley, 2003). Zentall et al. (1993) 

examined the organisational abilities of students with ADHD and proposed that these 

students‟ also experienced spatial organisation difficulties. Levine and Reed (2001) 

commented that “the students who exhibit spatial ordering and attention problems are 

very disorganized” (p. 110).  
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A relationship between organisational abilities and visual-spatial skills for students‟ 

with ADHD has been proposed primarily by Zentall et al. (1983) and Levine and 

Reed (2001); however, to date this relationship has not been empirically examined. 

From the review of the NLD literature, it appears that there may be a relationship 

between visual-spatial skill difficulties and disorganisation, though this has not been 

empirically examined. The special education literature indicates that there may be a 

relationship between disorganisation and visual-spatial skills, but it is unknown if 

this relationship translates to the general education population as it has yet to be 

examined. The present thesis will therefore investigate the strength of this 

relationship among secondary school-aged students. 

Research Questions 

Based on the aims of the proposed research and in view of the literature reviewed, 

six major questions have been generated and addressed in this research. 

Research Question 1. According to teachers, what are the key behaviours exhibited 

by mainstream primary and secondary school-aged students who are considered to be 

disorganised? (Study One) 

Research Question 2. Can an instrument be developed to produce a scaled and 

reliable measure of disorganisation for secondary school-aged students? (Study Two) 

a) How well do the observed data fit the expectations of the Rasch 

measurement model?  

b) Is the instrument reliable in terms of internal consistency as 

indicated by the Person Separation Index? 

c) Does the instrument appropriately target secondary school-aged 

students in Years 8 to 10?  



57 

 

Research Question 3. Are male students more disorganised than female students? 

(Study Two). Based on the review of literature, anecdotal findings relating to 

(dis)organisation among tertiary students, it was hypothesised that male mainstream 

secondary school students would be more disorganised than their female 

counterparts.  

Research Question 4. Are lower academic performing secondary school students 

more disorganised than average and higher performing secondary school students? 

(Study Two). Based on the review of literature indicating the strong relationship 

between organisation and educational achievement, it was hypothesised that this 

would be the case. 

Research Question 5. What is the strength of the relationship between 

disorganisation and visual-spatial skills in mainstream secondary school students? 

(Study Three) 

Research Question 6. What are the similarities and differences regarding behaviours 

relating to routines, changes to routines, and managing belongings, among secondary 

school aged students considered to be disorganised as represented in case study 

profiles? (Study Four) 
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CHAPTER THREE 

STUDY ONE: DEVELOPING THE STUDENT DISORGANISATION SCALE  

Study One consisted of two interrelated phases relating to the development of a new 

instrument to measure disorganisation in the mainstream secondary school-aged 

student population. In Phase One, focus group interviews were conducted with 

teachers to identify key behaviours exhibited by disorganised students. The findings 

were used to generate items for the instrument titled the Student Disorganisation 

Scale – Initial Version (SDS-IV) and in Phase Two, the SDS-IV was pilot tested. The 

refined instrument was titled the Student Disorganisation Scale – Piloted Version 

(SDS-PV).  

Phase One: Constructing the Student Disorganisation Scale (IV) 

The first phase of Study One adopted a qualitative approach in order to maximise the 

potential for conceptualising and understanding disorganisation in students. To this 

end, four focus group interviews were conducted in which teachers were asked to 

discuss students who in their opinion appeared to be disorganised. The purpose of 

this was to identify the key behaviours that made these students stand apart from 

their mainstream peers and also to generate items to be used in the new instrument, 

the SDS-IV.  

Method 

Participants and Settings 

Convenience sampling was adopted in the selection of the participant teachers. 

Convenience sampling involves selecting participants who are easy to recruit.  
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According to Maykut and Morehouse (1994) saturation point in data collection (i.e., 

when new data collected in the focus group interview becomes redundant and 

repetitive) can usually be reached with 12 to 20 participants. The total sample for this 

study of 16 teachers met the criterion suggested for reaching saturation point.  

Of the 16 participating teachers, 13 were from secondary schools and 3 were from 

primary schools. The secondary school teachers were recruited from three separate 

senior high schools located in low to high socio-economic status (SES) areas. The 

primary school teachers were also located in low to high SES areas. All six schools 

were located in the metropolitan area of Perth, the capital city of Western Australia. 

Twelve of the teachers were employed in state government schools run by the 

Department of Education and Training, while four were employed in independent 

schools.  

The gender composition of the participants included 12 female teachers and 4 male 

teachers. This is consistent with the gender ratio of teachers in Western Australia, 

which is reported to comprise 26% males and 74% females (Western Australian 

College of Teaching, 2009).  

The 16 teachers participated in four separate focus groups. The first focus group 

comprised the Head of the Mathematics Department and three secondary school 

mathematics teachers from one independent senior high school located in a high SES 

area. The Head of Department had over 20 years of teaching and administrative 

experience, while the three teachers had between 12 and 25 years of teaching 

experience. 
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The participants in the second focus group included the Head of Department of 

English, the Head of Department of Mathematics, the Head of Integrated Studies and 

two classroom teachers. All were from the same government senior high school 

located in a low SES area. The Heads of Mathematics and English both taught their 

respective academic areas as well as an Integrated Studies unit, and both had over 22 

years of teaching experience. The Head of Integrated Studies had taught Integrated 

Studies, Mathematics and Home Economics for over 10 years and had previously 

been a primary school teacher for 15 years. Of the classroom teachers, one taught 

Society and Environment and Integrated Studies and had approximately 21 years 

teaching experience, and the other taught English, Science and Integrated Studies and 

had approximately six years teaching experience.  

The third focus group comprised the Year 12 Coordinator and three secondary school 

teachers from one government senior high school located in a middle SES area. The 

Year 12 Coordinator had over 14 years of teaching and administrative experience 

(including the role of Deputy Principal) and was currently teaching all academic 

subject areas to Year 10 students with learning difficulties. The three other teachers 

included a Society and Environment teacher, an English teacher, and a Mathematics 

teacher, all of who had over 14 years of teaching experience. 

One focus group (i.e., the fourth) was conducted with three primary school teachers, 

recruited from three different government primary schools. The participants in this 

group each had approximately 15 years teaching experience. The first teacher was 

teaching Year 1 at a school located in a middle SES area, the second was teaching a 

combined class of Years 2/3/4 at a school located in a low SES area, while the third 

teacher was teaching Year 7 at a school located in a high SES area.  
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All four focus groups were conducted in settings that were available at the time of 

the study. Specifically, one focus group was conducted in the Mathematics 

Department office of the independent school during lunch time (duration was 30 

minutes). The remaining three focus groups were conducted during vacation time in 

the home residences of the Head of Mathematics (duration 1 hour, 31 minutes), the 

Year 12 Coordinator (duration 1 hour 28 minutes) and the Year 2/3/4 primary teacher 

(duration 52 minutes). 

All interview settings were determined according to the request of participants in 

order to maximise attendance and provide settings that participants found to be quiet, 

comfortable and free from distractions. The interviews were semi-structured with 

participants sitting in a circle, allowing them to face each other and the interviewer at 

all times.  

Procedure 

Permission to conduct this research was obtained from the Human Research and 

Ethics Committee of the University of Western Australia. Initially potential 

participants (N = 16) who had a collegial relationship with the researcher were sent 

an email to ascertain their interest in participating. At this time they were also 

provided with information about the study. This was followed with a phone call to 

explain more fully what was required of the participants. All agreed to be involved in 

the focus group interviews and they were then forwarded a written Information Sheet 

and Consent Form in the mail. The Information Sheet and Consent Form are 

reproduced in Appendix A. Once the consent forms had been returned to the 

researcher, interview times convenient to the participants were arranged. 
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Prior to the commencement of each focus-group interview, participants were 

reminded that they could withdraw without prejudice if they so wished and none did 

so. They were also asked for verbal confirmation of consent for audio recordings to 

be made of the interviews and no one objected. The interview procedure and the 

confidentiality of any responses provided were then explained. Participants were 

informed that to ensure confidentiality all data would be coded, securely stored for 

seven years and not be released to any other sources. Participants were then asked if 

they had any questions or needed any clarifications. 

Each interview followed the same procedure. Following a short period of general 

conversation the interview formally began by the researcher asking the initial guiding 

question. The interviewer stated that “to start our discussion about disorganisation, I 

would like you to think about a student who you have taught and who you think was 

disorganised, and to describe to the rest of the group the key behaviours that he or 

she exhibited?” In some cases, when topics generated lengthy discussions, the 

researcher allowed the participant(s) to elaborate on their responses as much as 

possible but then used the next guiding question to focus the discussion. When the 

topics being discussed reached saturation point the next guiding question was asked. 

Data Collection and Analysis 

A focus group interview is a group interview where participants have been gathered 

by the researcher through some common interest or characteristic. Focus group 

interviews are frequently used as a method for generating ideas and obtaining data 

about insights, views and perceptions about a given problem, experience, service or 

phenomenon. It is thought that interviewing participants in a focus group setting 

encourages participants to be more open to discussion, compared to a one-on-one 
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setting and to produce better quality data (Lichtman, 2009). Furthermore the 

advantages of group interviews include security, spontaneity, stimulation, synergy 

and the snowballing of ideas (Stewart & Shamdasani, 1990). 

Eight guiding questions were prepared to help generate discussion in the focus group 

interviews about students who experience organisational problems at school. These 

were 

1. Think about a student you have taught who you think was 

disorganised - What key behaviours did he/she exhibit? 

2. How do students who are disorganised perform academically? 

3. How do students who are disorganised respond to instructions 

given to them both individually and in a group? 

4. How do students who are disorganised behave outside the 

classroom? 

5. If changes to the school routine occur, how does the student who 

is disorganised respond to these changes? 

6. How does the student who is disorganised relate to other students 

in the class, both socially and in learning? 

7. How do you support the student who is disorganised? 

8. In regards to the student who is disorganised, are there any other 

areas, noticeable attributes, learning difficulties or comments that 

you would like to include?  

Participants were asked to describe what they observed and were encouraged to 

provide specific examples to substantiate statements made.  
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In this study, the researcher took the role of moderating, facilitating, monitoring and 

recording the group‟s interactions as suggested by Lichtman (2009). An audio-

recording was taken of each of the focus group interviews and later transcribed. 

Using a qualitative approach, the interview data were interpreted using analytic 

procedures as described by Miles and Huberman (1994). Data were reviewed and 

reduced through a process of selecting, sorting and sifting through the transcriptions 

to identify similar phrases and concepts. The recognised commonalities were isolated 

and grouped to form categories of information. This was represented in a data matrix 

of categories and their supporting phrases. These categories were constantly under 

review. The process was repeated for the four focus group interviews and findings 

were used to construct items for SDS-IV. 

Results 

The transcriptions of all interview data are reproduced in Appendix B. Ten categories 

were identified from the interview data. These were labelled Managing Homework, 

Developing Routines, Managing Belongings, Communicating, Working on a Task, 

Collaborating with Others, Preparedness, Focus in Class, Responding to Change, and 

Managing Time. A description of each category and illustrative or typical quotes are 

now presented. 

Category One – Managing Homework 

In a school environment students are generally required to complete homework on a 

regular basis and submit this homework within set time frames. Teachers reported 

that students who were disorganised had great difficulty in completing and handing 

in their homework on time. Teachers commented that homework was often 

misplaced or completed just prior to or after the due date and that students with 
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organisational difficulties rarely planned how to complete and submit homework on 

time.  

It frustrates me with **** because he can never get the homework handed 

in. He’s really into mathematics, he’s really clever at it but he will do it in 

two seconds. Every time homework goes out, I know I am not going to get 

it back.  

…they can’t plan out their work and they don’t do the homework 

assignment till after its due or the night before.  

And typically when the works due. He wouldn’t have it done and he wouldn’t 

know where to find it. He wouldn’t use his diary and he would often not hand in 

assignments.  

Category Two – Developing Routines 

School routines are an essential component in the context of the school day. Teachers 

reported that students who appeared disorganised often had difficulties with school 

routines and also with lesson routines. This included difficulties retrieving and 

packing away belongings at the beginning and end of lessons. Based on their 

observations in the classroom and in the school grounds (and based on their 

discussions with parents) teachers were adamant that students who appeared 

disorganised also had difficulties in developing personal routines. Typical comments 

were 
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They just couldn’t get used to or handle the routine, a structure to the 

day, and the requirements of that. 

... every morning we have fruit and he will always leave his container 

on the bench and I’ll be like whose is this and of course it will be ****. 

It could be there for days. By the end of the week, there will be five 

there and I will be asking whose is this. I guess I say **** you need to 

put those things back in your bag with the intention that he will put 

them away and assume that when we are on the mat that he will get up 

and do that when we are finished and he just doesn’t do it then. He will 

either do it right then and there, which isn’t appropriate, or when he 

next thinks about it as opposed to knowing the routines and knowing 

when to do it; like its recess time, I’ll go do it then. So not being aware 

of the structure.  

See this is what I say to ****. We do this every period and you’ve 

always lost this and you always spend ten minutes rummaging in your 

file and I say doesn’t that really wear you down? He just kind of shrugs 

his shoulders. If you just got it done in the first place, if you got it done 

now it would be so much easier and he just doesn’t seem to get it.  

Category Three – Managing Belongings 

In educational settings, students are required to manage their belongings including 

personal items, school work, school bags and lesson equipment. The teachers shared 

many examples of this during the interviews. They also voiced their frustrations 

towards students who were disorganised and continually forgot, lost or misplaced 
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their work, equipment and personal items. Teachers commented that they often 

resorted to looking after a student‟s work and/or equipment to make ensure these 

things weren‟t misplaced. Examples cited by the teachers included 

Like with ****, how many times has his dad been in and said we will 

sort out a desk for him. You know we’ve given him heaps of exercise 

books, we’ve made a space for him to put them there and he still loses 

stuff. You know he won’t get anything done about it until there’s some 

sort of upheaval. **** is smart, he knows but I also think that he just 

can’t do it. He couldn’t keep track of a list and do it.  

You know at our school a lot of kids don’t have stuff to lose it, so that’s 

different but I had one boy in particular and it didn’t matter how many 

times you provided him with files, notebooks, pens, he will not have 

them. He loses them within a day.  

**** (brother at school) is very disorganised, he never has anything. 

He loses equipment all the time, he loses work, I don’t know how many 

journals I have given him over the last year and a half, at least six, 

seven exercise books in maths.  

Or when they say they haven’t got it, and you say check your bag and 

out comes two years worth of work. … They never clean things out of 

their bag.  
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Category Four – Communicating 

Teachers reported that students with organisational difficulties had trouble 

communicating their ideas, thoughts and solutions in both verbal and written forms. 

Teachers relayed that these students experienced difficulty expressing their thoughts 

in a logical and sequential manner, and produced written work that was hard to 

follow, in some cases due to hand writing issues.  

I think writing is a big one because like I said those that are 

disorganised can’t organise their own ideas on paper.  

Exactly. Like you think they are doing okay because they are getting 

work handed in but then when you mark it, it’s all gobbledegoop and its 

first draft and they are not achieving.  

Or they race through it, they have no sense of structure or any checks. 

Kids can be disorganised because their brains aren’t sequential and 

their ideas come out of sequence. Yeah, the ones I’ve got can write up 

to a page quite quickly but it’s not, you know, you read it and you can’t 

understand it because there’s that idea up there and that idea down 

there and it’s always rushed. It’s just all over the place.  

Category Five – Working on a Task 

Students with organisational difficulties were noted by teachers as having many 

difficulties working systematically to complete a task in class. Specifically, these 

students were observed as having difficulties identifying key parts to a task and as 

needing step-by-step instruction and constant feedback while working on a task. 
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They often missed key steps in a task, rushed to finish their work, and were not 

willing to look for ways to improve their work. Teachers reported that it was the 

consistency of these behaviours that distinguished students with organisational 

difficulties from their peers.  

Yes well she’s a reasonably good student, she’s just underachieving. 

She can’t plan her work or think out her solutions, she just wants it 

down. I don’t know if she could if she wanted to.  

But they often will miss certain steps. Disorganised students, because 

maths is often a set process, where you got to do this step to do this 

step, they’ll do the first step then kind of lose stuff in between and not 

end up with the final step. Their thinking is disorganised.  

If it was the disorganised kid doing that, they would usually leave out 

the steps and it’s the luck of the draw that they ended up with the right 

answer and they would find it difficult to explain to you the steps that 

they’d gone through to get it.  

Category Six – Collaborating with Others 

Teachers‟ comments during the focus group interviews relating to this category 

centred around difficulties with social skills displayed by disorganised students, 

particularly when working on open-ended tasks in groups. Teachers commented that 

even though students who they deemed to be disorganised engaged in the open-

ended tasks within a group setting, this did not aide their understanding of how to 

approach and conduct an open-ended task. The social skills required to engage in 
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group work were discussed and teachers highlighted that disorganised students had 

difficulties interacting and working with others both in a paired and group 

environment. Furthermore, these students had difficulty seeing other group members‟ 

points of view.  

... their ability to think in another way doesn’t involve problem solving 

skills. To even put themselves into another person’s point of view, they 

find that very difficult because they’re so disorganised, they just can’t 

think past that tunnel vision. 

One thing that is an interesting factor with disorganised kids is group 

work… When they begin there is certain groups that don’t want them 

and then there are other groups who are really aware of the fact that 

don’t let **** have any paperwork. Don’t let **** be responsible for 

letting **** take any work home or I’ve heard **** say don’t let **** 

in my group or I will be doing all the writing. So she expects that she’ll 

be doing all the writing and the running around. But I always find that 

in Year Eight the kids will make the mistake. They’ll let **** in their 

group, they’ll let him be a team leader and then next thing you know the 

whole thing is lost and the kids just don’t want to acknowledge it. **** 

is a very mature kid and she’ll say right **** you’re a good thinker but 

I’m doing all the work or they ostracize him. 

Category Seven – Preparedness  

Based on the teachers‟ discussions, these students who appeared disorganised were 

generally not prepared for class. Teachers reported that these students‟ academic 
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achievement was negatively impacted due to them not being prepared for lessons and 

assessments. This regularly meant that the teachers would have to supply these 

students with the equipment needed for the lesson and/or formal assessments. As two 

of the teachers commented 

I’ve got a box of coloured pencils, paper, glue scissors, I’ve got my own 

set of protractors, I have them there so the lesson goes on without 

spending heaps of time looking for stuff or borrowing stuff or not being 

able to do the work because they don’t have their stuff. 

We have kids turning up to their exams without their calculators or 

equipment. That’s really frustrating and hard to understand.  

Category Eight – Focus in Class 

Teachers commented that students who were disorganised often had difficulty 

staying focused in class. Teachers reported that these students were easily distracted 

from starting work, were not focused on the task at hand, and required teacher 

assistance and monitoring if they were to stay on task. If this did not occur then tasks 

and set work were rarely completed.  

I’m thinking of a student who was very disorganised that I taught [who] 

would get easily distracted, leave the class to go to the toilet or fill up 

their water bottle, they didn’t settle well in class. 
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Yeah this student seems to be more day dreamy, in his own little world. 

Like he’s very slow to finish his work and I have had a real issue with 

him this term over just not finishing work …  

Like ****, he’s my disorganised kid in Year Ten class and he tries to go 

through and get it sorted but he never quite gets it sorted. He never gets 

anything done, he just ends up leaving the room.  

Yeah they deal with it badly but they don’t realise they do. They lose 

focus - but most kids do. But disorganised kids will lose focus more 

quickly and to a larger extent. They don’t realise that they do.  

It’s hard for them to prioritise what’s important… and the same with 

the process of listening in class or writing an essay or doing anything 

else. They find it very difficult to prioritise to get the outcomes which 

they need.  

Category Nine – Responding to Change 

The ninth category that emerged from the focus group interviews was related to 

responding to changes in lesson routines and in lesson activities and tasks. In 

particular teachers explained that students who were disorganised had difficulty 

adapting and changing their thinking while working on a task and consequently 

required prompting to shift their attention from one task to a new task. They also 

mentioned that the school environment often required students to adapt and make 

changes to their normal routines, such as room and timetable changes, and students 

who were disorganised found these very difficult to deal with.  
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When you change activities or add something to the task, they just can’t 

shift their attention, they can’t refocus, or it takes ages and heaps of 

prompting. They can’t move back and forwards either on tasks.  

I guess there’s that constant changing of routine. They get really 

confused.  

Changes in routine are difficulties as well.  

Category Ten – Managing Time 

Students need to manage their time well in order to achieve their full potential 

academically. In the focus group interviews, teachers discussed how students‟ are 

required to arrive at class on time, meet deadlines, adhere to time schedules and 

estimate the time needed to complete tasks on a regular basis. Students are also 

expected to use time management aides such as diaries. They discussed that those 

students who were disorganised experienced great difficulties with these 

requirements and expectations.  

Yes but in that they don’t understand or think about … what five 

minutes left means. They don’t seem to take time in. 

I mean you can give them a diary, but yeah, that doesn’t get used or 

you never see it again.  
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They get to class late, they don’t hand stuff in and if they do its late, 

they are the last to leave because they’re faffing around trying to put 

everything together, they just can’t meet deadlines.   

… they do stress about late stuff or being late, they don’t enjoy it but they do 

it every time. 

Brief Summary 

Overall, the findings from the focus groups were important in understanding the 

characteristic behaviours of mainstream secondary school students who are 

disorganised, especially as the literature in this area is so sparse. The picture which is 

emerging is one of individuals who experience great difficulties in managing their 

personal belongings, prioritising tasks and of planning and managing daily routines, 

all of which are necessary for successful everyday adaptive functioning in schools. 

To build on this picture a new instrument was developed, which can be utilised to 

provide a more definitive understanding of disorganisation in mainstream secondary 

school students. 

Instrument Development 

From the four focus group interviews conducted, 46 items describing the behaviours 

of students identified by their teachers as being disorganised were generated for 

inclusion in the new SDS-IV instrument. It was deemed important that the language 

used in the construction of the new items was commensurate with the information 

provided by the teacher participants. The present researcher closely examined items 

separately to ensure each was representative of the information supplied by the 

participants. All items were written to follow the stem “This student …”. Participants 
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responded on a 4-point Likert scale with the end anchors definitely not true and 

definitely true, and scored from 0 to 3. The majority of items were written directly to 

reflect disorganisation. All positively worded items were reversed scored so that a 

higher score on the SDS-IV indicated a greater level of disorganisation. The items 

constructed for each category are displayed in Table 3. 

Table 3: Categories Developed from the Focus Group Interviews and Related Items 

Generated for the SDS-IV 

 

Category 

 

Item (This student …) 

 

Item 

 

Managing 

Homework 

Does not hand homework in on time 1 

Leaves homework until the last minute before the 

due date 

6 

 Does not form a plan for handing in work on time 31 

   

Developing 

Routines 

Does not pack things away in an orderly manner 2 

Does not appear to have developed personal routines 14 

Needs constant reminding of lesson routines 18 

Does not appear to recognise school routines 39 

Has difficulty functioning in structured situations 46 

   

Managing  

Belongings 

Loses or misplaces work 3 

Loses or forgets equipment 11 

Requires the teacher to look after his/her work 15 

Has an extremely messy school bag or no school bag 17 

Loses or misplaces personal items 30 

   

Communicating Has neat handwriting * 4 

Produces written work that is hard to follow 24 

Often writes work down then erases it 28 

 Has difficulty expressing thoughts in a logical, 

sequential manner 

38 

   

Working on a 

Task 

Misses out key steps when working on a task in class 5 

Needs help from the teacher to explain each task to 

him/her step by step 

9 

Rushes to finish work 10 

Has difficulty picking out important parts to a task 27 

Is not willing to read through his/her work and look 

for ways to improve it 

32 

Needs teacher feedback to continue working on a 

task 

36 
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Over estimates how well he/she performed on an 

assessment 

37 

   

Collaborating 

with Others 

Has trouble working on open ended tasks 7 

Interacts well with other students * 16 

Has difficulty seeing other people‟s point of view 22 

Does not work well with others in groups 44 

   

Preparedness Comes prepared to lessons * 8 

Requires the teacher to supply the equipment needed 

for the lesson 

40 

Is one of the last students to leave class when the 

lesson ends 

45 

   

Focus in Class Is easily distracted from starting work in class 13 

Rarely completes any work 20 

Is very focused on work related tasks in class * 21 

Requires no teacher monitoring to stay on task * 26 

Appears reluctant to produce his/her best work 41 

Does not make class work a priority 43 

   

Responding to 

Change 

Has no trouble switching his/her focus when he/she 

is required to do so * 

19 

Has difficulty adapting to changes in lesson routines 29 

Requires repeated prompting to shift his/her attention 

from one task to a new task 

35 

   

Managing Time Is often on time to class * 12 

Does not have a good sense of time 23 

Does not use a diary effectively 25 

Has difficulty estimating time needed to complete a 

task 

33 

Has no trouble meeting set deadlines * 34 

Has difficulty adhering to time schedules 42 

* items reverse-scored 

The SDS-IV which is reproduced in Appendix C, included a cover page giving the 

title and instructions of how to complete the scale. Teacher and student codes (for 

subsequent matching procedures) were recorded on the cover page along with the 

teachers‟ academic subject area and the year level taught. The teacher respondent 

also recorded the student‟s sex and rated their academic performance in the subject 
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area, compared to other students in the class, as being in the bottom 25%, about 

average, or in the top 25%.  

Phase Two: Pilot Testing the Student Disorganisation Scale (IV) 

Phase Two was undertaken to explore the item functioning of the Student 

Disorganisation Scale – Initial Version (SDS-IV). Pilot testing of the SDS-IV 

involved exploring the difficulty and discriminative properties of each of the items 

based on a relatively small sample of completed questionnaires and teachers‟ views 

of the instrument after completing it for a class of students. Pilot testing also 

involved comparing the ratings for the same students by two different teachers, to 

examine inter-rater reliability.  

Method 

Participants and Settings 

The Phase Two sample involved three teachers who taught at the same senior high 

school in Perth Western Australia. A convenience sampling method was used to 

select the teachers, who were from a different school to the school involved in Phase 

One. The researcher considered this a suitable method for pilot-testing the 

instrument. The teachers were employed by the Department of Education and 

Training and the school was located in a middle SES area. All three teachers 

completed the SDS-IV for a Year 9 class of students they were currently teaching 

and had taught for the previous three terms. This increased the likelihood that 

teachers had knowledge of student‟s behaviours. 

Teacher One was male and had approximately 16 years teaching experience. He was 

teaching the curriculum subject Society and Environment and was Head of Year 10. 
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Teacher Two was female and had over 25 years teaching experience. She was 

teaching Mathematics. Teacher Three was male and was teaching Society and 

Environment. He had over 20 years teaching experience. Mathematics and Society 

and Environment teachers were chosen to pilot test the SDS-IV as these subjects are 

both academic learning areas, but their content is quite distinct from each other. The 

Mathematics teacher (Teacher Two) and one Society and Environment teacher 

(Teacher Three) completed the SDS-IV for the same group of 24 students (15 males 

and 9 females). The other Society and Environment teacher (Teacher One) 

completed the SDS-IV for a different class of 24 students (7 males and 17 females).  

The SDS-IV instrument was completed at the school where the teachers were 

currently employed, in their respective offices at a time that best suited each. Initially 

participants were given two weeks to complete the SDS-IV for their class, but this 

was extended to three weeks due to school commitments. 

Procedure 

Approval to conduct this research was obtained from the Human Research Ethics 

Committee of the University of Western Australia and the school principal. 

Following approval three teacher participants who had a collegial relationship with 

the researcher were contacted by email at which time the research was outlined and 

they were invited to be involved. All participants subsequently agreed to participate 

and were provided with an Information Sheet and Consent Form, which are 

reproduced in Appendix D.  

In order to preserve student confidentiality, no student names were required on the 

surveys, instead a student code was utilised. Prior to the completion of the SDS-IV, 
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the researcher asked the three teachers to email a list of the students in their class to 

her (i.e., the researcher), so that each could be assigned a code. The list with the 

names and code were subsequently returned to the teachers.  

Data Analysis 

The first aim of the pilot study was to explore item functioning, specifically item 

difficulty and item discrimination. Items that were not functioning well were to be 

considered for deletion. The data from the two classes of different students (the 

Maths class and the Society and Environment class) (N = 48) were used to examine 

item difficulty and item discrimination.  

To examine item difficulty, teachers‟ responses to each item, for each student, were 

first entered into an Excel spreadsheet. This resulted in a data matrix (48 x 46) that 

comprised 48 rows (corresponding to the number of students) and 46 columns 

(corresponding to the number of items). Item difficulty was examined by summing 

the responses to each item (columns) and expressing this total as a proportion (p) of 

the maximum score attainable for that item (i.e., dividing by three, the highest score 

for the item x 48). An associated q-value was then calculated for each of the items by 

finding the complement of the p-value (i.e., q = 1 – p), thus yielding complementary 

proportions that must also range from 0 to 1. The q-values represent the difficulty of 

the items; high q-values indicate items that participants do not often score highly on. 

Conversely, teachers are more likely to endorse items with low difficulty (i.e., a low 

q-value). In general, extreme values (very high or very low) have less discriminating 

power and were therefore considered for deletion. Items with q-values below 0.20 

and above 0.80 are generally considered not to be discriminating (Kline, 2000). 
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Within these boundaries it is desirable to have items ranging in difficulty to produce 

a discriminating measure.  

To examine item discrimination, the strength of the relationship between each 

person‟s score on a particular item and their total score was calculated using 

Pearson‟s correlation coefficient (r). To examine internal consistency, data were 

copied into a SPSS data file and Cronbach‟s Alpha was calculated. This statistic 

indicates the extent to which items are measuring the same underlying attribute (i.e., 

disorganisation) and the analysis highlights items where responses are not strongly 

correlated with the overall measure of disorganisation. These items were considered 

for removal. Nunnally (1978) recommended an alpha value between 0.80 and 0.90 is 

ideal but a lower bound of 0.70 is acceptable.  

Data from the Mathematics teacher and the Society and Environment teacher that 

was based on the same class of students (N = 24) were used to examine inter-rater 

reliability. Inter-rater reliability of overall scores was assessed using Pearson‟s 

product-moment correlation coefficient. Inter-rater reliability of individual items was 

assessed using percentage agreement. 

Results 

All items were completed by the participants and so there were no missing data. The 

mean for the total student score was 51.13 (a possible maximum score was 138) with 

a standard deviation of 30.76.  
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The q-values, which are shown in Table 4, provide an indication of item difficulty. 

High q-values indicate items that participants do not often score highly on, while low 

q-values indicate items which participants often score highly on.  

Table 4: Q-values Indicating Item Difficulty 

 

Item No. 

 

q value 

  

Item No.  

 

q value 

 

1 0.60  24 0.59 

2 0.69  25 0.54 

3 0.69  26 0.46 

4 0.58  27 0.51 

5 0.58  28 0.69 

6 0.53  29 0.68 

7 0.52  30 0.80 

8 0.67  31 0.51 

9 0.53  32 0.58 

10 0.64  33 0.59 

11 0.74  34 0.55 

12 0.65  35 0.60 

13 0.53  36 0.50 

14 0.75  37 0.73 

15 0.78  38 0.58 

16 0.75  39 0.76 

17 0.72  40 0.80 

18 0.67  41 0.67 

19 0.68  42 0.61 

20 0.62  43 0.52 

21 0.60  44 0.63 

22 0.63  45 0.59 

23 0.63  46 0.67 
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As can be seen in Table 4, the q-values were in the suggested range of between 0.20 

and 0.80.  Indicators of item difficulty ranged from 0.46, where Item 26 (Requires no 

teacher monitoring to stay on task) was found to be the easiest item to endorse, to 

0.80, where Items 30 and 40 (Loses or misplaces personal items, and Requires the 

teacher to supply equipment needed for the lesson) were found to be the hardest 

items to endorse. 

The strength of the relationship between each person‟s score on a particular item and 

their total score was calculated using Pearson‟s correlation coefficient (r). This value 

was used as an indicator of item discrimination. Ideally, r values need to be greater 

than 0.30. Correlation coefficients for each item on the SDS-IV items are shown in 

Table 5. 
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Table 5: Indicators of Item Discrimination  

 

Item No. 

 

r value 

  

Item No.  

 

r value 

 

1 0.87  24 0.90 

2 0.81  25 0.91 

3 0.86  26 0.86 

4 0.85  27 0.88 

5 0.92  28 0.15 

6 0.91  29 0.89 

7 0.85  30 0.65 

8 0.80  31 0.91 

9 0.84  32 0.86 

10 0.62  33 0.90 

11 0.83  34 0.81 

12 0.64  35 0.88 

13 0.82  36 0.80 

14 0.66  37 0.34 

15 0.77  38 0.85 

16 0.77  39 0.58 

17 0.75  40 0.75 

18 0.84  41 0.83 

19 0.84  42 0.88 

20 0.91  43 0.91 

21 0.90  44 0.54 

22 0.75  45 0.002 

23 0.73  46 0.90 

Note. Items with low correlation coefficient are shaded in grey. All items other than 

Item 45 and Item 28 yielded a p<0.01 level (1-tailed).  

The r values ranged from 0.002 to 0.92 indicating that scores for most of the items 

were significantly positively correlated with total scores. There were two exceptions, 

to this, Item 45 (This student is one of the last students to leave class when the lesson 
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ends) and Item 28 (This student often writes work down then erases it). A decision 

was made to remove Item 45 from the instrument even though its q-value was 

adequate, but to retain Item 28 because of its theoretical importance and that the 

behaviour this item describes was emphasised by the teachers in the focus group 

interviews.  

Cronbach‟s Alpha Coefficient for the overall reliability (internal consistency) of the 

scale incorporating 45 items was 0.98. Alpha coefficients that range between 0.80 

and 0.90 with a lower bound of 0.70 are considered acceptable and reliable.  

Pearson‟s Product-Moment Correlation was also used to examine inter-rater 

reliability between the total scores for a class of 24 students rated by their 

Mathematics teacher and by their Society and Environment teacher using the SDS-

IV. The comparison of teacher responses showed a strong positive association (r = 

0.964, p<0.001) as illustrated in Figure 1. Furthermore, by matching teachers‟ 

responses (scored 0, 1, 2 or 3) on each item for each student, 68.1% agreement was 

found. 
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Figure 1: Scatter Plot of SDS-IV Scores Rated by Two Teachers 

Verbal feedback provided by the teachers indicated that they found the SDS-IV 

straight forward and easy to complete; no clarifications were sought and no 

difficulties expressed. The teachers estimated that each individual SDS-IV took 

approximately five minutes to complete. On the basis of the item statistics and 

teacher feedback the 45-item instrument was relabelled the Student Disorganisation 

Scale – Piloted Version (SDS-PV) (reproduced in Appendix E), with the same format 

(including the front page) being retained. 
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CHAPTER FOUR 

STUDY TWO: ESTABLISHING THE STUDENT DISORGANISTAION 

SCALE AND EXAMINING GROUP DIFFERENCES 

The aims of Study Two were to refine the SDS-PV instrument using Rasch analysis 

and to use the refined SDS instrument to test the hypotheses that male students are 

more disorganised that female students and that lower performing students are more 

disorganised than average and higher performing students.  

Method 

Participants and Settings 

In Study Two a cluster sampling method was adopted to select government 

secondary schools representative of schools in the Perth metropolitan area. This 

approach involved the researcher selecting three schools: one located in a high SES 

area, one in a middle SES area, and one in a low SES area. None of the selected 

schools had been involved in Study One. From each of the schools, three teachers 

were recruited using purposeful sampling criteria (i.e., they taught in the relevant 

subject areas and year levels, and were interested in the study). One teacher was a 

Mathematics teacher, the second was a Society and Environment teacher, and the 

third, an English teacher. All were currently teaching students in Year 8, Year 9 or 

Year 10 in their subject area.  

The first senior high school was located in a low socio-economic area and specialised 

in Year 11 and 12 (approximate ages 17 to 18 years) vocational-based educational 

programs. At this school, Years 8 (12 - 13 year olds) and 9 classes (13 – 14 year 

olds) were not streamed but the Year 10 classes (15 – 16 year olds) were streamed. 
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One teacher from this school completed the SDS-PV for a Year 8 Society and 

Environment class of 27 students. This teacher had nine years teaching experience in 

this subject area. Another teacher who was Head of Mathematics and had 

approximately 20 years teaching experience completed the SDS-PV for a class of 29, 

Year 9 Mathematics students. The third participating teacher taught English, had 22 

years teaching experience and was the Head of Middle School. This teacher 

completed the SDS-PV for one Year 10 high-achieving English class of 23 students. 

The second participating senior high school was located in a middle socio-economic 

status area and offered programs across all grade levels for academically talented 

students. The Year 8 and 9 classes were not streamed, with the exception of one 

academic extension class in each of these years. The Year 10 classes were streamed. 

One of the participating teachers was male and had 15 years experience as an English 

teacher. This teacher completed the SDS-PV for a Year 8 mixed ability English class 

of 26 students. Another participating teacher who was the Acting Deputy Principal 

and had 17 years of teaching and administration experience completed the SDS-PV 

for a mixed ability Society and Environment class of 27 Year 9 students. The third 

teacher was female and had 15 years experience teaching mathematics and at the 

time of the study was the Acting Head of the Mathematics Department. This teacher 

completed the SDS-PV for her middle-achieving streamed Year 10 Mathematics 

class of 32 students. 

The third senior high school that participated was located in a high socio-economic 

status area and offered specialty music and language programs. At this school, the 

Year 8 classes were not streamed (with the exception of one academic extension 

class) but the Year 9 and 10 classes were streamed for academic subject areas. One 
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teacher participant completed the SDS-PV for a Year 8 mixed-ability Mathematics 

class, comprising 31 students. This teacher had 22 years teaching experience. A 

second teacher, with 21 years teaching experience in different academic subject 

areas, completed the SDS-PV for a Year 9 English class comprising 28 middle-

ability streamed students. The third participating teacher, who had 12 years 

experience teaching Mathematics, and Society and Environment, completed the 

SDS-PV for a Society and Environment class of 19 low-achieving Year 10 students. 

In total, 242 SDS-PV questionnaires were completed by the nine participating 

teachers from the three schools. Of the 242 questionnaires, 125 were completed for 

male students and 117 for female students. The composition of the student cohort is 

shown in Table 6. 

Table 6: Student Numbers by Gender and Year Level 

 

Year Level 

 

Male 

 

Female 

 

Combined 

 

 

Year 8 

 

44 

 

40 

 

84 

Year 9 53 31 84 

Year 10 28 46 74 

TOTAL 125 117 242 
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Procedure 

Permission to conduct the research was first obtained from the University of Western 

Australia Human Research Ethics Committee. The school principals of the three 

participating schools were emailed an information sheet pertaining to Study Two (see 

Appendix F) along with a request to invite teachers to participate if they were willing 

for their schools to be involved. Consent to participate was subsequently obtained 

from these principals verbally in a follow-up telephone call. The researcher then 

emailed teachers (N = 9) who were teaching in the year levels and learning areas 

applicable to the research inviting them to participate by providing information via 

the SDS-PV questionnaire.  

All teachers expressed a willingness to participate and so received a written 

information sheet and consent form in the mail (reproduced in Appendix F). These 

teachers were then provided with copies of the SDS-PV questionnaires (reproduced 

in Appendix E) by the researcher. Teachers‟ written consent was collected when the 

researcher delivered the questionnaires to the respective schools. In order to ensure 

student confidentiality, no student names were required on the questionnaires, which 

were completed at the participating schools in a setting and time of their choice. The 

participating teachers were requested to complete the SDS-PV and to store all 

questionnaires in a secure place. The researcher remained in regular contact with the 

teachers via email during the period in which they had the questionnaires (initially 

three weeks) in an attempt to encourage completion. Due to work commitments, 

however, a number of the teachers required more time to complete the task. 
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Data Analysis 

All 242 questionnaires were complete with no missing data. The data were first 

entered into an Excel spreadsheet. The matrix comprised 242 rows and 49 columns 

that included item-factor data for 45 items and person-factor data for four pieces of 

information: teacher code, student code, student‟s gender and rating of academic 

performance.  

These data were transferred into a SPSS data file and subsequently into a RUMM 

2020 (Andrich, Sheridan, & Luo, 2002) data file. The RUMM 2020 software was 

utilised to assess how well the observed data fitted the expectations of the Rasch 

model and to refine the SDS-IV. This program specifically permitted the exploration 

of the person-item threshold distribution, individual item fit statistics, item 

characteristic curves, item thresholds and differential item functioning. Additionally, 

the RUMM 2020 software was used to calculate a scaled score of disorganisation for 

each student, which was then copied back into the SPSS data file. Although there are 

numerous software packages available to examine data using the Rasch model, 

RUMM2020 was chosen as it is one of the most prominent and commonly used 

packages (Tennant & Conaghan, 2007).  

The Rasch Measurement of Modern Test Theory model is named after Georg Rasch 

who developed this model (Andrich, 2005). The Rasch model is generally utilised to 

develop and examine measurement instruments by providing a mathematical 

framework to compare data against (Bond & Fox, 2007). The model is 

unidimensional, meaning that only one construct is measured at a time, and follows a 

hierarchical line of inquiry so that the patterns of response from item- and person-test 

data is compared to an ideal data pattern of response. The performances of items or 
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persons that deviate from this ideal line of inquiry (fit) are investigated. Additionally, 

the Rasch model is a latent trait model, which is applicable to instruments that 

measure their responses on a Likert scale (Hagquist, Bruce, & Gustavsson, 2009).   

A Rasch analysis of an instrument‟s data is used to investigate, interpret, and help 

modify the instrument. The aim of such an analysis is to produce a well-targeted 

measurement instrument with suitable items (Bond & Fox, 2007). The examination 

of the instrument occurs by considering different fit statistics. The item-trait 

interaction statistic (total chi squared statistic) indicates the degree to which item 

difficulties are consistent across the scale measured, independent of person abilities 

(the term ability is often used to refer to the latent trait being measured). The total chi 

squared statistic should ideally be greater than 0.05 (Tennant & Conaghan, 2007). If 

this statistic is less than 0.05, items in the instrument require investigation. The item-

trait interaction statistic is reported in the summary statistics of the RUMM2020 

program. Also reported in the summary statistics is the Person Separation Index 

(PSI), which is an index of reliability. The PSI indicates the degree of internal 

consistency and is analogous to Cronbach‟s alpha (Bond & Fox, 2007). The person-

item location distribution includes a histogram showing the person distribution and a 

histogram showing the item distribution, on the same scale, and is used to examine 

how well the instrument targets the population. 

Person-fit statistics and item-fit statistics are estimated according to item difficulty 

and person ability on a logit scale (Bond & Fox, 2007). The logit scale is an interval 

scale in which the highest logit values are located at the top and the lowest at the 

bottom. The higher the person is located on the scale, the more of the latent trait the 

person possesses. The higher the item is located on the logit scale, the more difficult 
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the item is to endorse. Specifically, logits greater than 2 indicate the person‟s ability 

is high or the item‟s difficulty is high. Logits less than -2 indicate the person‟s ability 

is low or the item‟s difficulty is low. Logits between -2 and 2 indicate that the data 

fits the Rasch model‟s expectations of item and person performance (Bond & Fox, 

2007). If data do not fit expectations of the Rasch model, individual item functioning 

is investigated. 

Item Characteristic Curves are presented and these pictorially represent the 

probability of responses to a particular item by persons of varying abilities and 

indicate whether an item is under discriminating or over discriminating. Item 

thresholds reflect the respondents‟ use of item response categories and can indicate 

whether or not there are an acceptable number of item response options and if the 

labelling of response options is easily interpreted and not confusing for the 

respondent. Disordered thresholds occur when the responses to an item are 

inconsistent, meaning that respondents have had difficulty in discriminating between 

response options (Pallant & Tennant, 2007). Differential item functioning (DIF) 

techniques report the bias in item responses by groups within the population. The 

bias occurs when the different groups respond to an individual item in a different 

manner. Items that are showing group bias are generally deleted from the instrument. 

Thus DIF techniques ensure that items are functioning equally with minimal item 

response bias (Brodersen, Meads, Kreiner, Thorsen, Doward, & McKenna, 2007). 

The process of analysing the data from the SDS-PV using Rasch analysis methods 

proceeded as follows. Initially the person-item threshold distribution and the test-of-

fit summary statistics were examined. The next stage was to examine how each item 

was functioning using individual item-fit statistics. The item characteristic curves of 
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ill-fitting items were produced and examined. Any ill-fitting items were deleted one 

at a time, or a decision was made to retain them because of their theoretical 

importance, and item statistics were re-calculated each time. Following this analysis, 

item thresholds were examined to see how well the response categories were 

working for each item. Items whose categories did not discriminate well were deleted 

from the instrument. Next DIF was examined and any items responses that 

highlighted bias in terms of Gender or Academic Performance were deleted. Finally 

the Person-Item Threshold Distribution was re- examined and test-of-fit summary 

statistics were re-calculated to establish the extent to which the refined instrument 

produced a well-targeted measure of disorganisation with data that fitted the Rasch 

model.  

Results 

The initial analysis of the data revealed that the instrument had targeted the 

population well but further refinement of the instrument was warranted. This was the 

case as the person-item threshold distribution indicated that participants ranged from 

-6 to 6 logits and the items ranged from -2.5 to 2.5. The graphical representation of 

the Person-Item Threshold Distribution is shown in Figure 2. This figure illustrates 

that not all of the items are well located in relation to all the participants. 
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Figure 2: Person-Item Threshold Distribution 

The test-of-fit summary was produced to give an indication of the overall quality of 

the measurement instrument and this is shown in Table 7. 

Table 7: Test-of-Fit Summary 

 

ITEM-PERSON INTERACTION 

 

 ITEMS PERSONS 

 Location Fit Residual Location Fit Residual 

Mean 0.000 0.038 -0.684 -0.359 

SD 0.480 3.713 1.825 2.394 

Skewness  .825  -0.332 

Kurtosis  -0.192  -0.238 

Correlation  -0.022  0.019 

ITEM-TRAIT INTERACTION RELIABILITY INDICES 

Total Item Chi Square 

Degree of Freedom 

Chi Square Probability 

749.738 

135 

0.000000 

 

Separation Index 

Cronbach Alpha 

0.97737 

0.98476 

. 

POWER OF TEST-OF-FIT 

Power is EXCELLENT 
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The test-of-fit summary indicated that there was not acceptable agreement about the 

difficulty of the items along the scale between all persons and that each person‟s 

response to an item could not be predicted by a single measure. The Item-Trait 

Interaction Chi Square statistic, which provides an indication of the interaction 

between the person measures and the item responses along the scale, was less than 

0.05 (ideally it should be greater than 0.05). As such, further investigation of item 

functioning of the SDS-PV was warranted. The result of the Power of Test-of-Fit 

was excellent and the Pearson Separation Index indicated excellent internal 

consistency.  

The next stage in the analysis was to examine how each item was functioning using 

Individual Item Fit statistics and the production of Item Characteristic Curves. The 

extreme fit residuals and their probabilities indicated that Item 28 (This student often 

writes down work then erases it) was the worst fitting item with an extreme fit 

residual of 8.95. The results of the pilot study had also highlighted this as a problem 

item. The item characteristic curve for Item 28 is shown in Figure 3.  
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Figure 3: Item 28 Item Characteristic Curve 

The Item Characteristic Curve illustrated in Figure 3 shows the probability curve of 

expected responses for Item 28 and the points indicate the actual responses. The 

person location indicates the degree of disorganisation displayed by students as 

ranging from -3 (low) to 3 (high), based on the instrument in its current version. The 

Characteristic Curve for Item 28 indicates that students who were less disorganised 

scored higher than expected on this item and those who were more disorganised 

scored lower than expected on this item. As such, Item 28 was under discriminating 

and was therefore deleted from the instrument.  

In order to review the remaining 44 items of the SDS-PV, a similar procedure was 

followed. The Individual Item-Fit analysis was re-run and the item with the most 

extreme fit residual was identified. The Item Characteristic Curve for that item was 

then produced to examine the functioning of the item and to explore the possibility of 

deleting the item. As a result of this procedure, Items 28, 10, 37, 19, 16, 4, 22, 26, 34, 
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38, 12, 9, 27, 25, 7, 44 and 24 were deleted in the order given. These deleted items 

are shown in Table 8.  

Table 8: Deleted Items from the Item-Fit Analysis  

 

Item 

 

This student… 

 

4 Has neat handwriting *  

7 Has trouble working on open ended tasks  

9 Needs help from the teacher to explain each task to him/her step by 

step  

10 Rushes to finish work  

12 Is often on time to class * 

16 Interacts well with other students * 

19 Has no trouble switching his/her focus when he/she is required to 

do so * 

22 Has difficulty seeing other people‟s point of view  

24 Produces written work that is hard to follow  

25 Does not use a diary effectively  

26 Requires no teacher monitoring to stay on task * 

27 Has difficulty picking out important parts to a task  

28 Often writes down work then erases it  

34 Has no trouble meeting set deadlines * 

37 Over estimates how well he/she performed on an assessment  

38 Has difficulty expressing thoughts in a logical, sequential manner  

44 Does not work well with others in groups  

Note. * Denotes items reverse-scored 

The large number of items selected for deletion was expected given item 

construction was based on interviews with teachers rather than on previous findings 

from the literature. This approach was adopted because at the commencement of this 
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study, no appropriate instruments had been developed to measure (dis)organisation 

and few studies had investigated (dis)organisation among mainstream secondary 

school students. These deleted items may well reflect the behaviours of disorganised 

students, but students who are not disorganised may also display these behaviours for 

other reasons. For example; a student who „does not work well with others in groups’ 

(Item 44) might be organised but have poor social skills. A student who „rushes to 

finish work’ (Item 10) could also be a student who is organised but is not motivated 

to produce their best work.  

No remaining items were highlighted as having an extreme fit-residual value, 

however Item 21 was a suspect item with a fit residual of 4.46 and a probability of 

0.023. The Item Characteristic Curve for this item revealed that the expected values 

were very similar to the item-plot values and consequently this item was not removed 

at this stage. Similarly, Item 36 was suspect but was not removed. It had a fit residual 

of 3.95 and a probability of 0.004. The test-of-fit summary statistics were 

recalculated for the refined SDS-PV (with 27 items) giving a total Chi Square 

probability of 0.003 and the Power of Test-of-Fit was excellent.  

Item thresholds were then examined to see how well the response categories for each 

item were working. Item Threshold testing highlighted that the response categories 

for Item 15 (This student requires the teacher to look after his/her work) were not 

appropriately ordered. The Category Probability Curve for Item 15 is shown in 

Figure 4. 
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Figure 4: Item 15 Category Probability Curve 

Ideally, the Category Probability Curve should show each of the response category 

curves peaking in sequence. The Category Probability Curve for Item 15 shown in 

Figure 4 illustrates that the curve relating to response category 2 does not meet this 

expectation. Participants tended to respond to this item by ticking response category 

0 (Definitely Not True) or response category 3 (Definitely True). As the categories 

did not discriminate the responses well, Item 15 was removed from the instrument. 

The response category curves for all other items were found to be ordered correctly. 

A test-of-fit analysis was again conducted and the summary statistics reported the 

Chi Square Probability as 0.0004 and the Power of Test-of-Fit as excellent. The next 

stage in this analysis was to examine the DIF across Gender and Academic 

Performance. As the aim of Study Two was to develop an instrument that could be 

used to measure disorganisation in schools and to examine if males and females, and 

low, average and high achieving students differed in terms of levels of 

disorganisation, it was important to show that items do not function differently for 

these student groups.  
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A Gender DIF analysis highlighted only one item, Item 43 (This student does not 

make class work a priority), as showing differential functioning (with a class interval 

probability of 0.004). The Item Characteristic Curve for Item 43 plotted separately 

for females and males is shown in Figure 5. This figure illustrates that females 

generally scored higher than males on this item who were deemed to be at the same 

person location. Item 43 was removed for this reason.  

 

Figure 5: Item 43 Item Characteristic Curve 

 

The DIF analysis summary for Academic Performance highlighted Item 5 (This 

student misses out key steps when working on a task in class) and Item 41 (This 

student appears reluctant to produce his/her best work) were functioning with bias.  

The Item Characteristic Curve for Item 5 (shown in Figure 6) revealed that this item 

was under discriminating for high achieving students and for low achieving students.  
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Figure 6: Item 5 Item Characteristic Curve 

The Item Characteristic curve for Item 41 plotted for each of the three achievement 

groups (shown in Figure 7) indicates a complicated pattern of results. Item 41 (This 

student appears reluctant to produce his/her best work) appears to work as expected 

for high achieving students but not for average achieving or low achieving students. 

Average achieving students tended to score more highly on this item than expected; 

low achieving students tended to score lower on this item.  

 

Figure 7: Item 41 Item Characteristic Curve 
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After the three items that produced differential functioning were removed, an item-fit 

analysis was repeated. Item 36 (This student needs teacher feedback to continue 

working on a task) was highlighted as being poorly fitting (extreme fit residual of 

4.16 and a probability of 0.002). The Item Characteristic Curve for Item 36 

confirmed that this item was not functioning as expected and was removed. Items 17, 

21, 29 and 35 were also highlighted as having extreme fit residuals but 

corresponding probability values were not highlighted as being extreme and each 

item‟s characteristic curve appeared acceptable. These items were therefore retained.  

The items deleted from the SDS-PV, were Items 4, 5, 7, 9, 10, 12, 15, 16, 19, 22, 24, 

25, 26, 27, 28, 34, 36, 37, 38, 41, 43 and 44. In total 22 of the 45 original items were 

deleted. The final version of the instrument, henceforth referred to as the SDS, 

comprised 23 items. These are detailed in Table 9 along with their item locations and 

the individual item fits for the 23 items in the SDS are provided in Table 10.  

Table 9: The SDS (23 Items) and Item Locations 

 

Item No. 

 

This student... 

 

 

Item Location 

31 Does not form a plan for handing work in on time -1.14 

6 Leaves homework until the last minute before the due 

date 

 

-0.75 

33 Has difficulty estimating time needed to complete a 

task 

-0.73 

21 Is very focused on work related tasks in class* -0.62 

23 Does not have a good sense of time -0.56 

13 Is easily distracted from starting work in class -0.53 

42 Has difficulty adhering to time schedules -0.45 

1 Does not hand homework in on time -0.42 
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32 Is not willing to read through his/her work and look for 

ways to improve it 

 

-0.35 

35 Requires repeated prompting to shift his/her attention 

from one task to a new task 

 

-0.02 

11 Loses or forgets equipment 0.03 

8 Comes prepared to lessons* 0.10 

14 Does not appear to have developed personal routines 0.12 

2 Does not pack things away in an orderly manner 0.13 

30 Loses or misplaces personal items 0.14 

3 Loses or misplaces work 0.18 

29 Has difficulty adapting to changes in lesson routines 0.23 

18 Needs constant reminding of lesson routines 0.31 

17 Has an extremely messy school bag or no school bag 0.45 

40 Requires the teacher to supply equipment needed for 

the lesson 

 

0.68 

20 Rarely completes any task 0.84 

45 Has difficulty functioning in structured situations 0.95 

39 Does not appear to recognise school routines 1.42 

Note. * Denotes items reverse-scored 

Table 10: Individual Item Fits For the 23 SDS Items  

 

Item 

 

Location 

 

SE 

 

Fit 

Residual 

 

DF 

 

Chi 

Square 

 

DF 

 

Probability 

1 -0.423 0.109 1.165 200.78 0.564 3 0.904524 

2 0.128 0.105 -0.437 200.78 1.229 3 0.746103 

3 0.179 0.109 -1.380 200.78 3.371 3 0.337912 

6 -0.750 0.108 -1.395 200.78 2.435 3 0.487122 

8 0.102 0.110 1.777 200.78 1.290 3 0.731446 

11 0.027 0.108 -1.734 200.78 3.816 3 0.282084 

13 -0.530 0.105 -1.606 200.78 5.673 3 0.128663 

14 0.119 0.107 -2.217 200.78 4.215 3 0.239206 
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17 0.447 0.107 3.030 200.78 10.129 3 0.017500 

18 0.308 0.107 -1.557 200.78 2.642 3 0.450189 

20 0.840 0.114 -1.390 200.78 2.768 3 0.428866 

21 -0.621 0.111 4.429 200.78 11.752 3 0.008285 

23 -0.557 0.111 -0.080 200.78 0.648 3 0.885282 

29 0.234 0.113 2.399 200.78 3.763 3 0.288246 

30 0.138 0.108 -2.936 200.78 7.199 3 0.065826 

31 -1.136 0.108 0.684 200.78 4.815 3 0.185863 

32 -0.346 0.110 1.430 200.78 2.893 3 0.408387 

33 -0.731 0.111 0.796 200.78 4.395 3 0.221830 

35 -0.024 0.106 3.228 200.78 1.010 3 0.798823 

39 1.417 0.121 0.984 200.78 1.330 3 0.722086 

40 0.680 0.110 -0.017 200.78 0.437 3 0.932586 

42 -0.448 0.111 -1.630 200.78 7.493 3 0.057746 

45 0.948 0.119 0.298 200.78 1.298 3 0.729504 

 

The test-of-fit summary displayed in Table 11, reports the SDS has produced an 

excellent measure of disorganisation with an Item-Trait Interaction Chi Square of 

0.09.  
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Table 11: Test-of-Fit Summary 

 

ITEM-PERSON INTERACTION 

 

 ITEMS PERSONS 

 Location Fit Residual 

 

Location Fit 

Residual 

Mean 0.000 0.168 -0.873 -0.399 

SD 0.617 1.945 2.624 1.634 

Skewness  0.416  0.079 

Kurtosis  -0.857  -0.198 

Correlation 

 

 -0.029  -0.063 

 

ITEM-TRAIT INTERACTION 

 

RELIABILITY INDICES 

 

Total Item Chi Square 

Degree of Freedom 

Chi Square Probability 

85.163 

69 

0.090554 

 

Separation Index 

Cranach Alpha 

0.97734 

0.98313 

 

 

POWER OF TEST-OF-FIT 

 

Power is EXCELLENT 

 

The Person-Item Threshold Distribution for the final instrument shown in Figure 8 

illustrates good item-person targeting, except for those students at the extreme left 

and extreme right of the continuum. There are relatively few item thresholds at these 

locations. As the SDS provides a measure of disorganisation administered to a 

sample where the majority of students are not expected to be disorganised, the floor 
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effect is understandable. It would be desirable, though, to have more items at the 

extreme right of the continuum to distinguish between very disorganised and 

extremely disorganised students.  

 

Figure 8: Person-Item Threshold Distribution 

To investigate the structure of the trait referred to as disorganisation, items on the 

SDS were ordered according to difficulty along with their corresponding category, as 

specified in the findings from Study One, Phase One. The results shown in Table 12 

indicate that items that were more difficult to endorse belonged primarily to the 

categories of Developing Routines, Responding to Change and Managing 

Belongings, while items that were easier to endorse belonged to the categories of 

Managing Homework and Managing Time. 
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Table 12: SDS Items Ordered by Item Locations and Categories 

 

 

Item 

 

Category 

31 Managing homework 

6 Managing homework 

33 Managing time 

21 Focus in class 

23 Managing time 

13 Focus in class 

42 Managing time 

1 Managing homework 

32 Working on a task 

35 Responding to change 

11 Managing belongings 

8 Preparedness 

14 Developing routines 

2 Developing routines 

30 Managing belongings 

3 Managing belongings 

29 Responding to change 

18 Developing routines 

17 Managing belongings 

40 Preparedness 

20 Focus in class 

45 Developing routines 

39 Developing routines 

 

Group Differences in Disorganisation 

RUMM 2020 was utilised to calculate a scaled score of disorganisation for each 

student. This was then copied into the SPSS data file along with person-factor data to 

examine descriptive statistics and group differences. The mean for the scaled total 

SDS score was -0.87 with a standard deviation of 2.62.  
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The distribution of SDS scores for male students and female students was assessed. 

Indicators of skewness and kurtosis, and the probability plots showed no serious 

departures of normality. The skewness figure for male students‟ SDS scores was 0.02 

and the kurtosis figure was -0.28. For female students‟, the skewness figure was 0.17 

and the kurtosis figure was -0.57. Levine‟s test showed no significant difference in 

the variability of group scores (F = 0.15, p = .86). Disorganisation (scaled) scores for 

male students and female students are displayed in Figure 9.  

 

 

Figure 9: SDS Scores Across Gender Groups 

The scaled total SDS scores for three academic achieving groups are displayed in 

Figure 10. The distribution of SDS scores for the three Academic Performance 

groups (i.e., bottom 25%, average, and top 25%) was assessed. The indicators of 

kurtosis and skewness, and the probability plots showed no serious departures of 
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normality. For students‟ scores in the bottom 25% group, the skewness figure was     

-0.03 and the kurtosis figure was 0.13. For the average group, the skewness figure 

was -0.09 and the kurtosis figure was -0.46. For the top 25% group, the skewness 

figure was 0.37 and the kurtosis figure was -0.86. There was no significant difference 

in the variability of the group scores (F = 0.151, p = .860).  

 

Figure 10: SDS Scores Across Academic Performance Groups 

It was hypothesised that males would be more disorganised than females, and that 

lower performing students would be more disorganised that average- and higher- 

performing students. To test these hypotheses, a 2 (gender) by 3 (academic 

performance) analysis of variance was conducted.  
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The factorial analysis of variance indicated that the mean disorganisation score for 

male students (M = -0.06, SD = 2.60, N = 125) was significantly higher than the 

mean disorganisation score for female students (M = -1.74, SD = 2.37, N = 117); F(1, 

236) = 19.73, p<.001, partial η²=0.08. The interaction between gender and academic 

performance was not significant, F(1,215) = 1.00, p = .37. 

The analysis also indicated a significant difference in mean scores for the three 

academic performance groups, F(1, 236) = 72.86, p<.001, partial η² = 0.38. Tukey 

HSD post-hoc comparisons indicated that students in the bottom 25% group (M = 

1.07, SD = 2.22, N = 87) scored significantly higher on the SDS than students in the 

average group (M = -1.18, SD = 1.98, N = 91) and students in the top 25% group (M 

= -3.07, SD = 1.93, N = 64) and students in the average group scored significantly 

higher than students in the top 25% group. 

The results of the analysis therefore support both hypotheses as set out in the 

research questions. That is, male students are generally more disorganised that 

female students and lower performing students are generally more disorganised that 

average or higher performing students.  

The distribution of SDS scores for males and females across academic performance 

groups is displayed in Figure 11. 
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Figure 11: SDS Scores for Males and Females across Academic Performance Groups 

Figure 11 illustrates how the pattern of difference in disorganisation scores between 

male and female students is repeated across groups based on academic performance. 

Among students in the bottom 25% group, male students (M = 1.54, SD = 2.20, N = 

53) scored higher on SDS than female students (M = 0.34, SD = 2.07, N = 34). 

Among students in the average group, male students (M = -0.38, SD = 1.85, N = 45) 

scored higher than female students (M = -1.97, SD = 1.80, N = 46). Among students 

in the top 25% group, male students (M = -2.68, SD = 2.05, N = 27) scored higher 

than female students (M = -3.35, SD = 1.82, N = 37).  
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Summary 

Study Two involved conducting a Rasch analysis of data from the SDS-PV to refine 

the scale. The findings of the analysis resulted in the deletion of 22 items from the 

45-item instrument originally developed in Study One. The large number of ill-fitting 

items was expected given that item construction was based on interview data as no 

appropriate instruments were available. 

The results indicated that the refined instrument, labelled the SDS, is a well-targeted 

instrument for measuring the unidimensional trait of disorganisation among 

secondary school-aged students and contains no items that are biased in terms of 

gender or academic performance. The ordering of SDS items according to difficulty 

suggests that students who are more disorganised display disorganised behaviours 

associated with developing routines and responding to change, and with managing 

their belongings. Conversely, students who are less disorganised are likely to display 

disorganised behaviours associated with managing homework, managing time and 

focusing in class.  

Based on scaled scores from the SDS, a major finding of Study Two is that (as 

hypothesised)  male students are more disorganised that female students and lower 

performing students are more disorganised that average and higher performing 

students.  
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CHAPTER FIVE 

STUDY THREE: THE RELATIONSHIP BETWEEN DISORGANISATION 

AND VISUAL-SPATIAL SKILLS 

The review of the literature presented in Chapter Two of this thesis revealed the 

possibility of a negative relationship existing between disorganisation and visual-

spatial skills. Study Three sought to investigate this by utilising two instruments to 

examine the strength of the relationship between disorganisation and visual-spatial 

skills. The Student Disorganisation Scale (SDS), developed and refined in Study 

Two, was utilised to measure students‟ level of disorganisation and subtests of the 

Working Memory Test Battery for Children (WMTB-C: Pickering & Gathercole, 

2001) were administered to measure visual-spatial skills.  

Method 

Participants and Settings 

A convenience sampling method was utilised to select one school to participate in 

this third study. The school selected was a state government Department of 

Education and Training mainstream secondary school, located in a low socio-

economic status area of Perth. This school was chosen because a number of its 

teachers had been involved in Study One (Phase One) and also in Study Two, and the 

principal and teachers expressed strong interest in participating further. The 

participating teachers and students in Study Three had not participated in any of the 

previous studies. 

The two teachers and 33 students from two Year 9 classes (aged 13 to14 years) in 

were selected to participate in this study. The teachers had extensive knowledge of 
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their students as they had also taught them in Year 8. One participating teacher was 

female and taught Year 9 Mathematics to 24 students in a mixed ability class. This 

teacher had 18 years teaching experience in Mathematics, Italian and Integrated 

Studies. The second participating teacher was male and taught Mathematics to 14 

students in his mixed ability Year 9 class. He had 21 years teaching experience in 

Mathematics, Science, Integrated Studies and Physical Education and at the time of 

the study was Head of Student Pastoral Care for Years 8 to 10. Of the 38 Year 9 

students that comprised the two classes, 33 (87%: 24 males and 9 females) agreed to 

participate. 

The two teachers completed the SDS for each participating student in a setting and 

time of their choice. The subtests of the WMTB-C were individually administered to 

participating students by the present researcher in a conference room at the school 

specifically set aside for this purpose. This room was chosen by the Principal as it 

was in full view of the school psychologist and nurse due to its glass panelling and at 

the same time was quiet and comfortable for the students.  

Instrumentation 

Two instruments were administered. The first was the SDS, which takes 

approximately three minutes to complete, comprises 23 items and teachers respond 

to these items on a 4-point Likert scale, as described earlier. The second instrument 

employed was the Working Memory Test Battery for Children (WMTB-C: Pickering 

& Gathercole, 2001). The WMTB-C has nine subtests relating to three components 

of the working memory system. The components that are tested in the WMTB-C are 

the Central Executive (three subtests), Phonological Loop (four subtests) and the 

Visuo-spatial Sketchpad (two subtests). In the present study, only the two subtests 
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relating to the Visual-spatial Sketchpad were utilised. These two subtests were the 

Block Recall and the Mazes Memory tests. Both subtests involved the researcher 

testing students individually by following the test protocol as outlined in the WMTB-

C manual and recording all information on the WMTB-C record form. The two 

subtests take approximately ten minutes to complete in total. 

The first subtest administered was the Block Recall test. This test involves the 

researcher using the given block recall board to tap out sequences for the student to 

replicate in the correct order. This was done at a rate of one block per second. The 

Block Recall test assesses the spatial aspect of visual-spatial working memory. The 

second subtest administered was the Mazes Memory test. The Mazes Memory test 

assesses both the visual and spatial aspects of visual-spatial working memory. This 

test requires the researcher to trace through routes in a maze that are outlined in red. 

This maze is then covered (so students cannot refer to it) and the student is required 

to replicate the identical route in their maze booklet.  

The WMTB-C record form was completed as per the WMTB-C manual. This 

initially involved assigning a score of 0 or 1 to each of the responses for each subtest 

to form a trials correct score, which is the number of trials correct before testing is 

discontinued. The raw scores were then transferred to the WMTB-C record form and 

the standard score for each was recorded using the WMTB-C manual. The total 

standard score was calculated by totalling the Block Memory standard score and the 

Mazes Memory standard score. Using the total standard score, the component score 

was derived by referring to the relevant table in the WMTB-C manual. Thus, four 

scores were derived from administering the subtests: the Block Memory standard 
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score, the Mazes Memory standard score, the total standard score and the component 

standard score. 

Procedure 

Permission to conduct the research was obtained from the University of Western 

Australia Human Research Ethics Committee prior to the research being initiated. 

Once this permission had been obtained, the researcher selected a school located in a 

low socio-economic status area in the Perth metropolitan area which had been 

involved in Study One and Study Two of this research. The Principal of the 

participating school was emailed an information sheet pertaining to Study Three (see 

Appendix G). The Principal subsequently provided written consent through a reply 

email along with the details of two interested teachers. The two teachers were then 

emailed an information sheet for Study Three, a consent form, a parent/student 

information form and a consent form for the parent/student (reproduced in Appendix 

G and H) to be given to the students. Additionally, the two teachers were informed 

both verbally and in written form by the researcher that all information would remain 

confidential and stored securely for seven years, and that at any point during the 

study they had the option of withdrawing without prejudice. The researcher was in 

regular contact with the participating teachers via email, school visits and telephone 

during Study Three to clarify any issues or to answer any questions. 

The teacher and student consent forms were collected prior to the testing when the 

SDS was delivered to the teacher participants who completed these for each of the 

student participants. The researcher then administered the subtests of the WMTB-C 

at the agreed times to the participating students. Students were collected and returned 

by the researcher to their class.  
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All testing began with general conversation to establish rapport. This was followed 

by a brief introduction to the research, the requirements of the testing, and an 

approximation of the time duration of the testing. Questions were encouraged from 

students at any time and students were again made aware that they could stop the 

testing at any point without prejudice. All participating students appeared engaged 

during the testing, no student reported having fatigue and no student wanted to 

withdraw from the study. None of the students reported having any previous 

experience with the tests conducted.  

Data Analysis 

Data were first entered into an Excel spreadsheet. The resulting matrix comprised 33 

rows (number of student participants) and 32 columns (scores for each of the 23 SDS 

items, the SDS total raw score, SDS total scaled score, the four scores relating to the 

WMTB-C subtests, and the person-factor data including the student‟s code, gender, 

and rating of academic performance. The SDS raw score was converted to a scaled 

score by utilising Study Two data. Each of the SDS total raw scores in Study Three 

was matched with the same total raw score in Study Two to obtain the corresponding 

total scaled score. No data were missing. 

The data matrix was then copied into a SPSS data file and scatter graphs were plotted 

to investigate the strength of the relationship between disorganisation and measures 

of visual-spatial skills. Pearson‟s product moment correlation coefficient was used to 

summarise the strength of these relationships. 
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Results 

Summary statistics were calculated for each of the variables. The mean SDS total 

scaled score for the student cohort was 0.39 (SD = 2.34). The mean Block Recall 

standard score was 84.70 (SD = 13.81). The mean Mazes Memory standard score 

was 67.79 (SD = 25.65, N = 33). The mean Visuo-spatial Sketchpad Component 

score was 72.15 (SD = 19.35). 

To examine the strength of the relationship between disorganisation and visual-

spatial skills, students‟ SDS total scaled scores were correlated with their Block 

Recall standardised scores, Mazes Memory standardised scores and their Visual-

spatial Sketchpad Component scores. Gender differences were also examined.  

No significant correlation was found between SDS total scaled scores and Block 

Recall standardised scores (r = -0.14, p = .45). The scatter graph displayed in Figure 

12 does not suggest that a relationship exists between these variables, either for male 

or female students considered separately or for students combined.  
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Figure 12: Scatter Graph for Block Recall Scores and SDS Total Scaled Scores 

According to Gender  

No significant correlation was found between the SDS total scaled scores and Mazes 

Memory standardised scores (r = -0.04, p =.84). Figure 13 depicts the scatter graph 

that shows no significant relationship. 
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Figure 13: Scatter Graph for Mazes Memory Scores and SDS Total Scaled Scores 

According to Gender  

The results indicated that no significant correlation was evident between SDS total 

scaled scores and the visual-spatial Sketchpad Component scores (r = -0.09, p = .63) 

as shown in Figure 14.  
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Figure 14: Scatter Graph for Component Scores and SDS Total Scaled Scores 

According to Gender 

Summary 

Based on the literature reviewed in Chapter Two of this thesis, Study Three 

examined the strength of the relationship between disorganisation and visual-spatial 

skills. It involved the administration of the visual-spatial working memory subtests 

from the Working Memory Test Battery for Children (WMTB-C: Pickering & 

Gathercole, 2001) to 33 Year 9 students. Two participating teachers also completed 

the SDS for each of these students. The results indicated that there was a weak and 

non-significant negative relationship between disorganisation and visual-spatial 

skills. As the participants in Study Three cannot be considered a representative 

sample of the population, the findings from this study cannot be generalised. 

Therefore, further investigations are needed to establish this preliminary finding 

suggesting that the relationship between disorganisation and visual-spatial skills is 

not a strong one.  
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It appears from the findings of the research presented in Chapter Four, as 

summarised here, that disorganisation, and more specifically the facets of routines, 

changes in routines, and managing belongings has important implications pertaining 

to secondary school student‟s everyday social and academic performance. Moreover, 

the information generated about the disorganised behaviours of these individuals 

further enhances our understanding about them. The next chapter in this thesis, Study 

Four, presents profiles of selected individuals who have high levels of 

disorganisation. These profiles are based on the empirical evidence generated from 

the SDS and on information gathered from semi-structured interviews conducted 

with the students themselves. These data are also supplemented with comments from 

teaching staff. 
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CHAPTER SIX 

STUDY FOUR: DIFFERENTIAL CASE STUDY PROFILES OF 

SECONDARY SCHOOL STUDENTS CHARACTERISED BY HIGH LEVELS 

OF DISORGANISATION 

This penultimate chapter of the thesis describes the methodology and results of Study 

Four, which comprises a series of six case studies. The primary purpose of Study 

Four is to build on the previous studies reported in this thesis to further develop and 

establish an understanding of mainstream secondary school-aged students who are 

disorganised. Specifically, information was sought at the individual case level 

pertaining to routines, changes in routines, and managing belongings. Behaviours 

associated with these categories were identified as being associated with high levels 

of disorganisation.  

Initially, empirical data pertaining to disorganisation were obtained via the SDS 

(developed in Studies One and Two and reported in Chapters Three and Four of this 

thesis). These data were subsequently complemented by information obtained 

through the semi-structured interviews conducted with six mainstream secondary 

school-aged students and with comments from school teachers responsible for these 

individuals.  

Case Studies 

Case studies have the potential to generate rich subjective data that aid in the 

development of theory and empirically testable hypotheses (Gall, Gall, & Borg, 

2007). This enables researchers to make a detailed examination of an individual, a 

group, or a phenomenon (Yin, 2003). In this present study, a semi-structured 



124 

 

interview was undertaken with students to gain as full an understanding as possible 

of the manifestation of disorganisation. 

Although the teachers of the individual cases included in this study provided the 

empirical assessment using the SDS, it is acknowledged that in settings such as 

mainstream schools where records on specific behaviours (i.e., disorganisation) may 

be unavailable and assessment resources limited, student self-reporting may be more 

appropriate (Kotler & McMahon, 2010). Indeed, reports from third parties (e.g., 

teachers and parents) may not be entirely accurate as covert behaviours, though 

obvious to the initiator, are often concealed from others (Raine, Dodge, Loeber, 

Gatzke-Kopp, Lynam & Reynolds, 2006; Loney, Frick, Clements, Ellis, & Kerlin, 

2003). Thus, to obtain an accurate insight into the subjective dispositions (e.g., 

disorganised behaviours centered on routines, changes in routines, and managing 

belongings), that can be difficult to obtain from third parties (Andershed, 2010; 

Frick, Barry, & Kamphaus, 2009; Raine et al., 2006), semi-structured interviews 

were utilised with the students themselves. This approach allowed the researcher and 

the selected students to engage in a dialogue whereby the interviewer was guided by 

a schedule of topics or questions but was able to explore and probe interesting areas 

which arose (Potter & Hepburn, 2005).  

The guiding questions for the semi-structured interviews in this research were based 

on the new measure developed in Studies One and Two and administered in Study 

Two and on the findings emanating from it. 
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Method 

Participants 

Six mainstream secondary school-aged students (three males and three females) from 

Years 8, 9 and 10, from two separate senior high schools located in the metropolitan 

area of Perth, Western Australia participated. None of these participating students 

had a diagnosed learning disability or any other known neurological conditions and 

all attended mainstream secondary school classes. Three female teachers each with 

over 20 years of teaching experience and with extensive knowledge of these students 

also participated by completing the SDS for each participating student. Of the 

teachers, two were employed in state government schools (located in a middle SES 

area) and one was employed in an independent high school (located in a high SES 

area). The state school teachers selected five students who they considered to be 

disorganised (and who they were currently teaching), while the third teacher selected 

one student. 

The cases were recruited using purposeful sampling in order to gain maximum 

variation in understanding students‟ disorganised behaviours. Purposeful sampling 

was adopted in the selection of the participating students as they were identified by 

their teachers as being disorganised. With reference to the student sample, Table 13 

identifies the year level, gender, school and teacher academic area. 
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Table 13: Student Participant Year, Gender, School and Teacher Information 

 

Case Study 

Number 

 

Student 

Year 

 

Student 

Gender 

 

Subjects Teacher 

Taught to Student 

 

SES and Type of 

School Attended by 

Student 

 

1 

 

8 

 

Female 

 

English and Form 

 

High SES, Independent 

School 

2 8 Male Mathematics Medium SES, State 

Government School 

3 9 Female Mathematics Medium SES, State 

Government School 

4 9 Male Society and 

Environment. 

Pastoral Care and 

Careers Advisor 

Deputy Principal 

Medium SES, State 

Government School 

5 10 Female Society and 

Environment. 

Pastoral Care and 

Careers Advisor 

Deputy Principal 

Medium SES, State 

Government School 

6 10 Male Society and 

Environment. 

Pastoral Care and 

Careers Advisor 

Deputy Principal 

Medium SES, State 

Government School 

 

Settings 

With the exception of one of the student interviews, all were conducted face to face 

in a room specially set aside for this purpose at the participants‟ respective school. 

One interview was conducted in a private location at the request of the students‟ 
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parents. In all interviews the furniture layout was very similar and the student was 

seated across the table from the researcher. This was undertaken in an attempt to 

ensure standardisation. 

Semi-Structured Interview 

A standard format for each case study interview was utilised comprising seven semi-

structured questions, which are reproduced in Table 14. Specifically, information 

was sought in order to explore behaviours reported by students who were 

disorganised in relation to (a) personal and school related routines, (b) changes in 

these routines, and (c) managing belongings. Questions were worded to also generate 

information about the activities of disorganised students in general. 
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Table 14: Interview Questions and the Represented Categories 

Interview Questions Category 

1. Can you describe a routine you have for getting ready for 

school in the morning? In what order do you get things done? 

Routines 

2. What was the last homework assignment you received? Can 

you describe the general plan you have for tackling a 

homework assignment? What steps did you follow? 

Routines 

3. Can you describe a typical school week? When do you have 

PE? Maths? etc. 

Routines 

4. Can you describe a typical school day? How are the periods 

organised? What are the bell times? 

Routines 

5. How do you feel when the teacher asks you to work on one 

task in a lesson and then after some time, asks you to work on 

another task? Can you describe a time when that happened 

recently? 

Changes in 

Routines 

6. Are you ever in trouble with your teachers for not bringing 

everything you need to class? Describe a situation when this 

happened recently. Do you think you will get better at this? 

How? 

Managing 

Belongings 

7. Are you ever in trouble with your teachers for losing your 

schoolwork or homework? Describe a situation when this 

happened recently. Do you think you will get better at this? 

Explain your answer. 

Managing 

Belongings 

 

Procedure 

Prior to the commencement of the research permission was obtained from the Human 

Research Ethics Committee of the administering university. Following this the 

purpose of the research was explained to three teachers who had a collegial 

relationship with the researcher. These teachers were invited to seek their school 
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principal‟s approval for the school to participate and then if they were interested in 

being involved to contact the researcher. All three agreed to participate. An 

information sheet (and a consent to participate form and an assurance of 

confidentiality) explaining the purpose and nature of the research was subsequently 

sent to these teachers for their signature (reproduced in Appendix I). In addition, a 

separate information sheet (and consent to participate form and an assurance of 

confidentiality) was included for forwarding on to the parents of the six selected case 

study students (reproduced in Appendix J).  

On obtaining consent from parents, interview dates and times were arranged by the 

researcher for the case studies. On meeting with each of the case study participants, 

the purpose of the research was again explained and all were assured of anonymity 

and confidentially of any responses. It was, however, explained to the participants 

that a teacher (i.e., one of the three that knew them) would be consulted at a later 

date to complete a questionnaire about their organisational skills (SDS) and also to 

comment on their organisational behaviours in class. All participants agreed that this 

could be undertaken. 

Participants were reassured that all information obtained would be securely stored in 

the university and no one else other than the researcher would have access to it. It 

was also explained that the information would be stored for a period of seven years 

before being destroyed. Participants were told that they could ask for clarification of 

any questions or terms used at any time during the interview. Finally, participants 

were informed that they could withdraw from the research at any time without 

prejudice if they wished. None indicated a desire to leave. It was then explained that 
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notes would be taken about the content of the conversations by the researcher during 

the interview. 

The researcher engaged each student in general conversation for several minutes 

prior to the interview beginning. Interview questions were asked in the same order as 

outlined in Table 14. The interview was not audio recorded but detailed notes were 

taken during the interview. For each question the participants were encouraged to put 

forward their ideas and discuss points of view with the researcher. On obtaining 

responses, the researcher probed with further questions to ensure that all relevant 

information had been obtained. If no new information was volunteered (even after 

probing), the researcher moved to the next question. If participants digressed from 

the question they were allowed to continue for a time before being guided back to the 

original point. Once all of the questions had been discussed, participants were asked 

to express freely whether they had other comments in addition to what they had 

mentioned. The interviews lasted, on average, for approximately 30 minutes. 

Data Analysis 

The six SDS questionnaires were complete with no missing data. The data were first 

entered into an Excel spreadsheet. The resulting matrix comprised six rows (number 

of student participants) and 28 columns (scores for each of the 23 SDS items, the 

SDS total raw score, SDS total scaled score, and the person-factor data including the 

student‟s code, gender, and rating of academic performance). The SDS raw score 

was converted to a scaled score by utilising the Study Two data obtained from 242 

participants. Each of the SDS total raw scores in Study Four was matched with the 

same total raw score in Study Two to obtain the corresponding total scaled score. 

The data matrix was then copied into a SPSS data file. 
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The notes were read several times to familiarise the researcher with the content, key 

ideas and phrases. A report for each participant was then constructed immediately 

after the interview. Concepts relating to each student‟s comments and the instrument 

were also noted. These data (i.e., empirical profiles, interview information) were then 

juxtaposed so as to identify any recurring themes and to generate as comprehensive a 

picture as possible for each case study. Teacher comments were then included to 

supplement these data further and in the case of timetabling questions, to verify 

student‟s knowledge. 

Results 

The SDS scaled score for each case study student was compared to the SDS scaled 

scores from Study Two (M = -0.83, SD = - 2.62, Med = -0.83, N = 242). Six box 

plots illustrate the comparison of each of the case study students (N = 6) individual 

SDS scaled scores to that of Study Two‟s results as shown in Figures 15 to 20. Each 

students‟ SDS scaled scores occurred in the upper quartile of Study Two‟s scores, 

thus suggesting that these students are rated highly disorganised by their teachers.  

Case Study #1: Independent School Year 8 Female 

This young female secondary school student has no official records regarding 

attendance issues and has never been referred within school or to external sources for 

behavioural and/or learning issues. The participating teacher reported that this young 

female is average in her academic performance in comparison to her peers. 
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Empirical Findings 

 

Figure 15: Box Plot of Study Two Scaled SDS Scores with Case Study 1 Scaled SDS 

Score 

As can be seen in the box plot (Figure 15), Case #1‟s profile shows that this young 

females‟ SDS scaled score (2.16) occurs in the upper quartile of Study Two‟s SDS 

scaled scores. This suggests that this students‟ teacher rates her as highly 

disorganised.  

Case Interview 

According to this young female she has well established and organised routines 

which are conducted prior to school: “The night before we get our lunch and stuff 

ready for school”. Similarly, she appears well organised with routines that enable her 

to be prepared immediately prior to leaving for school: “In the morning we get up 

and get dressed, then eat breakfast, then feed and water the dogs, brush our teeth, 

2.16 
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get our bags, then get in the car”. It became evident in the interview that while there 

were routines in place, Case #1 did not always adhere to them and displayed some 

levels of disorganisation as “mum keeps track of everything and reminds us of what 

we’ve forgotten”. However, it seems from the interview information obtained that 

some of this young female‟s disorganisation might arise from confusion over 

routines. For example, she commented that after preparing her necessary school 

equipment “Mum and Dad put all our stuff in our bags, but we get it out and put 

everything on the table”. Thus, it may be that although attempting to organise herself 

this additional assistance from her parents may contribute to her levels of 

disorganisation. 

The disorganised behaviour manifested by this young female is also evident in her 

attempts to complete homework assignments. For example, when asked if she has a 

general plan for tackling homework assignments she responded “I normally leave it 

until the last minute – the night before”. It was clear that Case #1 did not plan her 

homework assignments and had very little idea of the steps necessary for completing 

such assignments, even though these were very structured and instructions for their 

completion had been given by teachers. Consequently she “spent a long time 

working on irrelevant parts” and did not “get them in on time”. Having said this, she 

was however, always ready with “lots of excuses”, which in some way suggests that 

she is aware of organisational expectations.  

When asked about lessons in a typical school week, this young female presented a 

very confused awareness. For example, she was not sure how often specific lessons 

occurred: “We have food once every two weeks, no once every week – I think. We 

have Indonesian, I think once a week”. When asked about Science she replied “I’m 
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not sure about Science, I think we have it twice a week”. There was similar confusion 

and disorganisation pertaining to daily routine school activities. For example, she 

stated that “school starts at 8.30” when in fact the school day begins at 8.40 am. She 

was also of the opinion that the school recess bell rang at different times of the day 

throughout the week, “between 10.40 and 11 o’clock – something like that”. 

Similarly, she stated that “lunch is at 1 or 2 o’clock and sometimes goes for an hour 

or less”. Later during the interview Case #1 manifested further evidence of her 

confusion over recess times by stating that “I don’t know when the bell goes 

everyday and when lunch and recess are, I just follow everyone else”. Although she 

has attempted to address this by highlighting her diary using different colours, she 

“didn’t know what each (colour) represents”. 

Case #1 also reported that she experiences “frustration” and gets “upset” as a result 

of the difficulties she experiences when teachers change the focus of a task or ask her 

to switch to a different (or related) task. For example, in a recent lesson she got 

annoyed because “I was halfway through a question and thought I was going to get it 

right and I’m excited”. Then the teacher switched tasks and she “couldn’t do the next 

one” because she was “still thinking about the prior task”. Thus, Case#1 typically 

experiences great difficulties when routines are involved, and when undertaking 

tasks in class are interrupted, this leads to feelings of frustration and fretfulness. 

Managing personal belongings is a very important behaviour for secondary school-

aged school students‟ everyday academic and social functioning and this young 

female reported numerous instances of mismanagement, which resulted in 

disciplinary action. The most frequent mismanagement of materials has been in 

sport, where Case #1 has left her uniform “in the car” or “forgot to pack it”. During 



135 

 

some periods of time she has “forgotten it three times in a row”. Her management of 

routine matters involving personal belongings is not just confined to sport as she 

reported that “I forgot stuff for most of my classes – maths book and calculator a 

lot”. In addition to this she mentioned that when she does bring equipment to class, 

“half the time I don’t bring the right stuff”. In an attempt to assist, Case #1 has a 

locker and has uses a carry bag. However, as she reported the bag “doesn’t work” 

and her locker is “messy”. 

Case #1‟s disorganisation, especially regarding personal school equipment has, on 

many occasions, resulted in her getting into trouble with her teachers: 

More often than not it’s in my science class because I have two 

files for science and one’s my temporary file and one’s my real 

file and I get work mixed up and bring the wrong file and my 

science teacher gets mad. I get mixed up. I didn’t put them 

together because I didn’t have room because we have so much 

paper. 

Case #1 is clearly aware that she is disorganised because when asked if she thought 

she might get better in terms of becoming more organised she replied “I’ve got used 

to being disorganised and having messy stuff”. However, as she communicated 

earlier in the interview she always has excuses for this kind of behaviour. 

When Case #1‟s teacher was invited to comment on her school organisational 

behaviour, she pointed out that her (i.e., Case #1‟s) understanding of time tabling 

“was inaccurate” even though she knows how to tell the time, that she “focuses on 
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irrelevant parts”, gets “distracted easily”, has “little academic resiliency” and if “she 

finds something hard, then she stops.” 

In summary Case #1 believed that she was well organised but her routines and 

preparation for getting ready for school were instigated and closely monitored by her 

mother. This student experienced difficulties staying focused on homework 

assignments, keeping track of her lessons at school, and getting to the correct 

classroom on time. She was not aware of the correct bell times for classes and her 

disorganisation often resulted in personal frustrations and disciplinary action from 

teachers.  

Case Study #2: State Secondary School Year 8 Male 

This young male secondary school student has no official records regarding 

attendance issues and/or referrals within school or to external sources for behavioural 

and/or learning issues. The participating teacher reported that this young male is in 

the school‟s extension programme and is considered “gifted and talented”. At one 

stage he was part of a university Mathematics problem solving extension programme 

but withdrew because of difficulties in managing school and university work 

together. 
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Empirical Findings 

 

Figure 16: Box Plot of Study Two Scaled SDS Scores with Case Study 2 Scaled SDS 

Score 

As can be seen in the box plot (Figure 16), Case #2‟s profile shows that this young 

male‟s SDS scaled score (1.70) occurs in the upper quartile of Study Two‟s SDS 

scaled scores. This suggests that this student‟s teacher rates him as highly 

disorganised.  

Case Interview 

This young male does not seem to have personal routines to get ready for school. 

Rather he relies on his mother: “I think I get up at seven, mum wakes me, she gets 

mad and tells me to hurry up, aahhhmmmm eat breakfast, mum drives me to school”. 

When asked about organising his school related equipment or having routines for it 

1.70 
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he gave the impression of being very spontaneous, rather than organised: “I just grab 

my bag – most of my stuff’s in it”. 

Similarly, when it comes to assignments and homework, disorganised behaviour is 

manifested by this young male. This may be mediated to some extent by his 

giftedness, particularly in Mathematics. For example, he does not seem to have any 

plan or routines, “I just do it. In maths it’s easy. I just do the questions. I didn’t know 

you had to plan. What’s a plan?” What became evident, however, was that Case #2 

experiences difficulties with some of his assignments and does not have any routines 

to follow when this situation arises. He stated that “If I get stuck I just leave it and go 

do something else, like watch TV. I then just hand it in. I forget I haven’t done it”. 

He also commented that he tends to just “see the answer” when working on 

problems, but if he works on it, then it is usually “messy”. Thus, he tends to simply 

write the answer, but in doing this “he gets into trouble with the teachers”. When 

asked if he used a diary to help him organise his school related work he replied “Nah, 

I just remember. I’m meant to use a diary but I can never find it”. Thus, it seems that 

the school and his parents have tried to help him become more organised, but this has 

not worked. 

When asked about a typical school week, Case #2 demonstrated a strong awareness 

of the subjects he took. However, he then qualified his statements by adding “I just 

don’t know what days I have them”. In an apparent attempt to address this, he added 

“I just keep everything in my bag”. When the interview extended into discussion 

about daily school routines, Case #2 demonstrated confusion stating that “I think 

school starts at 8.30” (when it actually begins at 8.35 am), “ahhhh, there’s six 

periods everyday” (when in fact there are five on Wednesday‟s) and “I think school 
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finishes at 3.10, yes 3.10 – someone told me that. I don’t really know but it doesn’t 

matter”. This young male‟s lack of organisation in relation to timing and lessons was 

further demonstrated in his everyday functioning as follows: 

I don’t know when all the times are. I just follow my friends 

or go on the bell. Lots of times I go to the wrong class 

because I’ve followed my friends and they’re not in my class. 

Case #2 reported that he gets into a lot of trouble because he goes to the wrong 

classes. This is because he gets “confused about what he is meant to be doing”. This 

also generalises to classroom lessons where he frequently gets into trouble for not 

having the appropriate equipment with him or because he is using the “wrong book” 

for the activities being covered in class. He stated that “he didn’t realise they were 

doing these things, but most of the time it’s OK because I just guess or catch up 

because work is easy”. 

Case #2 typically experiences great difficulties when routines are involved and when 

these routines require the management of equipment. Indeed, managing personal 

belongings is one of the main issues in the everyday functioning of this young male. 

When asked to describe a situation when this has happened recently he simply 

replied “I get into trouble all the time”. 

Case #2‟s disorganisation with routine daily activities is clearly evident: “I thought 

my stuff was in my bag, but when I look for it it’s not there. But then it’s in my bag 

other times”. This is clearly problematic for Case #2 and he expressed a desire of 

“wanting to get better”. This young male reported many instances of 
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mismanagement of belongings, which resulted in disciplinary action such as “yard 

duty”. His most frequent mismanagement of school materials is with books, 

particularly in Science. Case #2 acknowledges his difficulties in this area by stating 

that “I need to tidy my bag”. However, he gets around this by “talking my way out of 

it”, “having excuses ready”, or “pretending I have it”. Indeed, having excuses ready 

to cover his disorganisation seems to comprise a large proportion of his everyday 

activities as it also generalises to homework assignments – “I tell them I will bring it 

tomorrow”; “I told her I had done it but hadn’t. So I did it quickly that night”. Case 

#2 is very aware of his disorganisation and has attempted to address it by talking to 

his teachers when homework assignments are given to make sure he knows when it 

is to be completed by. But as he stated “I’m not sure where it goes. I think it’s in my 

bag but it’s not. I think I could do better if I didn’t rush it.” 

Case #2‟s disorganisation, especially regarding homework has on many occasions 

resulted in him getting into trouble, not only with his teachers but also with his 

parents: “They phone my mum and she keeps asking me if I’ve got homework”. This 

not only leads to Case #2 often blaming himself and becoming angry – “I get mad at 

myself” – but also in him being distracted and “doing something else”, “doing it (the 

homework) but not finishing, and then not going back to it to finish”. 

When Case #2‟s teacher was invited to comment on his school organisational 

behaviour, she showed surprise that Case #2 had such a misunderstanding of school 

and lesson times. It was clear that his mother was very supportive but she was very 

concerned that her son was under achieving. Case #2‟s difficulties in coping with the 

maths extension programme, even given his giftedness and his liking for school, may 

be a consequence of his high levels of disorganisation. 
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In summary, this young male was characterised by a high level of disorganisation, 

which adversely impacted on his school routines, assignments and homework. He 

had made attempts to remedy his disorganisation by keeping everything in his school 

bag but he still reported getting in trouble from teachers for not bringing the right 

equipment to class. He explained his bag was messy and equipment tended to go 

missing from it. Case #2 was not aware of what the bell times were for school and 

reported following his friends to know when to go to class and what class to go to. A 

diary was of no use to him because he could never find it.  

Case Study #3: State Secondary School Year 9 Female 

This young female secondary school student has no official records regarding 

attendance issues and/or referrals within school or to external sources for behavioural 

and/or learning issues. 



142 

 

Empirical Findings 

 

Figure 17: Box Plot of Study Two Scaled SDS Scores with Case Study 3 Scaled SDS 

Score 

As can be seen in the box plot (Figure 17), Case #3‟s profile shows that this young 

female‟s SDS scaled score (2.04) occurs in the upper quartile of Study Two‟s SDS 

scaled scores. This suggests that this student‟s teacher rates her as highly 

disorganised.  

Case Interview 

This young female demonstrated that routine is part of her everyday functioning: 

“Wake up at 7pm. Procrastinate for five minutes. Then go to the kitchen to have 

breakfast with my brother. Done by 7.40, then it’s hair straightener and make up”. 

Waking up at the same time each day was a result of using her mobile phone as an 

alarm. She also reported that “the night before I get my school uniform ready”. 

2.04 
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However, she then revealed that in the 10 minutes she has in between completing her 

school readiness tasks and catching the 7.50 am train there are a number of “last 

minute things” such as “pack my bag” and “get my lunch” suggesting that she may 

not be as well organised as she first appears. 

When it comes to assignments and homework, Case #3 seems to show some 

disorganisation. For example with reference to her last music assignment (she reports 

really liking music and has played violin for eight years) she stated 

I didn’t know I had to go to Bridgetown (a small rural town) for a week 

and a half so I had no internet or phone and I cried because I couldn’t do 

it. So I had to do it the night before it was due. I wouldn’t be surprised if 

I failed it. 

Having made this comment Case #3 then went on to explain that she did not 

complete some parts of the assignment because she didn‟t understand them – “But 

they were only worth a few marks”. Thus, maybe there is some rationale to her 

approach to assignments? While she states that “I don’t really plan my assignments”, 

she does report having a general plan to completing assignments, “beginning with the 

things I know, then researching things I do not know”. 

When asked about her timetable in a typical school week, this young female 

responded “Oh hang on, let me look at my timetable”. When asked not to look at her 

timetable by the researcher, she listed her typical daily school lessons period by 

period. Throughout this recitation Case #3 was continually distracted, referring to 

attributes of various teachers and what career she wants to pursue. When the 
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interview extended into a discussion of timing of daily routine school activities, Case 

#3 demonstrated confusion relating to school times. She stated “I have no idea when 

school starts”, and then “I don’t know times of the day, I just check my diary and 

follow the bell”. Finally, she added that she did not know what time school finished. 

Thus, it appears that while this young female can cite the daily lessons she follows, 

she actually has little, if any, awareness of their timings. 

Case #3 reported that she gets “really frustrated” when working on one task in class 

and then being told to work on another. This young female communicated that “I’m 

one of those people who get very focussed on a task and I can’t change my focus – 

it’s really hard.” She also admitted to getting into trouble with her teachers for not 

bringing necessary items to class. This is because she is “very very forgetful”. Case 

#3 was well aware of her difficulties with this, but qualified her earlier statement by 

adding “I don’t mean to do it. It’s just that if I’m stressed out I forget it, or if I’m 

freaking out… or if there’s a lot on”. She then stated that she had been thinking about 

this difficulty and how to “fix it”, because “it stresses me out because I lose marks 

and I’m not doing as good as I could be doing”. 

This is not to say that Case #3 does not have well established routines designed to 

assist her overcome her disorganised behaviour. For example, Case #3 reported that 

she rarely gets into trouble with teachers for losing schoolwork or homework: “I 

make photocopies. I have been doing this since my extension class in Year 8 because 

I find it better if I have two copies – because there’s a spare when I lose it”. She even 

has “a file at home where I have all of my task sheets – I just have to”. This young 

female also appears to have a sense of time, in that she commented that she had a 
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mathematics assignment due on Friday. However, this does not mean that she will 

meet this deadline. 

Case #3‟s teacher reiterated much of what Case #3 had said when she (i.e., the 

teacher) was invited to comment on this student‟s school organisational behaviour. 

The disorganised behaviour of Case #3 was well known, as were the strategies she 

employed to overcome these difficulties (mobile phone alarm, reminders on Face 

Book). The teacher also explained how very concerned and cooperative the parents 

had been with the school by implementing home based strategies such as “to do lists 

with coloured stickers”. However, there were many examples of Case #3‟s 

disorganised behaviour in the home context, including the bedroom which is “a 

mess”, containing “too much stuff”. 

In summary, Case # 3 did have routines to get ready for school that were often timed 

but some important behaviours were not included in these routines (e.g., making 

lunch). What was evident in this student‟s disorganised behaviour was a lack of 

planning and the inability to change focus within and between tasks. Case #3 had 

attempted to address her disorganisation and some strategies had worked well for 

her. These included photocopying each assignment so she had a spare copy to lose. 

Case Study #4: State Secondary School Year 9 Male 

This male secondary school student has no official records regarding attendance 

issues and/or referrals within school or to external sources for behavioural and/or 

learning issues. 
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Empirical Findings 

 

Figure 18: Box Plot of Study Two Scaled SDS Scores with Case Study 4 Scaled SDS 

Score 

As can be seen in the box plot (Figure 18), Case #4‟s profile shows that this young 

male‟s SDS scaled score (2.63) occurs in the upper quartile of Study Two‟s SDS 

scaled scores. This suggests that this student‟s teacher rates him as highly 

disorganised.  

Case Interview 

Case #4 reeled off his daily routine without hesitation: “Umm, it would be wake up 

(7am), then check my phone, check my Face Book, have shower, have breakfast, no 

get dressed first, watch TV, jump on my bike and then ride to school”. When asked 

about his school bag and equipment, he demonstrated a lack of preparedness and 

planning by responding “I don’t really pack my bag, it’s basically whatever is in 

2.63 
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there”. Similarly, when it comes to school uniform this young male admits to having 

very little thought or planning “It’s usually in the wardrobe – I just get it out”. What 

became very evident during the interview was that Case #4 had a very limited 

awareness regarding times surrounding daily school tasks: “I have no clue what time 

school starts, I just go when the siren goes”. This was an interesting comment in that 

the school employs two separate sirens, the first warning students that lessons will 

soon be starting and the second to signal lessons are starting. Case #4 only mentioned 

the one siren. 

When asked to think about the plan he had used to tackle his last homework 

assignment, Case #4 thought for a very long time and then said “I have no clue. I’d 

say it’s my computer science class, the assignment is due tomorrow. I haven’t started 

it yet. I won’t get it done”. Moreover, when asked about planning in general he 

simply replied “I’ve never planned an assignment, never handed it in on time”. This 

lack of planning and failure to meeting deadlines was a great difficulty for this young 

male, even with the subjects that he liked (e.g., “I like Accounting but I’m still 

handing assignments in late”). Indeed, at the time of the interview he had three 

overdue English assignments. It was also observed throughout the interview that 

Case #4 was very distracted and continually balanced papers on the back of his 

hands. 

When it came to discussing his lessons during a typical school week, this male 

responded “I have no idea when I’ve got what. I basically, well, ask people when I’ve 

got what class and they tell me”. This lack of organisational awareness was also 

demonstrated in his planning for such daily lesson activities in that he brought all 

equipment to school every day. When asked how he ensured this happened he replied 
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“I just don’t take it out of my bag”. This was also evidenced in Case #4‟s awareness 

of how the typical school day was organised. In a very short response to the question 

he stated “I don’t know any bell times. I know school finishes at 2.52. There’s six 

periods, then there’s five periods when school starts later on Wednesday”. 

Case #4 reported that he becomes “annoyed” when working on one task in class and 

then being told by the teacher to work on something else, especially in Computer 

Science. The reason for this being “I do better when I can keep working on 

something. I’m easily distracted”. As a result of having to switch tasks Case #4 finds 

that the work becomes “overwhelming and frustrating”. Consequently he rarely 

completes tasks. Being easily distracted appears to be a frequently occurring issue for 

this young male irrespective of the setting: “Even when I got put in the isolation 

room I got distracted”. 

When asked if he ever got into trouble with teachers for not bringing the necessary 

equipment to class he responded “Not really. I get into trouble for not handing in 

assignments but I’ve always got my equipment because it never leaves my bag”. 

Thus, in some ways this young male‟s behaviour is disorganised (i.e., assignments) 

but organised (leaving everything in his bag). However, he did admit to frequently 

getting into trouble for losing homework, which inevitably led to him being placed in 

detention. Furthermore his “parents have been called and they tell me to do it” (i.e., 

homework). One of his strategies for dealing with this is to “talk my way out of it”. 

However, in employing this strategy he becomes further disorganised in his thinking 

and gets “confused”. Case #4 did reflect on how he has personally “gradually 

improved” his organisational behaviour towards homework over time: “I’ve gotten 
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better. In Year 8 I lost everything. I didn’t hold on to anything so I started teaching 

myself by not losing it”. 

According to Case #4‟s teacher he has very little to say, is easily distracted and 

appears to lack motivation. The teacher added that this young male has attempted to 

improve his organisational behaviour “but he just does not know how to organise 

himself”. 

In summary, Case #4 had established routines for getting to school but it was a lack 

of preparation prior to this that caused him difficulties (e.g., not packing his bag). A 

lack of awareness of school and lesson times, and homework/assignment deadlines 

contributed to his daily disorganisation. Furthermore, it was these kinds of 

behaviours that resulted in disciplinary action against this student.  

Case Study #5: State Secondary School Year 10 Female 

This female secondary school student has no official records regarding attendance 

issues and/or referrals within school or to external sources for behavioural and/or 

learning issues. 
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Empirical Findings 

 

Figure 19: Box Plot of Study Two Scaled SDS Scores with Case Study 5 Scaled SDS 

Score 

As can be seen in the box plot (Figure 19), Case #5‟s profile shows that this young 

female‟s SDS scaled score (1.51) occurs in the upper quartile of Study Two‟s SDS 

scaled scores. This suggests that this student‟s teacher rates her as highly 

disorganised.  

Case Interview 

It appears that this young female has established routines that she is aware of but 

applies a retrospective timing to these routines if they are altered. That is, she has a 

routine which is dependent on the need to undertake various actions. This is 

illustrated in the following quote she made: 

Go have a shower, have breakfast - if I have time. Go get changed, get 

my uniform and stuff for school. Brush my teeth and do my hair. Then 

1.51 
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walk to bus stop. I get up at 6.05. If I don’t wash my hair I get up at 6.20. 

If I haven’t finished my homework - its 5.30. 

While the information shows that Case #5 is seemingly organised the fact that she 

sometimes has to get up much earlier because she has not finished her homework 

suggests otherwise. This assertion is supported by the comment she next made when 

asked about homework assignments: “I mostly leave it until the last minute”. 

Furthermore, with reference to homework assignments Case #5 reported not being 

organised, saying “I don’t really plan, I just get a task sheet and do what it says”. 

However, after thinking for a while she gave an example for English assignments 

where she is required to “choose a topic, then write a draft, then proof read the 

work”, thereby demonstrating that she does understand what is required in the 

planning process in this subject. When asked if she did follow the planning sequence, 

she said that she actually didn‟t as “she doesn’t really do drafts” and that she “mostly 

leaves it to the last moment”.  

When asked about a typical school week Case #5 had a unique way of organising 

herself towards lessons. Unlike the others case studies who had all tried to recall their 

lessons sequentially, Case #5 said: 

On Mondays I have everything. On Tuesdays everything except Science. 

On Wednesdays, everything besides French. On Thursdays Sport and 

everything besides S+E. On Fridays it’s everything besides maths – I 

have a seminar class instead. 
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Having this level of organisational awareness of lessons, does not guarantee total 

organisation, however. Case #5 reported that “I lost my timetable – I keep losing it. I 

usually ask my friends and then work out what I have”. 

When asked to describe a typical school day Case #5 admitted that she did not know 

the school‟s bell times. Furthermore when she cited what she believed were the 

school‟s start and finish times, she was incorrect. This disorganisation to time 

continued with regards to her lesson sequences where she forgot to include specific 

aspects of her timetable (e.g., Form time). Thus, as in a number of the other case 

studies included in this chapter, it appears that while this female can cite certain 

aspects of daily lessons, she actually has little, if any, awareness of their timings. 

Case #5 reported that when asked by teachers to switch from one task in class to 

another she “just does it”. She added that “I probably haven’t finished what they 

asked me to do but it probably doesn’t matter much”. She admitted to getting into 

trouble with teachers for not bringing the necessary equipment to class, especially in 

mathematics, because “I usually forget my book and calculator”. This lack of 

organisation seems to come down to her making the wrong decisions. That is, she 

reports having a small bag and because “everything will not fit in it” she only “brings 

what I think is needed most – I bring my note books first but maybe not my text books 

because they are so heavy. Sometimes though, I just forget”. Case #5 is well aware of 

her difficulties with this, and added that she just wants to get better at being 

organised. She also suggested how she might go about this: “Maybe I should pack my 

bag the night before”. 
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Case #5 reported that she gets into trouble with teachers for losing schoolwork or 

homework “quite a bit”. With reference to this she added “I really need to be more 

organised”. She then described a recent incident where “she lost a task sheet in 

French and had to work and look at someone else’s”. These kinds of incidents lead 

Case #5 to become very annoyed with herself and resolve to improve her 

organisation. However, she immediately qualifies her resolve by adding “I want to 

bring a file to school but it does not fit in my bag, so I just chuck the sheet in my bag 

and it gets lost – with all the other stuff”. 

Case #5‟s teacher reiterated much of what Case #5 had said adding that the student 

herself does not want anyone to help her organising her school work and activities. 

In summary, this young female had well established routines but seemed to leave 

them until the last minute, primarily from a lack of planning. Case #5 confirmed that 

she was unaware of the school and lesson times. It should be noted that although 

there was a level of organisational awareness, disorganised actions such as losing a 

timetable, impacted heavily against her ability to organise herself on a daily basis. As 

with other students, these issues often resulted in disciplinary action. 

Case Study #6: State Secondary School Year 10 Male 

This male secondary school student has no official records regarding attendance 

issues and/or referrals within school or to external sources for behavioural and/or 

learning issues. 
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Empirical Findings 

 

Figure 20: Box Plot of Study Two Scaled SDS Scores with Case Study 6 Scaled SDS 

Score 

As can be seen in the box plot (Figure 20), Case #6‟s profile shows that this young 

male‟s SDS scaled score (1.70) occurs in the upper quartile of Study Two‟s SDS 

scaled scores. This suggests that this student‟s teacher rates him as highly 

disorganised.  

Case Interview 

The initial interview information showed this male has some resemblance of routines 

for getting ready for school each day but they appear to be rather haphazard. For 

example, he “chucks” his clothes on and “any work on my desk I chuck in my bag”. 

Even on school days he has some routines to assist him in his organisational 

behaviour but it seems that they do not always work: “I set an alarm but I put it on 

1.70 
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the other side of the room so I have to get up. It’s set at 6.30 but mum wakes me at 

7”. 

When it comes to assignments and homework, Case #6 reports that he is organised 

and does plan. However, when he qualified this assertion it became clear that his 

concept of planning and what is required by his teachers are very dissimilar: 

If I do plan it’s in my head, to do what I can when I can. I only plan when 

I’m going to do it not how I’m going to do it. I’m a bit unorganised. 

What was very clear from the interview with Case #6 was his disorganised 

behaviour, particularly to meeting timelines. Consequently while his behaviour 

appeared to be impulsive - “I do it last minute”, and “I will work at lunch at school if 

I have to” - it appears to be more a case of not being organised across time. This is 

exemplified in his comment 

If it’s a long way away I forget about it and then remember the day 

before. I don’t follow any steps. I don’t say I’m going to do this and 

this. 

With reference to describing a typical school week, Case #6 demonstrated a strong 

sense of disorganisation in that he had to think about it for a long time before 

responding and then he began by describing the lessons he follows on Fridays. 

However, this description was “I sort of remember my session. On Fridays I have 

PE”. It soon became clear that although this male has a timetable he does not appear 

to be too reliable in keeping it safe: “If I can find my timetable I look at it, even the 

night before to see what I have first”. Rather this male tends to rely on friends to 
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organise him “I ask people what I have. I ask around what my friends have”. This 

lack of organisation towards time and lessons appears to also intrude into his daily 

school functioning. Case #6 was aware of the start and finish times of the school 

days and how many periods comprised each day. However, he stated “I don’t know 

the bell times (for lessons): “I listen for the bell and see everyone else moving”. Thus, 

it appears that this male relies on the organisational behaviour of others to 

compensate for his own difficulties. 

Unlike many of the other case studies in this chapter, Case #6 reported that he is “OK 

switching my focus and changing tasks” when asked by teachers to do so in class. 

When asked by the interviewer to think about a class in which he had recently been 

asked to switch between tasks he could not remember what classes he did. Case #6 is 

well aware of his difficulties with this, and added that he feels that it‟s his fault if 

they change tasks (and he cannot do it) “because he is not quick enough” and 

because he “gets easily distracted and does things without thinking”. 

When asked if he gets into trouble for not bringing necessary equipment to class, this 

male replied “Yep it happens quite a bit”. He went on to describe that this was quite 

extensive: “In maths and lots of other classes I’d forget worksheets. In maths I’d 

never bring my calculator, compass, protractor, and pencil”. Managing personal 

belongings is one of the main difficulties in the everyday functioning of this male 

and it has led to his being placed in detention. Case #6 is well aware of his 

disorganisation and has attempted to address it in a number of ways. Simple 

strategies such as “I’ve got better by reminding myself or writing on my hand” 

through to “I keep everything in my bag and I make sure I put everything back in my 

bag”, have according to this male “helped things to get better”. 
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Case #6 reported that although he did not “really get into trouble” with his teachers 

for losing his homework “they do get annoyed at having to keep reprinting 

worksheets” (i.e., because he loses them). The major difficulty that this male 

experienced was actually handing homework in on time. Like other cases presented 

prior to this, Case #6 admitted “it’s my fault” and then added that he has “lots of 

good excuses for not handing homework in or losing stuff”. As in his previous 

answers, Case #6 hinted that being easily distracted was problematic in his attempts 

to study along with his liking for doing “fun stuff”. 

The teacher‟s comments about Case #6 although very brief, did illustrate an 

individual who “is motivated, tries his best, is very keen to do the right thing and is 

aware of what this is”. One further comment did support the timing difficulties that 

appear inherent in Case #6‟s everyday functioning – “he’s late for school most days”. 

In summary, this young male had some routines but they, in themselves, were not 

very organised. A lack of planning, particularly for meeting deadlines, along with the 

propensity to switch focus and become distracted had resulted in him relying on 

friends for helping him transition through the school day. Case #6 had attempted to 

address his disorganisation by writing reminders on his hand and keeping everything 

his bag, but these strategies had not worked. As a result he had received disciplinary 

action from his teachers.   

Overall Concluding Summary 

An overall summary which attempts to highlight the salient points regarding the 

behaviours of the six mainstream secondary school-aged students identified as 

disorganised will now be presented. This summary is not intended to provide a 
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generalised profile of disorganised students. Rather, the findings from the interviews 

are used to complement what the scaled scores on the teacher-rated SDS may 

encompass from a students‟ perspective.  

A number of consistencies were clearly evident among all of the six case studies, 

with regards to their organisational behaviours. First, individuals believed they had 

routines to assist them to prepare for school, but there was either confusion on their 

part associated with these routines, or they were loosely developed routines to which 

they did not adhere. Many of the case study participants did not seem to grasp and 

retain the routine of the school day and week, and were not able to give the correct 

bell times for lessons. This difficulty in formulating and applying routines was also 

evident in homework tasks, where all of the case studies reported not planning and 

not meeting timelines, which has been identified as most important for school 

survival (Kerr & Zigmond, 1986). The continued failure to meet timelines by these 

individuals and the consequent getting into trouble with teachers can soon lead to 

unpleasant and difficult learning contexts, which compound the organisational issues 

(see Lavoie, 2007; Stein & Chowdhury, 2006). 

Nearly all of the six case studies expressed problems with managing equipment for 

school, a behaviour identified as important for everyday school functioning almost 

30 years ago by Kerr and Zigmond (1986). All of the cases experienced problems 

managing their equipment, were aware of this and employed strategies to assist them 

overcome such problems. However, some of the strategies such as leaving everything 

in school bags may inadvertently exacerbate the problem and increase the individuals 

disorganised daily functioning. Thus, there is a clear need for educational strategies 

that teach adolescents with disorganised behaviour routines, planning, time, task and 
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equipment management. In doing so the design of more individually tailored 

interventions, which can then be applied (and evaluated) in the school setting with 

those characterised by disorganised behaviour might be forthcoming. 
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CHAPTER SEVEN 

DISCUSSION 

The research conducted in this thesis sought to examine the much discussed but 

clearly under-researched trait of disorganisation in the mainstream secondary school-

aged student population. In this final chapter, an overview of the research conducted 

is presented, the implications of the findings are expounded, recommendations for 

further research are proposed and comments on the limitations of the studies are 

given. Throughout the chapter an attempt is made to juxtapose the findings with the 

literature critically reviewed in Chapter Two. 

In Study One Phase One, four focus groups were conducted with a total of 16 

teachers who taught different subjects at schools of differing socio economic status. 

The data produced from these focus groups about the behaviours of students who 

were considered disorganised were qualitatively analysed and ten categories emerged 

from the interview data: Communicating, Collaborating with Others, Focus in Class, 

Managing Belongings, Managing Homework, Managing Time, Preparedness, 

Working on a Task, Developing Routines and Responding to Change. The scope of 

these categories emphasised the wide range of difficulties associated with 

disorganisation. The findings highlighted the inadequacy of available subscales that 

have been used to measure disorganisation in the general education literature, all of 

which contain five or less items (i.e., Disorganisation, Elliot et al., 1999; Preference 

for Disorganisation, Macan et al., 1990; and Disorganised Study Methods, Entwistle 

& Ramsden, 1983).   
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Many of the behaviours described by the teachers in the focus groups were consistent 

with what was found in the general and special education literature: that is, 

behaviours relevant to (dis)organisation are associated with time management (e.g., 

Heisler, 2009a; Britton & Tesser, 1991), communicating ideas (e.g., Shore, 1998), 

class preparedness and management of belongings (e.g., McMullen et al., 2007; 

Goldberg & Zweibel, 2005; Kerr et al., 1986), working with others (e.g., Lavoie, 

2007), the efficient use of class time (Kerr & Zigmond, 1986) and approaching tasks 

in structured ways (e.g., Zentall et al., 1993).  

An important finding from the focus-group interviews was that students who were 

disorganised were described as displaying behaviours associated with the categories 

of Developing Routines and Responding to Change. For example, students who were 

considered to be disorganised were described by their teachers as needing prompting 

to shift their attention from one task to a new task, as having difficulty adapting 

when changes to the school routine were made (e.g., room and timetable changes), 

and as having not developed helpful, personal routines. A review of the study skills 

literature and other literature relating to (dis)organisation in the general student 

population did not reveal any mention of behaviours associated with routines or 

responding to changes. Similarly, instruments developed to measure components of 

organisation in the general education literature have not included items relating to 

responding to change and routines (including the LSA: Williams et al., 1992 and the 

TMB: Macan et al., 1990). Only in the special education literature has the link 

between (dis)organisation and responses to routines and/or changes been made. 

Students with ADHD are noted for being disorganised and as having difficulties 

adjusting to changes in routine (Abikoff & Gallagher, 2008; Houghton et al., 2008; 
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Elliot et al., 1999; Barkley, 1990). Zentall et al. (1993) reported that mothers of 

children without hyperactivity were more likely to establish object placement 

routines than mothers of children with hyperactivity. Gureasko-Moore et al. (2006) 

examined the effectiveness of a self-management intervention to improve the 

organisational skills of students with ADHD and included on a checklist the 

behaviour „follows the beginning of lesson routines‟. Behaviours related to 

responding to changes and developing routines have also been identified in the 

ADHD literature as being associated with disorganisation. The findings from Study 

One indicated that these behaviours are also associated with disorganisation among 

students in the general education population.  

Study One Phase Two involved three teachers completing the SDS-IV for students in 

their Year 9 class. The face validity of the SDS-IV items was evaluated and 

statistical indicators of item functioning were explored. The analysis resulted in one 

item being deleted from the SDS-IV. Additionally, the inter-rater reliability between 

total scores was examined for a class of 24 students rated by their Mathematics and 

Society and Environment teachers using the SDS-IV. The findings indicated a strong 

positive correlation between teacher responses (r = 0.964, p<.001). 

In Study Two, the SDS-PV was completed by 12 secondary teachers for 242 students 

in Years 8, 9 or 10. Analyses based on the Rasch model were used to investigate 

overall item functioning, threshold ordering and differential item functioning. This 

analysis resulted in a refined instrument of 23 items titled the Student 

Disorganisation Scale (SDS).  
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Findings from Study Two clearly demonstrated that it was possible to construct an 

instrument to measure disorganisation that produced patterns of responses that 

matched ideal patterns of responses as specified by the Rasch model. The instrument 

was found to be reliable in terms of internal consistency and it appropriately targeted 

secondary school-aged students in Years 8 to 10.  

The Rasch analysis of the data revealed that items with high affectivity belonged 

primarily to three categories: Developing Routines, Responding to Change, and 

Managing Belongings. As mentioned above, disorganised behaviours that fit the first 

and second category are frequently cited in the special education research literature, 

but are rarely mentioned in the mainstream education literature. This present study 

makes a distinct contribution by showing that students with severe organisational 

problems are also likely to display these behaviours in mainstream school 

classrooms. Items that were shown to have low affectivity mostly belonged to the 

categories Managing Homework and Managing Time. These findings have important 

implications for the design of appropriate interventions and suggest that interventions 

assessed or suggested in the literature do not target the disorganised behaviours 

exhibited by students who are very disorganised. This point is expounded below.  

Interventions that have been assessed in the literature have mostly been limited to the 

special education population (Gureasko-Moore et al., 2006) and conducted within a 

clinical setting (Abikoff & Gallagher, 2008). Interventions for students‟ with a 

learning disability and organisational problems have included teaching students self-

management strategies, such as utilising a checklist to remind them to have the 

required equipment for class and to complete and hand in homework (Snyder & 

Bambara, 1997). Other evaluated interventions have involved direct instruction with 
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time management skills and utilising a digital watch (DiPipi-Hoy, Jitendra, & Kern, 

2009). These interventions have focused on improving behaviours associated with 

the management of time, homework and belongings, rather than behaviours 

associated with developing routines, or strategies for dealing with switching tasks 

and responding to changes in routine.   

There are many suggested interventions for mainstream secondary students who have 

difficulty with organisation in the non academic literature. These suggestions include 

teaching students to organise their equipment, files and lockers; using incentives 

when students bring the required equipment to lessons, using lists to remind students 

of what is needed for lessons, allocating class time to clean desks, lockers, files and 

school bags; teaching students how to use diaries and monitoring this usage, and 

teaching students how to break large projects into smaller parts (Wilcock, 2007; 

Bakunas & Holley, 2001). Other suggested interventions include using planners, 

calendars and wrist alarms, planning collaborative projects and teaching time 

estimation skills (Grskovic, Zentall, & Stormont-Spurgin, 1995); structuring 

assignments with clear directions and steps (Weinfeld, Barnes-Robinson, Jeweler, & 

Shevitz, 2002); direct instruction with how to plan, act, achieve and evaluate goals 

(Foss, 1991); and providing students with organisational aids (Badian, 1986). What 

remain absent again, however, are interventions associated with developing routines, 

or strategies for dealing with switching tasks and responding to changes in routine.  

Thus, interventions assessed or suggested in the literature do not target the 

disorganised behaviours exhibited by students who are very disorganised. 

The SDS produced a scaled measure of disorganisation that was utilised to explore 

group differences across academic achievement levels and between male students 
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and female students. Students rated by their teachers as being lower performing were 

found to be more disorganised than students rated by their teachers as being average 

or higher performing. This finding is consistent with the body of literature indicating 

the organisation is strongly associated with academic achievement (e.g., Proctor et 

al., 2006; Loomis, 2000; Macan et al., 1990). Furthermore, male students scored 

significantly higher on the SDS than did female students across all academic 

performance groups. This finding appears to be the first substantial piece of evidence 

that gives support to claims made in the popular media that, among school-aged 

students, boys are generally more disorganised than girls (Finder, 2008). This makes 

a significant contribution to the limited published research relating to disorganisation 

among school-aged students.  

This is not to say there is no evidence supportive of this. For example, among tertiary 

students, females are more organised than their male counterparts (Downing et al., 

2008; Macan et al., 1990). It contradicts findings by Severiens and Ten Dam (1994) 

and Miller et al. (1990) who found no gender difference for disorganisation among 

tertiary students but these authors relied on a very limited measure of disorganisation 

(i.e., the Disorganised Study Methods subscale, Entwistle & Ramsden, 1983). 

When disorganisation and visual-spatial skills was investigated in 33 Year 9 students 

in Study Three, a non-significant relationship between the two was evident. The 

empirical knowledge regarding the possible cognitive mechanisms that influence 

disorganisation is limited and the findings from Study Three did not shed light on 

this matter. Nevertheless the findings are interesting as they are perplexing. Students 

diagnosed with a NLD show impaired performance on tests measuring visual-spatial- 

organisation (Grodzinsky et al., 2010; Harnadek & Rourke, 1994) and display many 
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of the disorganised behaviours exhibited by mainstream students in the present study, 

such as misplacing work, being late to class and showing difficulty coping with 

changes to routines (Badian, 1986). Findings from the NLD literature suggest that 

visual-spatial skills are associated with disorganisation but the findings from Study 

Three suggest that among mainstream students they are not. Further research 

examining disorganisation among students from general and special education 

populations is needed to clarify the strength of this relationship and whether or not it 

is similar for different student populations.  

To explore the similarities and differences regarding the school related behaviour of 

mainstream secondary school-aged students considered to be disorganised, a number 

of individual empirical profiles were produced (in Study Four) using the SDS. These 

profiles were then further improved using information gathered from semi-structured 

interviews conducted with the students themselves. Generally, there were many 

similarities evident between the profiles produced. Thus, the instrument can be seen 

to have good educational utility. Furthermore, the interview information reinforced 

the many similarities that existed between the six case studies. This fourth study 

revealed a number of additional findings about students who are disorganised and the 

difficulties they experience. 

Overall, the disorganised students tended to report having routines, but when probed 

further it became apparent that these routines were either not well established or were 

initiated at the last minute. Research shows that being organised and having routines 

is important for everyday successful school functioning (Kerr & Zigmond, 1986), 

while behaviours associated with disorganisation have been linked to poor 

educational success (Abikoff et al., 2009).  
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The inability to manage routines across time was also evident in that none of the case 

studies could provide a detailed account of a typical school week or school day. 

Moreover, in instances where information was forthcoming it was very general, with 

narrations from the students sometimes demonstrating they knew (approximately) 

when school started and finished, but could not supply specific details about their 

daily lessons in between. The students referred to having timetables which they kept 

with them (but some had lost them) to help identify classes and their timings. It may 

be that this kind of disorganised behaviour that will affect the quality and functioning 

of students‟ lives beyond school (see Abikoff & Gallagher, 2008). 

In an attempt to overcome their organisational difficulties, including attending the 

correct class on time and having access to the correct equipment when they have 

forgotten theirs, almost all of the case studies reported relying on friends. While this 

current research did not investigate peer friendships and friendship interactions, to 

some extent this finding does oppose the claims by Abikoff and Gallagher (2008) 

that students who are disorganised may experience peer conflict. It may be however, 

as argued by Lavoie (2007), that this kind of “reliant” behaviour that disorganised 

students present with makes them unappealing social partners. Another strategy 

employed by the case study participants to cover their disorganisation was to have 

excuses on hand. 

The disorganised behaviours that characterised the case study students in this present 

research (e.g., mismanagement of time for meeting deadlines, not having equipment) 

inevitably led them to “getting into trouble”, which then resulted in feelings of 

frustration and annoyance. This tentatively supports Stein and Chowdhury‟s (2006) 

assertion that school can quickly become a very unhappy place for disorganised 
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children and lead to conflict with teachers. However, these case studies all seemed to 

have excuses ready for the adverse outcomes of their disorganisation. This is a 

concern as they will be expected to become increasingly more independent and to 

take responsibility for organising and managing their academic studies (Gureasko-

Moore et al., 2006). 

It should be acknowledged that just as in most research studies, there were 

limitations associated with the present research. For example, a relatively small 

sample size (N = 242) was recruited for Study Two. Furthermore, data in this study 

were generated from teacher-reports. While this type of data is powerful as it 

provides a third person perspective, it may not provide intimate insight into the 

disorganised behaviours experienced by students themselves. Additional self-report 

measures (along with parent-report measures) might have provided additional 

information and insight. It should also be acknowledged that there was no 

demonstration of convergent and discriminant validity of the instrument in the 

present study. This must be a strong focus of future research if the validity of the 

SDS is to be established. That an assessment of inter-rater reliability was only 

conducted with a small sample of students during the pilot-testing phase should also 

be mentioned. Further research is needed to establish the reliability of the SDS. 

These are all issues which future research should attempt to address. 

Concluding Comments 

Current curricula such as the International Baccalaureate (IB, 2010) and the 

Australian Curriculum (ACARA, 2010) include organisation as an outcome of the 

education system. A review of literature revealed a need for educational programs in 
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mainstream schools to be developed to assist mainstream students to become better 

organised so that they might improve their academic performance and life 

functioning. At present, many of the interventions for mainstream secondary students 

implemented are anecdotal. This may be due to the lack of empirical based 

instruments available that measure disorganisation in mainstream secondary school-

aged students. Future research is needed to develop and evaluate interventions aimed 

at reducing disorganised behaviours.  

The findings of the present research indicate (a) the range of behaviours associated 

with disorganisation among mainstream secondary school students, (b) that male 

students are more disorganised that female students and that lower academically 

achieving students are more likely to be disorganised than higher academically 

achieving students, and (c) students identified by their teachers as being disorganised 

tend to receive disciplinary action, and experience frustration and stress as a result of 

their disorganisation. The implications of the findings from the present research are 

that interventions must focus on helping students to (a) develop personal routines to 

deal with managing their personal belongings so that they bring the required 

equipment to class, (b) be aware of the structure of the school day including the 

timing of the school bells signalling the start and end of each lesson, (c) develop an 

understanding of the composition of the school week including how many lessons 

are devoted to particular subjects, as well as (d) help students plan to submit 

assignments and homework on time. 

The present research provides educators and health related professionals (e.g., school 

psychologists) with a new, short, easy-to-administer instrument with which to gauge 

a student‟s level of disorganisation. The SDS instrument was developed by following 
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a rigorous sequential construction process and in doing so its items not only reflect 

the key concepts identified in the research literature but also represent the realities of 

students‟ everyday functioning in the secondary school context. Teachers have 

extensive opportunities to observe their students in school and the classroom and are 

well placed to report on disorganised behaviours. The SDS can easily be utilised 

alongside existing questionnaires to help determine aspects of a student‟s functioning 

that might be hindering his/her everyday performance and can also be used to assess 

the effectiveness of programs designed to reduce disorganisation.  

In conclusion, these findings contribute to a developing body of research showing the 

importance of organisational skills in everyday school settings and in life. Heisler 

(2009a) commented that “The most important life skill for the average person, 

however, is the ability to organize and manage their own life to achieve the greatest 

enjoyment, satisfaction and success” (p. 1). The new instrument presented here is not 

only an important development for evaluating student‟s disorganised behaviour but 

may also prove valuable for evaluating strategies implemented to improve such 

behaviour. 
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APPENDIX A 

Study One, Phase One Teacher Information Sheet and Consent Form 

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

May 2007 

Organisational Skills among Secondary School Students  

Dear Teacher, 

The purpose of this letter is to invite you to participate in a research project 

examining organisational skills among secondary school students. It is well 

documented that being organised at school (submitting work on time, keeping track 

of daily schedules and generally managing time well) assists in improving academic 

results for students. An outcome of the research project is the development of 

programs for improving organisational skills. 

We are asking selected teachers to participate, whether they teach students who have 

organisational problems or not. Miss Rebecca Walker from the Graduate School of 

Education at the University of Western Australia is carrying out this research as part 

of her doctoral degree.  

If you agree to take part in the study, you will be asked to participate in a focus group 

interview. The interview will involve discussing and identifying key behaviours that 

students who are disorganised exhibit. Field notes and an audio recording will take 

place during the group interview. The focus group interviews will assist in the 

development of items for a questionnaire which aims to assess students‟ 

organisational skills. 
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All information collected in this study will be kept strictly confidential and only the 

researcher and supervisors will have access to the information. In reporting the 

results, no individual teacher or student will be identified. Results of the assessments 

will be available to you should you request it. 

Your involvement in the study will be purely voluntary. If you do agree, you may 

withdraw from participating at any time without prejudice. 

This study has been approved by the University of Western Australia Human 

Research Ethics Committee. If you have any complaints or reservations about the 

ethical conduct of this research you may contact the Secretary, Human Research 

Ethics Committee, Registrar‟s Office, University of Western Australia, 35 Stirling 

Highway, Crawley 6009 (telephone number 64883703). All participants will receive 

a copy of the Information Sheet and Consent Form for their personal records. 

We hope you participate in this study. While it is expected that secondary students 

possess good organisational skills, teachers and parents know that this is often not 

the case. The results will lead to the development of a school-based program for 

improving organisational skills. If you have any questions about the study please feel 

free to contact Rebecca Walker (9371 7354), Dr Sarah Hopkins (64882394) or 

Professor Stephen Houghton (64882391).Please complete the consent form attached 

and return it to Rebecca Walker at the arranged time. 

Yours sincerely 

 

______________________ ___________________ _______________________ 

Dr Sarah Hopkins  

Supervisor 

Grad. School of Education 

Prof. Stephen Houghton 

Supervisor 

Grad. School of 

Education 

Rebecca Walker 

PhD student 
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GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

May 2007 

Organisational Skills among Secondary School Students 

PERMISSION TO PARTICIPATE IN A RESEARCH PROJECT 

I……………………………………………………………………, Teacher 

(name) 

at……………………………………………………………………………….. 

(name of school) 

have read and understood the information on the above named research study and 

have discussed any queries that I may have, and agree to take part in the research 

program. 

I understand that the research is being carried out by Miss Rebecca Walker, a 

Doctoral student with the Graduate School of Education at the University of Western 

Australia under the supervision of Dr Sarah Hopkins and Professor Stephen 

Houghton. 

I am aware of the procedures involved in this study. I am aware that the interview 

will be audio-taped. 
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I freely chose to participate in this study and understand that I can withdraw at any 

time without penalty or prejudice. 

I understand that no names will be used in any results or publications arising out of 

this study and that all information collected will be treated in strict confidence. 

If at any time I have any questions or concerns about my school‟s involvement in the 

study, I can contact Rebecca Walker (9371 7354), Dr Sarah Hopkins (64882394) or 

Professor Stephen Houghton (64882391). 

The Human Rights Ethics Committee at the University of Western Australia requires 

that all participants are informed that, if they have any complaint regarding the 

manner in which a research project is conducted, it may be given to the researcher, or 

alternatively to the Secretary, Human Research Ethics Committee, Registrar‟s 

Office, University of Western Australia, 35 Stirling Highway, Crawley 6009 

(telephone number 64883703). All participants will receive a copy of the Information 

Sheet and Consent Form for their personal records. 

I hereby agree to participate in this research study. 

 

Signed…………………………………….Date………………………. 

(Teacher‟s signature) 
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APPENDIX B 

Transcript of focus group interviews 

Focus Group One Details 

Date   Tuesday 26/6/2007 

School Code   01 

Interview Time 30 minutes 

Location  Mathematics Department Office 

Participants  0101, 0102, 0103, 0104  

Attendance  Participants and Researcher 

Consent Written consent completed and submitted by all participants. 

School provided written consent via email. 

Recording  Digital audio recording and notes taken. 

Researcher(R): What I wanted you guys to think about is have you taught any kids 

that you would consider as disorganised and if you have, can you think of the main 

behaviours that they did that made you think they were disorganised. So what have 

you actually seen inside or outside the classroom to make you say that they were 

disorganised? 

0101: Ok so the things I thought about and the things I have seen are getting to class 

late to start with, not having rulers say, paper, pens, not being able to find previous 

day‟s work because they hadn‟t filed it properly. They were the things I thought of 

first up. 

R: Do you think there‟s any misbehaviour that comes with it? 

0101: Oh can do, its time wasting and disruptive. 
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0104: With the time wasting, I‟m thinking of a student who was very disorganised 

that I taught would get easily distracted, leave the class to go to the toilet or fill up 

their water bottle, they didn‟t settle well in class. 

0103: They would always leave things in their locker and have to go back to get it. 

0102: Always an excuse for homework not being finished. 

R: Were those excuses do you think acceptable? 

0102: No you could see straight through them, they were trying to get out of it. 

0104: Not acceptable but to the student they were often acceptable. To them they 

couldn‟t see why it was unacceptable. The fact that they constantly lost things, didn‟t 

have their calculator or didn‟t have their equipment present to be able to do it was a 

reason why they couldn‟t do it rather than their behavioural problem. 

R: Did you all have anything to add with behaviours of disorganised kids? Like how 

do you think they work in class or on a standard test? 

0103: They can‟t start the test, they can‟t organise and focus their thoughts at 

anytime. They struggle to complete any task so they don‟t get the test finished. They 

don‟t usually know enough to get the test finished anyway.  

0104: But they often will miss certain steps. Disorganised students, because maths is 

often a set process, where you got to do this step to do this step, they‟ll do the first 

step then kind of lose stuff in between and not end up with the final step. Their 

thinking is disorganised. Does that make sense? 

R: Do they hand in assessment/homework on time? 

0103: No it‟s usually at home. 

R: Do you think most of them use a diary or something to help them be organised? 

0101: I think diaries seem to be the first thing they stop doing because they‟re 

spending all their time trying to do stuff that needs to be handed in or marked at the 

time when they need to be filling in their diary. That the diary is the first thing to fall 

behind. 
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0103: I think they become accountable too and they don‟t like that. Without a diary 

they‟re not accountable. They just forgot and that‟s almost acceptable but if it‟s 

written in their diary they‟re accountable to it and they don‟t want that so it‟s better 

to just not have a diary. 

R: Have you guys done anything to support these disorganised kids? Is there 

anything you‟ve done that has or hasn‟t worked? 

0101: With lower ability kids I keep all their work for them so they don‟t lose it, then 

hand it out again. You know I might supply them with calculators each lesson or 

rulers each lesson or pens. If I have a large group of low ability students I tend to do 

that but if I only have one or two kids I don‟t tend to do that. 

0103: I will stand over kids who I know can‟t get it written in their diary and check 

that their homework is written in where I won‟t do it for other kids. 

0102: I‟ll check individuals work rather than the whole classes work. There‟s been 

one girl who I've been checking for weeks on end just until she starts getting work 

finished. 

R: Do you think their disorganisation affects them academically? 

0101, 0102, 0103, 0104: Yes (together). 

R: With the girl you were talking about, do you think that if she was more organised 

do you think she could improve academically? 

0102: Yes. They interact well when you‟re up front asking questions, some of them 

are actually quite bright and they can answer questions but getting it down on paper, 

they just can‟t organise that. So they get lost from here to there. 

0104: They‟re often limited because they just don‟t have the right equipment for the 

lesson. So if their calculator isn‟t there and you‟ve already given out your two or 

three stash then they don‟t have one. A lot of the skills that there were to learn, they 

just can‟t learn for that lesson. So through their disorganisation often they are 

limited. 
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R: How do you think disorganised students deal with changes in the school routine, 

timetable changes as assembly, sports days, room changes and so on? Any sort of 

disruption to their normal routine. 

0104: Badly. 

0103: Yeah they deal with it badly but they don‟t realise they do. They lose focus but 

most kids do but disorganised kids will lose focus more quickly and to a larger 

extent. They don‟t realise that they do. 

0104: They‟re the ones that will take half an hour to find the room changes. 

0101, 0102: Yes (together). 

0104: So they‟ll be wandering round the school with no idea and they don‟t have the 

skills to go to the right spot to find it. So in a way it works for them. 

0102: It works in their favour. They like the idea that they have a legitimate excuse 

as they see it. They like not bringing their equipment or being late as they like getting 

this of that person and this of another person, they like doing that as it just gives 

them more of an excuse to get out of work. They also like sitting next to different 

people if they‟re late. 

0101: It‟s just distractions they have in a class that they might not normally have in 

another class. 

R: So out of the maths classroom, what do you think disorganised students have 

difficulties with?  

0102: So out of the class? 

R: Yes, so it could be lunchtime, recess, home, and so on. 

0101: There‟s a big problem with kids forgetting lunch money and things like that. 

So they‟re disorganised with their food for the day. 

0104: Some students I‟m thinking of are quite social students. They are social in the 

classroom, easily distracted, and they are social outside the class so they get along 

quite well with their peers so they vary. The ones that I‟m thinking of they enjoy 

activities, they enjoy other things, along as you don‟t have to force them to focus. 
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0103: Yes force them to focus. 

0104: Focus too much. Can‟t force them to focus too much. 

0102: They appreciate a lack of structure. 

0104: Yes a lack of structure. 

0103: Yes they don‟t need that consolidation. 

0104: They may forget all their gym clothes, forget this and forget that but the actual 

stuff they like, the socialising they can focus. 

R: Are they usually on time to your class and meet deadlines? 

0101, 0102, 0103, 0104: Yes (together). 

0102: It‟s not specific to them, it‟s an issue for them but it‟s an issue for lots of kids. 

R: So what do you put the disorganisation down to? 

0103: Sometimes lack of responsibility. Parents have done everything for them. 

0101: Lack of motivation. Some of the kids can get organised for things they want to 

do. 

0104: An issue which comes up quite a lot here is with separated parents where they 

don‟t necessarily have two sets of gear. This is at dad‟s house and this is mums 

house, now if you‟re a poorly organised student, that‟s really hard to manage for 

ordinary students who have to go between each house for what they need for school. 

Here I do notice with children where they have got two bases that causes an added 

complexity. I guess there‟s that constant changing of routine. They get really 

confused. 

R: What do you think it‟s down to 0102? 

0102: I think it must come back to the home situation, something‟s going on there 

where they are not being shown the right things or they‟re not being encouraged to  

or they are not being forced to or. I think a lot of it comes back to, at school all the 

different areas are trying to get them to take the responsibility and do the right thing. 

Just doesn‟t mean you‟re stupid either. 
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R: Do you think its misbehaviour with disorganised students or do you think they are 

disorganised? 

0102: A combination of both, by being naughty they can get away from the fact that 

they‟re disorganised and they can get out of things by being naughty and it‟s another 

way of shirking the issue. 

R: What would you all say are the key misbehaviours of disorganised students? 

0103: Disruptive and they can‟t focus. 

0104: Disruptive. 

0102: Too social. 

0101: Too chatty. Sometimes they‟re talking when they shouldn‟t be because they‟re 

trying to find out what‟s going. Or they‟re trying to find a pen when they should be 

writing, and so on. 

0104: Inattentive. 

0101, 0102, 0103: Inattentive (together). 

0101: Definitely inattentive. 

R: Do you think they become focused on just one thing, how do you think they go 

multi-tasking? 

0102: They get tunnel vision, in terms of say paper to write on that becomes the 

priority goal and they can only focus on that until they meet their goal. 

0103: Often they can‟t get to that goal though. Often they‟ll be farting around not 

knowing where to get the paper. It takes forever because they don‟t realise that they 

can get a bit of paper if I set my mind to it. 

0104: It‟s hard for them to prioritise what‟s important. It‟s very difficult for them, 

like to do with a piece of paper or pen or anything to prioritise I need to do this to get 

this. And same with the process of listening in class or writing an essay or doing 

anything else, they find it very difficult to prioritise to get the outcomes which they 

need. 
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R: How do you think their problem solving abilities are in general? 

0103: They don‟t have problems. It‟s us who‟s got the problem. That‟s tongue in 

cheek but it‟s true. They‟re okay, they‟re happy. 

0101: I don‟t think they set about to solve problems. It‟s pretty much as it comes or 

something they‟re unhappy with they might do something about it. They don‟t 

foresee problems coming. 

0102: Even the parental contact you have if they‟re not achieving, when you phone 

parents they think its problems coming from our end. So again it‟s not that the child 

has the problem. We‟re doing something wrong. 

0104: But it is the Childs responsibility. 

0102: What are we doing wrong that my child‟s not achieving and that‟s the 

messages coming home from the student. 

R: Do you think that‟s because the students going home justifying their 

disorganisation? 

0102: Yes definitely, I even start to believe them. 

0104: Justifying but it‟s also the fact that their ability to think in another way doesn‟t 

involve problem solving skills. To even put themselves into another person‟s point of 

view, they find that very difficult because they‟re so disorganised, they just can‟t 

think past that tunnel vision. 

0101: Time management is definitely an issue for these kids. 

0103: Yes. 

0104: Huge issue. 

0101: Changes in routine are difficulties as well. 

R: What about their mathematical abilities? Have you taught any students who are 

bright but disorganised? 

0104: Yes I have. They didn‟t do as well as they could have. 
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0102: Yes, not as well as they could have.  

0104: Yeah, no. 

0103: Yes. 

0102: Just because they‟ve got the natural ability they can get by on that. When I say 

get by just can scrape their 55 65 percent or something like that. 

0101: Some of the ones I‟m thinking of are in the top year twelve class and they 

often missed a lot of the steps, they wouldn‟t show the working, just give you the 

answer and it would usually be right, which was annoying. They did seem to do a lot 

of work in their head. 

0102: In my experience the girls seem to do that a lot less.  

0104: Yes I was just going to say that it. 

0102: Here, I was just going to say that all the girls I teach in the applicable class are 

all very, pretty much, methodical, follow the steps, are organised, they‟ve all got 

diaries, they‟re all pretty much planned and things like that.  

0101: Yes, apart from maybe one who might be a little bit … 

0104: When I think of the girls who doing that … 

0103: Definitely more boys than girls. I don‟t have any girls who are doing that. I 

don‟t think they‟re necessarily disorganised kids either. They can‟t their thoughts 

together in an organised fashion but I don‟t think that means they‟re disorganised 

kids. It‟s just that their brain works so fast that they know the answers and just want 

to get them down.  

0102: I think it‟s to do with more laziness, sometimes they‟re not disorganised, they 

can‟t be bothered. So they just give the basics.  

R: What key behaviours do you think that the disorganised student did that the 

organised ones did? 

0104: If they‟re holding it in, just skipping ideas, they would skill usually turn up to 

class on time, they would still usually turn up with most of their equipment, they 
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could explain to you the steps they were doing and things like that. The disorganised 

kid would, if it was the disorganised kid doing that they would usually leave out the 

steps and it‟s the luck of the draw that they ended up with the right answer and they 

would find it difficult to explain to you the steps that they‟d gone through to get it. 

And yet the other behaviours like being disruptive in class and those kind of things, 

so often with students who high ability, leaving out steps and things like that are a 

very different character in the class compared to a disorganised student. 

0102: They aren‟t very focused at times. 

0103: Yes, not focused. I was just going to say that the explanation for going from 

step a to step b, for the disorganised kid they might not be able to get it at all but for 

the other kid whose quite capable, they just think in different ways, same as we do. 

So when they say what they‟re thinking it may not sense to us but if we sort of step 

back and have a look at it, it probably does make sense. A disorganised kid just 

probably can‟t get their act together to get it out.  

R: Do you think disorganisation is a gender thing? 

0103: Boys have more of a tendency to be disorganised to girls I think. My 

experience from going to primary schools when the kids were little was that mums 

definitely did a lot more for boys and didn‟t give them the responsibilities that the 

daughters, at Year Three/Four level to unpack their bag. Oh you know my poor little 

boy can‟t do it I better do it for him. They just kept doing it. Most mums did it for 

girls but less longer than they did it for boys.  

R: Do you think that along the lines that from what you were saying their problem 

solving skills haven‟t developed as they don‟t see much of a problem? 

0104: That‟s interesting because I would have thought that and said from a 

mathematics view that boys are more likely to jump in and have a go whereas girls 

have to be encouraged to use problem solving skill techniques. Ah, and, I think that 

part of it is that encouragement of ideas, girls are more compliant and just want to fit 

in what‟s going on. But I don‟t necessarily think that its organisation and problem 

solving. Yes. 
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R: If you guys were filling in a disorganisation questionnaire, what items or type of 

things would you like to see on the questionnaire to say that this student‟s 

disorganised? 

0103: Do they bring equipment to class, are they on time? 

0102: Are they on time? 

0104: Yep. Do they complete their homework on time? 

0101: Do they follow instructions? 

0102, 0103, 0104: Yes. 

0104: Do they become easily distracted in class? 

0102: Are the always making excuses? 

0103: Is their behaviour in here consistent with other classes? 

R: Do you think they complete assessment items, tests, in the set times? 

0104: I think they complete tests but they leave questions out because there‟s a lot of 

questions they can‟t answer because that haven‟t necessarily got the knowledge to 

answer them from lack of skills that they haven‟t learnt in class. 

0102: I think what they can do what they‟ve done recently but testing a couple of 

weeks work they can do the stuff they did a week ago but not after that, they don‟t 

remember long term. They can‟t follow a revision program. So what 0103 is saying 

is that in sections some of them do quite well and they leave out the rest because they 

can do the questions they‟ve just learnt recently in class. 

0104: But they could be completed in the time. 

0102: But giving them more time wouldn‟t make a difference to them. 

0104: I think it‟s just interesting that disorganised kids with tests and you may or 

may not agree with this but it‟s that they often predict that they will do much better 

than what they have on the test.  

0101, 0102, 0103: Yes. 
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0104: Because they think they have filled in lots of sections and they‟ll predict that 

they‟re going to do very well but in actual fact they don‟t. So they‟ll come out 

thinking oh that was okay and they will get a very poor result.  

R: That‟s interesting because that in line with they don‟t do a lot in class so when 

they do a lot more they think they‟ve done really well. 

0104: It‟s interesting in terms of what students predict how they think they‟ll go and 

the disorganised kids don‟t predict right how they go where the organised kids 

predict far better how they go.  

0102: A lot of them actually believe what they‟re saying though. This is just another 

thing where they‟re a bit out there.  

0103: Yeah. 

R: If you think about the Mathematics in Practice students, they have this big project 

that they have to do, they have to plan the project, time manage it over a period. How 

do you think disorganised students would go with this type of task? 

0103: Hopeless for boys. Cause, with those courses in particular, there‟s too much 

writing for them to have to do and they just so don‟t want to write.  Where girls will 

waffle to the cows come home if you let them. 

0101: I think it works if you break it right down to them. Give them small tasks at a 

time. Like if you given them a big task with not specific questions and instructions, 

it‟s just too much for them. 

0104: No, not a big task. 

0101: They just don‟t want to get going. They just get lost.  

0104: They can‟t prioritise. Boys more than girls. 

R: So do you think if they were given a big block task, how do you think they would 

go? 

0104: They‟d get lost. Their pieces of papers would all be at home. This little bit they 

built, someone would sit on, this other bit of paper got burnt, and so on. 
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0102: Yeah, everything would be at home.  

0101: Especially if they are working in groups, someone has left it behind or 

someone is away, they just don‟t get it done. 

0104: But that‟s where you adapt your kind of skills where you keep it within and 

don‟t let them take it anywhere.  

0101: Yeah. 

0103: Apart from your Ten‟s, do you guys think you have got disorganised kids 

here? 

0102: Not many. 

0103: I‟m trying to think if there is anyone who I teach here that‟s disorganised and I 

can‟t.  

0104: I can think of some, two ladies that I taught, the ** children.  

0101: My foundations classes I think there would be a number of kids who, there‟s 

one girl whose a really nice girl and works really hard in class but she would be five 

minutes late every lesson and is always the last to leave class as well and that‟s not 

because she‟s trying to avoid it, she just can‟t get there on time and is always last. 

The other kids and packed up and she‟s like ugh where is everyone, I better start 

packing up.  

0104: Yes and I‟d say in foundries that I‟ve got some and some in ten maths I have 

got.  

0102: I could probably think of a handful or five.  

0104: Yes. 

0103: They‟re not extreme I would have thought. I can pick some of them who are a 

bit disorganised but not that I really think are err. 

0104: That one (acknowledging nonverbally one of the fore-mentioned students) I 

am thinking of. 

0102: She‟s definitely improved. 
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0104: Yes she has. 

0102: But I think part of that has been motivation. She‟s been motivated to have the 

success and she‟s had a disrupted home life as well, there‟s been a lot going on. 

0104: Yes, that‟s right. That‟s the same family as the one I am thinking of too. I 

think we managed one week where she brought the calculator, and that was first term 

but it hasn‟t continued.  

0101: I would think you‟d find that they are through all walks of life, including here. 

They find ways of getting by. 

0103: I think in some ways kids here are more susceptible to it because mum and dad 

typically are working parents who haven‟t got time to make sure the kids are 

organised in the morning, so the kids are just left to do it.  

0104: Mmm. 

0103: And again mum or dad does it for them because it‟s easier than getting them to 

do it.   
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Researcher (R): What I would like you all to think about is have you taught and 

students that you would consider to be disorganised and if you have, what are the key 

behaviours that these students do that would lead you to think they are disorganised? 

0503: I think from some of the students I have their disorganisation is based on work 

avoidance. One student, she will draw pictures, spend half an hour trying to get 

something out of her desk, get up to get something else out of her pigeon hole, 

instead of getting up all at once. It‟s quite deliberate. Her disorganisation is work 

avoidance. 

0501: Yeah, I‟ve got one. If I see a jacket on the floor, it‟s going to be his. Yes all of 

his things are all over. If I go into his tray, his pencil case is scattered all over, never 

find a pencil, always looking for a new glue, everything that‟s on the floor belongs to 

him. 

0502: The students in my class who are disorganised never have pencils, or its 

always blunt, so they‟re constantly sharpening it, and if they‟re not sharpening it, 

they‟re spending their time looking for a sharpener or ahh readiness is a big thing. 

Sharpeners, rubbers, all that kind of stuff. They will write something then rub it out. 

Nothing ever gets down. 

0503, 0501: Yeah never get stuff down. 

0502: So that kind of thing. 

0503: Yeah that kind of thing I experience constantly, the rubbing out of work.  

0501, 0502: Yeah. 

0502: They often get to class late, I often have to have individual behaviour plan to 

get the kids to line up when the bell goes and make sure that they come into the 

classroom. I have to actually set that up which takes a lot of time and running around 

and follow up. 

0503: Where I am kids actually have to go to a lot of specialist classes and the year 

sevens are given a lot more autonomy. But they also get taken by the teacher in two 

lines and what have you. But the music teacher doesn‟t always take them and that 

leads onto art, which I have control over, and I can name the kids who aren‟t going to 
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be there on time. It seems to be because they‟re too busy trying to find all the things 

they had in music that they have left lying around and haven‟t been responsible for, 

cause that‟s what it is, they don‟t have a sense of responsibility for their own things, 

they leave their jumpers lying around. 

0501, 0502: Yes. 

0503: Or they can‟t find them when they get to class, so they are like oh I‟ve left my 

pencil case, I've left my jumper back at the other class, I have to go back and get it. 

Often that‟s ten minutes gone by the time they have done all that.  

0501, 0502: Mmm. 

0502: I teach a lot of Aboriginal students, so a lot of the time because they have that 

nature of drawing things or leaving things behind, there is little sense of ownership 

and responsibility for their things. They will often come unequipped for lessons so 

that makes it difficult. I don‟t know whether it‟s a cultural thing. I also teach a lot of 

ESL and refugee students who don‟t speak a lot of English. When these students are 

disorganised, it‟s really tough to communicate with them about what is needed and 

how to go about it. They don‟t really understand the behavioural plans, for 

equipment and time, because of language difficulties and newness to our school 

system. They have to be guided a lot through daily routines and expectations, 

especially equipment. This is really time consuming and I try not to get too 

frustrated. Many are still disorganised, even after their language begins to develop. 

It‟s so new to some of them. 

R: So you have mentioned lateness, tell me a little more what this looks like. 

0501: I have got one, the same one that I would say is disorganised, his mum, 

because I was talking to the pre-primary teacher who had him last year and she, said 

the same sort of things. His mum is very, you know you just wonder whether he does 

these things at home, and his mum will come and he‟s playing with the mobolo, and 

she‟s you know always five to ten minutes late, but shell stand at the door and go 

„come on **** lets go‟ and he will just get up and walk away, just leave it all there. 

She won‟t say anything unless I say look **** you need to come back and pick it all 

up. But there‟s other things, he will just be at the table doing silly stuff, you know, 

crawling under the table or hiding in the book corner, and she will go come on **** 
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it‟s time to go, come on ****, and I will say come on **** you need to get up from 

under the table and go now. You just wonder what goes on in their role modelling at 

home, you expect that this stuff is picked up but you wonder if it has. Is there care of 

consideration for his things or anything else that is his in the home.  

0502: The ones that stay back often and are late to leave class, I know that their 

home lives are quite terrible and they stay back to talk to me about random things 

just to get my attention and just to have someone listen to them. So they are often 

very slow to leave the classroom or the school environment, they will be outside 

playing or running around, they don‟t want to go home. 

0503: My disorganised kids are quite opposite, they are slow to get out of the room 

but that‟s because they want to make sure they have got absolutely everything they 

need because the pressure of homework, you know everything with a private school, 

they need to make sure because if they get home and they‟ve forgotten something, 

they will get blasted but of course they don‟t have the organisational skills to be 

confident in that so they hang around and fuss about so school finishes at 3.15 and 

I‟ve quite often got at 3.30 still got two or three girls, you know, hanging around. 

And then I have also got the opposite of what you saying to the parent who won‟t 

make them pick up things that are lying around, I‟ve got the parent who has 

requested that their child, because they are so disorganised, leave at five past three or 

give them the opportunity at five past three to go and get changed into their netball 

gear for netball training straight after school because otherwise she will be late. So 

therefore she‟s allowing. 

0501: Yeah it‟s the same sort of thing, she‟s allowing them to be disorganised. 

0503: Yes, she‟s giving the girl an excuse, exactly. 

0501: Yeah, **** mum I think gives him an excuse to be the way he is, like people 

pick up for him, and I think that‟s done at home and from what the pre-primary 

teacher was saying, that‟s the impression she got as well.  

0503: Yeah, well it‟s the same thing then because she‟s allowing him to be 

disorganised. This mum she‟s allowing her daughter to take her time to get changed 

rather than dealing with it. 
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0502: Yeah, if the parents are disorganised the kid will be disorganised. 

0501: That‟s probably true in this case, the kids are. 

R: So is that what you would put it down too, if the parent is disorganised, the child 

is too? 

0502: Yes. The parents are disorganised so the kids learn that too. I think it‟s the 

attitude, I can see it. 

0501: Although I‟ve got one child whose a bit the same, very, you know another one 

again where you will find his pencil case lying around everywhere and he‟s always 

lost things, and his mums quite the opposite. She‟s very organised.  

0503: No not in my case. I have several students whose parents are organised and the 

child is not. I think it could only maybe one factor to being disorganised. 

0501: Yeah this student seems to be more day dreamy, in his own little world. Like 

he‟s very slow to finish his work and I have had a real issue with him this term over 

just not finishing work and his mum is really supportive, so yeah. 

0502: Yeah with the work they don‟t produce, I think it‟s sometimes kids who don‟t 

have confidence in their abilities. They have that pressure to perform, you know that, 

ahh, some kids that I have need to do everything perfectly. 

0501, 0503: Yeah. 

0501: You know they are meant to be doing writing and **** isn‟t and I say why 

aren‟t you because he‟s quite capable and he‟ll say because I didn‟t know how to 

spell the word, whatever it was, and so I say think about what you could have done 

rather than just sit there for the last half an hour rather than just saying I don‟t know 

how to spell this word so I‟m just not going to do anything. 

0502: Yeah. So when you were saying before about parents maybe not being 

disorganised and you said its only one factor. You could get the other side of the 

scale and that they are only two factors, the parent and obviously lots of other things. 

0503: I have got one girl whose mother is extremely organised, is extremely 

punctual, and everything must be done like this, so the kid almost gets in a panic 
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about being organised when you are not naturally organised. I don‟t know whether 

it‟s a structural brain thing or. She gets panicked because she knows that I will come 

down on her if she‟s not organised or she leaves her jumper in phys ed or you know 

she gets quite stressed about it and will come up and go oh Ms **** I‟ve lost this and 

err err and will cry because she knows that when she gets home she will get busted 

because she‟s not being responsible for her things. So the pressure involved makes 

her panic and panic leads to disorganisation as well. 

0502: Yes that‟s what I think too. 

R: Having taught across Year One, Two/Three, Seven and the primary years, do you 

think it is a maturity or developmental issue? Do you think they can learn it or „grow 

out‟ of it? What you are saying for Year One, you have in Year Seven. 

0501: I think that unless there is some outside influence, or somebody steps in, or 

something happens along the way, then I think they will stay that way because unless 

somebody intervenes and show them another way, or is driving it, they will stay the 

same. 

0502: With disorganisation, it‟s something big and you have to look at why they are 

doing it. Has something really bad happened and they are doing it for attention, then 

that‟s going to take a long time but if its disorganised behaviour then you can do 

something about it in class. But if there is underlying issues, most of the time there 

are, then I don‟t think it‟s an easily solved thing. 

0503: You obviously see a lot of underlying issues but I don‟t and the 

disorganisation I tend to see and one the girls I have who is severely disorganised is 

ADD and the mother uses the ADD as an excuse for everything. And another girl I 

have has a mother who is highly organised and so she feels pressured and another 

one I have is an intelligent girl who is just very dizzy who will just go what about 

this, look at that. 

0502: So do you think those other type would benefit from help? 

0503: Well she uses her diary and I really push the use of the diary and she uses that 

and um everything but as far as her equipment and her belongings go she‟s got no 

idea where they are. Like you say if I pick something up off the floor, it‟s bound to 
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be her. I don‟t even have to use any other names, I‟ll just go **** is this yours and it 

is. 

0501: Yeah that‟s the thing, jumpers will be on the floor, then picked up and then 

five minutes later they will be there again. And you know I have just picked it up. 

0503: I think there is a maturity things in that way because it‟s like when you were a 

kid, and your parents would say don‟t jump on the couch, you will wreck it and its 

not until you have paid for these things yourself as an adult that you think I am not 

going to jump on that couch I‟ve just paid a thousand dollars for it and I think it‟s the 

same thing with you belongings, you buy the clothes, you look after the clothes. Kids 

have no idea of the sense of responsibility of anyone having to buy the clothes and 

provide for their basic needs and they don‟t have to worry about that because it‟s not 

their responsibility.  

0501, 0502: Yeah. 

R: How do you think disorganised students go on any sort of learning task? For 

example, daily writing, maths, science, etc. 

0502: Very slowly. 

0501, 0503: Yes. 

0503: Or they race through it, they have no sense of structure or any checks. Kids 

can be disorganised because their brains aren‟t sequential and their ideas come out of 

sequence. Yeah, the ones I‟ve got can write up to a page quite quickly but it‟s not, 

you know, you read it and you can‟t understand it because there‟s that idea up there 

and that idea down there and it‟s always rushed. It‟s just all over the place. 

0501, 0502: Yes. 

0503: They know what they are trying to do, they just can‟t organise it. 

0501: Like you can get a lot of that just sitting there and unless you are with them all 

the time, they don‟t do anything. 

0502: Yes. 

0503: Yeah, a lot of that not doing anything about it. Like you said before. 
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0501: Yeah, they have got a lot of that. And I find that, I have got a couple of them, 

and they are both boys. I find its more boys than girls. Yeah, you will sit there and it 

will be word after word after word after word and they will know what sentences 

they want to write and you will actually have to keep saying, okay so what do you 

want to write next. You can‟t just leave them, they have to be helped word by word. 

0502: Do you think it‟s the age? 

0501: Well yeah but at that age they should start to become independent and they 

know the stuff, that‟s the thing, they know the words, they know where to find them 

if they don‟t know them. 

0503: So it‟s a focus of attention to be able to. 

0501: Well either that or that reassurance of needing you there to make sure that they 

are getting it right, you know getting it down right. 

0503: Well I guess, isn‟t it um, there‟s a link between being organised and being able 

to focus. 

0501: Being able to focus, definitely. 

0502: Yes. The disorganised kids in my class, have a lower IQ than the other 

students. 

0501, 0503: Oh no, I‟ve got both. 

0503: I have got girls with lower IQ who are disorganised and I‟ve got girls who are 

almost top of the class who are disorganised. 

0502: So does that affect them? 

0503: What? 

0502: So how does being disorganised affect her? 

0503: Her stuffs everywhere, her desks and pigeon holes a mess, she can‟t find 

anything. But it doesn‟t interfere with her learning but then maybe it‟s a learnt thing, 

she‟s learnt how to use her diary so as far as her learning maybe she‟s bright enough 

to have used strategies. 
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0502: So it doesn‟t matter that she‟s disorganised then? 

0503: When she writes she‟s not all over the place but in her belongings she‟s 

disorganised, her equipment, stuff like that. Whereas the other girl, it‟s definitely 

linked to IQ and ability to organise ideas. But the focus thing, that‟s a classic 

example where they can‟t be logical. They can‟t stop and think, that‟s not working, 

go back follow the steps, and that‟s what organisations about, following steps. 

0501, 0502: Yes. 

0503: You know being organised is remembering, like if I put something down, I put 

it there or I left it in my pigeon hole, I know exactly where it is. It‟s following the 

steps. 

0502: Yeah, but the disorganised kids in my class have shown some behaviours that 

are like what 0501 was saying. I have to stand beside them or else they don‟t do a 

thing.  

0501: Yes. 

0502: But I know that they have had severe trauma and poor role models really poor.  

R: So do you think that if they were more organised then academically they would 

improve? 

0502: I think their application to task would be a lot better and as such they would 

make progress. 

0501: And the time wasting, the amount of time it takes to find their pencil case, they 

would have more time. 

0503: So there‟s a link to self esteem as well because if there is work avoidance in 

sharpening the pencil all the time or rubbing out of work, that‟s a self esteem issue 

where they are trying to hide that they can‟t do it so let‟s then act out to hide it. 

0501, 0502: Yes. 

0502: They lack confidence in their ability. 
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0501: Yes that‟s it their confidence. Yes I was just thinking of the three boys that 

I‟ve got and two of them lack confidence but one of them doesn‟t. He‟s the one 

where I think would be more, he‟s treated, like dad thinks the sun shines out of his 

bottom at home from what I gather, everything gets done for him, therefore he 

doesn‟t feel that he needs to do it himself. 

0502, 0503: Yeah. 

0501: But that‟s the impression that I get but with the other two it‟s a much more self 

esteem thing I think. 

0502: Yeah they are disorganised if they are too babied. They are not given any 

autonomy from a young age. 

0503: Absolutely and I was just thinking about the intelligence thing, the IQ thing, 

your disorganised kids 0502 have a lower IQ, I‟ve got both. I‟ve got lower IQ kids 

who are disorganised, in fact the two bottom in my class are highly disorganised but 

then one of the top girls in the class she‟s smart but she‟s a perfectionist, so perhaps 

her disorganisation is a result out of too much going on in her head and trying to be 

perfect and trying to control every aspect of her school life. Which you can‟t. 

0501: We were even talking about kids that even as adults, the girl next to me her 

classroom is immaculate and gorgeous and we were talking about it and everything 

needs to be perfectly in its place before she leaves each day. I was discussing and I 

said you know I love your classroom and it‟s so nice and she said I have to do it that 

way and she points to another teacher and said she has piles on her desk and  

0503: I do too that‟s me. 

0501: And if you say to her whereas such and such she‟ll go I have no clue. 

0503: That‟s me. 

0501: And so whether it‟s a maturity thing I don‟t know. Some people seem to be 

able to cope with it. 

0502: So that‟s what I was saying that if a student is disorganised and is achieving, 

then what does it matter. In the big scheme of things. 
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0503: Although it stresses her. She gets a little bit manic. 

0502: But in terms of their education, she can do it. 

0503: But she can‟t do it by herself. If she loses stuff or leaves the car door open, she 

needs help with it. 

0501: Yeah if anyone else walked in and looked for stuff on that teacher‟s desk, they 

wouldn‟t be able to find it but she can walk in and find it. But with that girl it would 

be panic. 

0502: Yeah, well she (teacher) might panic but she can still retrieve it, she‟s still go 

the ability to retrieve it. 

0501: It‟s the same thing too, I need to keep my boot exactly organised because I 

need to know where everything is, yes control, and if it‟s not in the right place, then 

you know, I stress. 

0503: I do think that the high achievers can learn organisation. I had to learn because 

I'm not naturally organised, I had to learn to make lists and I make lists all the time 

so I know what needs to be done, I never. 

0502: Yeah but these kids would lose the lists or not bother checking them, they 

would forget about the list, or it would stress them out with all the things they have 

to do. 

0503: Yeah, I have had to learn to prioritise my lists too, so if there‟s something that 

needs to be done then I need the list to tell me what‟s going on. So definitely learnt 

behaviours. 

0502: Is the list ordered? 

0503: I often write the list, then order it and go one, two, three, four, five, six.  

0501: But isn‟t it funny, because I was always like this at uni, that may reports were 

due on Tuesday and I had them in by the Wednesday before. I can‟t leave it till the 

last minute because I‟ll just go into a panic and I thought if I get them in early and 

hopefully get them back early so if there‟s mistakes, I‟m not on a deadline. 
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0503: You‟re the opposite to me, I would do them Tuesday and hand them in the 

Wednesday after they were due. I do everything under pressure but that‟s 

procrastination. 

0501: But you‟d still be able to do that and do it successfully? 

0503: Yep. Anything I handed in early at uni, I got lower marks on. If I give myself 

more time I have less mistrust in what I do and I start to wonder should I change that 

or should I do that whereas the gut feeling stuff that you have to get out because its 

due the next day, or whatever, you spurge it and get it all out and it‟s done and no 

questions asked, its right the first time. 

0501, 0502: Oh. 

0503: It‟s a confidence thing. 

0502: I do it early because I am a perfectionist, drives me insane. 

0501: See I‟m not a perfectionist, I just can‟t stand the idea of leaving something to 

the last minute and I would just work myself up into an absolute frenzy. 

0503: See that‟s what I love. 

0501: No see I‟ll say I‟ve got to do my English comments today so I can't go out 

until they‟re done and I can say no. Then I‟ll work out that I have to do 4 comments 

per night, that‟s half an hour, then I‟ll do my maths comments on the next Saturday. 

I‟ll organise it literally right down so that I‟m taking as little time from my weekends 

so that it‟s done. 

0503: I start off like that, then I lose interest in that, I can‟t get into a zone unless I 

have to, then I get into a zone where I can just do it for hours on end. Like country 

driving. I can just churn it out, but say if I did it a week before hand I couldn‟t write 

them and get going. 

0502: Would you say you are disorganised? 

0503: Oh I don‟t know now. But I do think I have the memory to remember what I 

need to do most of the time or remember where I put things in my piles. 
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0501: So what we are saying is will these kids still be successful and will they learn 

strategies to cope with their lives. 

0503: Yeah, like do you get organised because you are a perfectionist, or because 

you have to, or because there‟s a deadline or personality type or motivation. 

Definitely motivation because there are some smart kids who are disorganised but 

also can‟t be bothered doing the work cause it might be boring.  

0502: Mmm, yes. 

R: What do you think disorganised kids have difficulties with outside the classroom? 

0502: Social relationships, the ones I teach do. One in particular I‟m thinking of, he‟s 

a bully in the playground. And the other one‟s a victim. 

0503: One girl I‟ve got is ADD and highly disorganised and her mum lets her get off 

school early so she can be ready in time for her to go to her netball practice. She has 

got issues with socialisation. She can only interact with one other person and there‟s 

often a group of three and there‟s always one on the outer, she‟s always in but of the 

other two on the outer, she‟ll always pick and chose which one. She‟s not a follower 

but she cannot interact with the three successfully, she‟s got to have one on one 

attention and if someone pisses her off or whatever, there on the out for a week and 

they hate each other. And then the next week it will change and the other girls on the 

outer and they hate her. 

0501: Yeah, no none of mine really, **** would be the only one who has a few 

issues with social and that‟s because he‟s quite boisterous and in your face type. 

0503: All the girls in that group of three come to think of it are disorganised. 

Actually the other one, who‟s quite intelligent and just forgets her stuff and is a 

perfectionist, she‟s okay with friends, she‟s fine, she gets along well with everyone. 

Yeah and the other one she‟s a socialite, she‟s always busy fluttering around. 

0501, 0502: Yeah fluttering around. 

0503: Yeah always talking to her friends about her weekend and fashion and boys 

and that kind of things, to worry about such trivial things as to whether she‟s left her 

blazer at phys ed. 
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0501: Yeah I‟ve got one little girl and she‟s actually, I don‟t know whether she‟s so 

disorganised in class, though she does leave her pencils around, her mums not well 

so she gets dropped off by somebody else and she comes in and she‟s got this long 

hair and its everywhere and she just looks shocking. She walks in the class and 

you‟re like, like the other day, she had her jumper on inside out and back the front. 

0502: Yeah I see a lot of that. 

0501: Yeah, hair everywhere. 

0502: Yeah I had one disorganised boy who came in jumper on back the front, hair 

everywhere and pyjama pants on. 

0501: Yeah and another girl I have who always has her pyjama short bottoms on 

under her skirt and her mum flies in and out and is always huffing, barking 

instructions and stressed. And when she‟s doing it to me, I am always like calm 

down. The student does cope quite well considering. 

0503: Going back to teaching secondary school in the country, the kids there who 

were disorganised, boys mainly, who didn‟t start work or attempt it, then you 

realised they weren‟t doing anything and I asked them why they weren‟t doing 

anything and they said I don‟t have a pen and they have deliberately not got a pen 

because they can‟t be bothered not doing the work because they know that in another 

year they will get a job on dads Cray boat and be earning way more than I‟m earning 

anyway. So what‟s the point of all this. So they can‟t be bothered doing any of this so 

because they‟re only at school because of law and nothing else and the tragedy of 

this is that that same kid who was in Year Eight or Nine and left now had to be here 

till 17. So they‟ll be wasting another three or four years of their life. 

0501, 0502: Yes. 

R: So do you think that these type of students would be more organised in their job? 

0503: I think that if they were pulling a Cray boat, they‟d be great. I think if they 

were on dad‟s farm they could organise the sheep, the hay bales and dah dah da. 

0502: Those are more practical hands on kind of kids. 

0503: Yes. Its motivation too, they‟re not motivated by school. 
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0502: Yes. 

R: Do you then think that disorganisation and motivation are linked? 

0503: Yes, definitely. 

R: Do you then think that there are some students who are disorganised but 

motivation isn‟t the key factor? 

0501: Motivation isn‟t the case in my room for disorganisation. I don‟t think that 

motivation has really kicked in at that age. They are intrinsically motivated in Year 

One and if they‟re not they‟ve probably suffered some sort of trauma that disrupts 

their focus. I mean my kids really just want to shine. 

0502: Most kids up until, I feel, until Year Six at least, they want to do everything to 

please you or to show that they are as good as everyone else. They might not do that 

by showing how much work they can produce but they do it in other ways. 

0503: See I don‟t think that‟s any different from Year Seven. I think most kids want 

to please you and if they can‟t please you through their work then they will try and 

please you some other way, whether it‟s to try and make you laugh or whatever or 

saying nice things to you, like that‟s a pretty dress. But my ADD girl who is 

disorganised, she‟s a suck. I think she tries to suck up so that I don‟t hassle her about 

the fact that she hasn‟t handed in the last two lots of homework. So she tries to suck 

up to me so I‟m not going to come down on her but I‟m an adult and she doesn‟t 

think that I‟m going to come down on her anyway because I‟m not stupid and see its 

her tactic. 

0501: With the little kids they, like I‟ve just had to send a couple of notes home 

saying your child needs some more pencils, and asking and asking, whether the 

message doesn‟t get back through to the parents or whether the parents don‟t pick up 

on it or don‟t or whatever it might be. I‟m reliant on whether the parents and are 

going to be that way. Like the child will go to their tray and pick up a pencil and its 

broken and I‟ll say, you need to get a new one and whether that message doesn‟t get 

to the parents or whether the parents just go oh well it‟s all fine or don‟t check bags.  

0503: Do you write it in their diary, if you write notes, do you get replies? 
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0501: Well they don‟t have a diary and with two of the letters, the kids brought the 

stuff in but it took over two weeks and with the letter saying such and such needs a 

new pencil case, pencils. So... 

0503: Well the two girls come from really good families and the disorganisation 

stresses them out, they are stressed about it, they don‟t like being disorganised but 

they don‟t necessarily have the skills needed no matter how many times you write it 

in the diary or make lists, they don‟t do it, for some reason they don‟t make that list 

that would help them. By the time they are in Year Seven, a lot of it is their own 

responsibility. 

0501: Yeah, I had one little boy who lost his hat and his mum was like that‟s okay I 

will just go and get you another one,  

0503: Where another parent will spew.  

0501: And he‟s just calm and he‟s always got his things. Do you ever get those kids 

where everything is just perfect, well he‟s one of those kids. And you just sort of 

wonder, I know it has a lot to do with the family, it‟s the way they nurture. 

0503: Is it the way he would be or the way he was brought up? 

0501: Yeah, I mean if he didn‟t have that mother that was so calm and kind and 

would just go let‟s go get you another one, she didn‟t stress out so he didn‟t. I has 

seen him and his sister and they‟re both just beautiful, organised kids that bring their 

homework in and if they don‟t mum will come and say oh look he told me he had 

some homework and we forgot as opposed to why are you giving my child 

homework or getting really stressed. 

0503: So highly stressed parents can actually exacerbate disorganised kids behaviour. 

0501: I think when a Grade One child comes home, you look through their bag and 

see if there is any homework in there as opposed to oh when did you that and what is 

it. 

0502: It‟s the parent‟s responsibility at that age. 

0503: Yeah, if a Year Seven gets a note and it doesn‟t get home, I will blame the kid. 
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0501, 0502: Yeah. 

0501: Yeah that‟s different, but what I‟m saying is that parents put too much pressure 

or expect too much from these little kids and I wonder if they‟re the ones who end up 

disorganised whereas the ones whose parents check the bags and a parent whose 

making sure homework is done. 

0503: That‟s role modelling isn‟t it? 

0501: Yeah, the ones who are more organised. 

0503: Yeah the ones whose parents aren‟t checking the bags are sending a message 

that they don‟t really care and by not doing anything about needing more equipment 

at school, it‟s just showing their negative attitude towards education. 

0501: Yeah that‟s right. The poor kids walking around with their six small pencils. 

0502 Or if anything. A lot of the parents of the kids in my class just don‟t give them 

anything . 

0501: Yeah but that could be a socio-economic thing too. 

0502: Yes. The parents don‟t value what the kids do and the kids don‟t value what 

they do.  

0503: Yeah we are talking really low-economic here. Yeah but even with your kids 

and mine from a middle to upper class backgrounds, kids still experience pressure 

from their parents, still they haven‟t suffered the trauma that yours have. Same sort 

of behaviours but backgrounds. 

0501: Yeah I was going to say that with me and my younger brother, he would be a 

disorganised child. Yeah and he really struggled at school for all those reasons and 

he was brought up the same way we were. 

0503: I think boy‟s disorganisation is quite different to girls. Boys have this 

testosterone thing were the lighting has to be a certain way, activates the brain in a 

certain way. Have you done any boys education stuff? If you make their lighting a 

certain colour, they are much more able to focus. 

0501: But there‟s that expectation that girls are going to do better. 
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0502: Is it just that boys and girls have different core needs or intrinsic motivation so 

their disorganisation may look the same sometimes but other times be completely 

different or cause them stress in different ways as a reaction to the same scenario. 

0501: Yeah it goes right back to those traditional values of girls will stay at and are 

good at school. The parents still think that the girls will do really well and be neat 

and look after their things whereas boys they give an excuse not to have the 

responsibility. 

0502: Yes an excuse. 

0503: Mothers are more likely to do everything for a boy than a girl so therefore girls 

are forced to be more organised from a much younger age than boys. Even boys as 

adults you have to pick up after them as they have had it all their lives. 

0501: Yes and that means boys just don‟t have the foresight when situations arise 

where they have to problem solve. 

R: So have you seen the students who you talk about as being disorganised, 

organised in any manner? 

0503: They can be organised when they are out doing physical things, I don‟t know, 

helping dad move the bricks or whatever. 

0501: I don‟t know if this is what you would call organised but **** is particularly 

good at drawing and he will spend hours on his pictures, well you know not hours 

but he will sit there and his pictures will be beautiful. So he‟s got that ability to focus 

on that. 

0503: So where they can sit and put all their focus into one activity or task then they 

are quite organised. I also think that if they are motivated and enjoying it, yeah cause 

they can do it, then they will put in the focus and get organised to do it to that 

activity every single time. If they don‟t enjoy that activity and they are not motivated 

to do it, yeah whatever, who cares, if you haven‟t got a pencil to do it with then you 

will just sit there for half an hour until the teacher tells you to do it. 

0501: I‟m thinking, are they not able to see the enjoyment of the task because they 

can‟t do it or can‟t get organised to do it, especially if it‟s a multi-tasking activity. 
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Like take maths and writing, it‟s a multi-tasking activity, you can‟t just put your 

focus into one thing, whereas sport you can just focus in on one thing and that‟s your 

goal for the game.  

0502: But then again, what is there that you don‟t have to multi-task with. I‟m 

thinking everything is multi-tasking. 

0503: Yeah but multi-tasking to me is can you write that paragraph and still have a 

conversation with someone. I guess it‟s the kinaesthetic combined with the thinking. 

I don‟t think that writing a story is multi-tasking. 

0502: I do. Yes it is. 

0503: Yeah well there‟s a link between getting your ideas down and getting the 

punctuation right. But I‟m thinking of the link between writing your ideas down and 

having a conversation with someone about the footy defines multi-tasking. 

R: Well we could put it another way, do you think that the areas where you have to 

plan your solution or your body of work? 

0503: Yes, really PE is reactive, unless you‟re really good at it.  

R: Yeah where academic subject areas where the problem requires, what you 

mentioned 0501 foresight, where you have to look ahead to plan or take into account 

lots of different things to be able to get solutions down. 

0502: None of them are doing the planning part. They just can‟t get it down and it 

doesn‟t happen for that type of kids.  

0503: Do you think they are able to plan? 

0502: Yeah they probably just can‟t get it down onto paper because when I ask them 

they can articulate it. It‟s because they don‟t have the confidence to get it down. I am 

amazed and blown away with what comes out of their mouth and I‟m like why can‟t 

they just get it down on paper. If I sit and write down what comes out of their mouth 

then they show ability but just lack confidence it writing it properly. 

0501: But that‟s another issue, they might not have the word knowledge, or. 
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0503: Is it the fact that they are worried that half of what they say is going to be 

wrong. And the mentality of committing something to paper. I know when I go to a 

PD and am asked to write something down first then I get stressed on whether I am 

on the right path or take the minutes for a meeting or something. I want to know that 

I am on the right path. Yeah so I think there‟s a lot to be said for people planning in 

case it‟s going to be wrong. 

0501: Yeah and having interpreted it right and get it down in the right order. Being 

on the right track and having the reassurance that you‟re on the right track. 

0502: Yeah so it‟s for a lot of all of those reasons. 

0501: Yeah a lot of them are okay at their work but it‟s all the stuff beforehand, like 

the jumper and the pencils and all those other things. That‟s the part I find really hard 

to cope with. If I sort all that out then they can pretty much get on with it. 

0502: Really, mine don‟t. 

0503: Yeah I just keep heaps of pencils, then they don‟t have an excuse. And then 

you still fight about it and they only write too lines. 

R: If there‟s any changes to school routine, timetable or room changes, how do they 

cope with that? 

0501: At a young age they adapt quite well but then we are there with them. 

0503: Yeah mine adapt quite well but the only one who doesn‟t is my autistic girl, 

the timetable to her is everything. But having said that they follow each other or they 

get taken and I go through the day, period by period at the beginning of the day. I 

like to keep them informed so they feel as though they are in control of what‟s going 

on. 

0502: Mine like changes as they think they don‟t have to do work which is cool. 

R: So if you told your students at the end of the day that when they came to school 

for the first class they needed to be in another room as yours was getting carpeted, 

how do you think they would go? 

0501: Terrible, they couldn‟t do it. 
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0502: They would freak out. 

0503: Mine could do it but they would follow one another. Or even if they did go up 

there they would probably think that no one‟s there and then find the right place. 

0502: I know when I‟m away they give the relief teacher absolute hell because they 

can‟t handle any change. That‟s because they have no stability at home. 

R: So finishing up what are the key behaviours that make you think a student‟s 

disorganised? So not only their learning behaviours but their misbehaviours if you 

like and what would do think should go should go on a disorganisation 

questionnaire? 

0503: That they come to class prepared. 

0501: My main one is that they keep their possessions where they should be. 

0502: Do they have parental support, do they do their homework, have they had any 

trauma in their life, are they. 

0503: Are they labelled ADD or some other learning difficulty? 

0502: Do they complete their work? 

0503: Yes. Is it through lack of motivation or something else? 

0501: They will be sitting and then they just get up and walk off and disturb others. 

And I will say what are you doing and they will be like I just forgot my water bottle. 

And it‟s just like oh I better go and do that now and forget what they should be 

doing. This is like when we are working and in the middle of a task. They don‟t 

prioritise the fact that the water bottle can wait. It‟s tunnel vision. 

0502: Is it that or are they attention seeking. 

0501: No, like every morning we have fruit and he will always leave his container on 

the bench and I‟ll be like whose is this and of course it will be ****, it could be there 

for days. By the end of the week, there will be five there and I will be asking whose 

is this. I guess I say **** you need to put those things back in your bag with the 

intention that he will put them away and assume that when we are on the mat that he 

will get up and do that when we are finished and he just doesn‟t do it then. He will 
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either do it right then and there, which isn‟t appropriate or when he next thinks about 

it as opposed to knowing the routines and knowing when to do it, like its recess time, 

I‟ll go do it then. So not being aware of the structure? 

0502, 0503: Yes. 

0502: Can‟t mind their property. 

0503: What‟s their writing like. I think writing is a big one because like I said those 

that are disorganised cant organise their own ideas on paper. 

0502: Yes literacy. 

0503: Homework, gender. 

0502: I think culture has a big thing to do with it. 

0501: Always on time. But that‟s where his mum and dad are used to doing 

everything for him. 

R: So is there anything final you want to add? 

0503: I think that organisation can be learnt for some kids. To use a diary, come to 

class everyday with one, open it up and write down everything that needs to be done. 

I think for some kids that becomes habitual but for others it doesn‟t and they are 

probably going to be disorganised forever and that‟s their personality but for some 

they can learn it. I learnt it. 

0502: I think organisation can be learnt as long as the underlying factors that are 

driving the motivation, or whatever it is, is fixed. 

0503: And that education is valued. 

0501: Yes. 

Focus Group Three Details 

Date   10/7/2007 

School Code  02 
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Interview Time 1 hour, 31 minutes 

Location  0205 home residence 

Participants  0201, 0202, 0203, 0204, 0205 

Attendance  Participants and Researcher 

Consent  Written consent completed and submitted by participants 

Recording  Digital audio recording and notes taken 

Researcher (R): What I would like you all to think about is have you taught and 

students that you would consider to be disorganised and if you have, what are the key 

behaviours that these students do that would lead you to think they are disorganised? 

0204: They lose stuff.  

0201: So they have stuff but they lose it. 

0204: Cause you know at our school a lot of kids don‟t have stuff to lose it, so that‟s 

different but I had one boy in particular and it didn‟t matter how many times you 

provided him with files, notebooks, pens, he will not have them. He loses them 

within a day. 

0203: And not only files and pens but the actual assignment you‟ve given him. 

You‟ve got to give it to him another three times because its Miss I lost it can you 

give me another copy and it‟s like for goodness sakes. 

0201: It‟s also the kid that can‟t hang onto the copy from last period to first lesson 

the next day and he hasn‟t got it. 

0205: Or when they say they haven‟t got it, and you say check your bag and out 

comes two years worth of work. 

0201, 0204: Yes. 

0205: They never clean things out of their bag. 
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0202: I was just going to say that sometimes its indifference. Lack of organisation is 

just indifference, laziness, sometimes it‟s just sheer avoidance. If I can‟t find it I 

don‟t have to do it.  

0204: Have you seen Zits, you know the cartoon in the paper, it‟s about these 16 year 

old kids and there‟s this one with his mum and it‟s the genealogy of the backpack. 

And she says to him, Jeremy the school rang and said that they sent home permission 

slip and can I get it out of your bag and he says, good luck. And it‟s just got these 

strata‟s of the levels of the bag and there‟s, top layer, sometimes he‟ll probably get it. 

Then there‟s this next layer, been there about a week. Then the bottom layer, it said, 

so compacted you will never get it out. It very... 

0205: That‟s ****. 

0204: It‟s a boy thing.  

0205: I‟ve actually asked **** to clean out and I've cleaned out his bag for him. It 

was amazing. 

0203: My mum would kind of help sort me a bit. At home part of what we would do 

is have a routine where your lunch box would come out and your file and folder out 

then mum would not check them but make sure I did it. She put me in a routine, a 

pattern to start doing it, then I did it by myself. 

0205: But you do that when you‟re in primary school.  

0203: Yeah not in high school, my bag was left to me but in primary school mum 

would stand there as I took stuff out and say, don‟t leave that in there I get ticked off 

and that should be put there and throw that out.  

0205: So those organisational skills are just repetitive. 

0203: Yeah. 

0204: You also have to see a benefit to them or why bother. See and that‟s what I 

notice with someone like ****, he doesn‟t care.  

0202: Can I talk about one person, as I'm not sure we are going off track here. I want 

to talk about ****. **** always really wants to succeed. But he just couldn‟t at all, 
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he didn‟t ever want to do his homework, he didn‟t ever have the last piece of work 

from the previous lesson to continue on with next time. But he was upset about that 

because every time he would say, this is a kid I am currently teaching. I would say 

****, whereas your work, whereas your homework, the lip would drop and quiver. 

He didn‟t like being how he was. I called his mum and talked about it. And after 

talking to her, he now has this magnificent homework that his mother edits, his bag 

and file are checked every day and are beautifully neat and tidy. Everything is now 

chucked into his bag into a plastic sleeve that gets filed at the end of the day. Has it 

helped academically, well I‟ve got my doubts. 

0203: But it‟s still better not having it in this massive lump. 

0202: Well he is succeeding in confidence. But what I‟m trying to say is if a kids not 

well organised it‟s very difficult to solve that problem and it‟s very difficult for them 

to solve that problem. What more can you do than that? 

0201: The kids that come to class and they have pencil cases that are huge and 

bursting at the seams but they don‟t have a pen to write with. They have coloured 

pencils, textas, erasers, sharpeners, you know but not one pen. What‟s the point of 

having all that? You might need it once a day but every single lesson, you need a 

pen. 

0202: You know I‟ve got an organised kid who‟s an Ed Support kid, and if I need to 

refer to any piece of work she knows where it is. She‟s always got everything done, 

the standards not particularly high but she has everything and she does everything. 

Other kids in the class will actually go to her and ask what they should be doing. 

What she lacks in ability, she‟s really not very bright, she is exceptionally organised. 

0203: Yeah, she sets herself up. At the beginning of a maths class, she sets out her 

pens, ruler, pencil, paper, she lays it all out. And then she will sit there ready to go. 

And she tries every bit of work. 

0205: There are ones I would classify as disorganised, who are successful at school. 

0203: Yes, **** is disorganised and successful. 
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0204: Yes but to me, it gets very difficult at the upper ends. This open report night 

the other night, kids like ****, who are so disorganised will only get so far. The 

highest scores do not go to the smartest kid, but the most organised kid. 

0201, 0202, 0203, 0205: Yes. 

0204: Which is why we see girls achieving more than boys. They are more organised 

and have been so in their school years. 

0205: But my brother, he was the most organised, he had one of those dynamo 

machines and he had everything labelled with drill bits, odds and ends, and so on. 

And I was very disorganised (female), I had the layers of things on my floor. But in 

that disorganisation, I knew where everything was. I think where it gets tough is 

when they are very disorganised and try to find something and they can‟t remember 

where it is. And I find that some kids are very disorganised, but they have a minute, 

finds things and get it done and they will be okay. 

0202: Yes that‟s what I‟m thinking of, that there are different types of organisation, 

and if you don‟t have the memory skills then it makes it impossible. I‟ve got a couple 

of kids, one whose virtually a street kid and the other one is not far behind her but 

I‟ve got to keep a pencil case in class for kids and the minute they come into class, 

they come up and get one. This is part of their organisation, they think about getting 

a pen themselves because they know you get that there, they can‟t keep their 

portfolio in order, but in my pigeon holes, there‟s a few down the bottom that aren‟t 

being used and they stick their work in there and go back and get it and again that‟s a 

combination of laziness and something else. It‟s bad organisation but it is a form of 

organisation. 

0201: Yes but I think that organisation can look like different things but hanging 

onto your work, of you can‟t do that, like those kids have worked out a way, like 

putting it into the pigeon holes. But if there‟s a kid who it doesn‟t matter if it‟s lost or 

not there or gone, you can never build on it. You always have to start again.  

0205: Like there are the kids who don‟t bring back permission slips and you remind 

them and remind them and you remind them and you do the notes and they still don‟t 

do it and say, I forgot, I forgot. So forgetfulness is a form of disorganisation. 
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0204: Yes you were disorganised but you had a good memory. Even the kids that 

you 0202 just talked about must have a good memory, or have rote learned it, to 

know to go there and get the pencil and to put the work away there. 

0202: I was thinking that. 

0204: The social aspect to being organised. See you mentioned someone like ****, 

he‟s a really interesting example, because he‟s very disorganised, exceptionally 

bright and he‟s also quite self confident, so a kid like him would manage either way 

at school I reckon. But you‟ve got ****, like **** dad said to me on report night that 

all he ever hears from **** is how he wants to be in with this group of boys. This 

group of boys he‟s talking about would definitely not see being organised as a 

positive thing.  

0203: You know I think that‟s the same thing with **** too you know. Because as 

bright as **** is, and he does have a good enough memory to work his way through 

his own mess. Part of it to with him is he knows how to be cool, but he‟s so 

disorganised, I‟m just wondering at what point he‟s going to say that he doesn‟t give 

a stuff about finding his work and then he will fall in a hole. 

0204: See in lower school, being on task is seen as a very feminine trait. So it‟s not 

looked upon well if you do those type of things. 

0205: Just thinking about the Year Twelve‟s and **** is the most organised boy and 

he‟s quite feminine and he works very hard and he gets the top mark, whereas ****, 

he‟s far more intelligent than ****, but he doesn‟t get anywhere near **** marks 

(first mentioned) because he‟s just not organised. 

0202: Well you see it‟s interesting you talk about ****, because in Year Nine, he 

came a real cropper with one of the Learning to Learn tasks. And he resolved then 

and reflected in writing that, I am never going to do this again. I let myself down, I 

let my team down, just by being a smart ass and saying, I didn‟t need that kind of 

organisation. But the way he had recognised that, in a very painful sort of way, he 

really took it to heart, it was awful. 

0205: Well he has but he has a lot of issues with his health and that throws him. He 

does do a lot more work and he doesn‟t go out with the other kids, so he sits and does 
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all his work at home. But he‟s often not at school and that‟s why I think he‟s 

disorganised because of his health. With ****, it‟s because of his music and social 

life as well. It‟s about prioritising. 

0202: Some kids can have organisation as an end in itself and doesn‟t help them to 

be a good student. You know I‟m worrying about **** in Year Nine at the moment, 

whenever you give her a piece of work, she‟s got everything she needs , files fine, all 

of that, but when you give her a piece of work, her whole aim is to get that piece of 

work done. She‟s not interested in producing the best work she possibly can, taking 

the time, getting the stuff she needs, she just wants to get it done. She‟s not really a 

pain in the butt, but she walks around with nothing to do and when I ask her if she 

can add to it or question her about it, she just hasn‟t thought about it that way and she 

just thinks that‟ll do. 

0201: You know I love those files all organised with plastic sleeves and it‟s so easy 

and lovely to flick through it. 

0202: Yes well she‟s a reasonably good student she‟s just underachieving. She can‟t 

plan her work or think out her solutions, she just wants it down. I don‟t know if she 

could if she wanted to. 

0201: Yes, **** and **** have lovely beautiful files and it‟s so easy to find things 

and that‟s a really good feeling being so organised.  

0205: Although some kids don‟t really care what‟s in it, they just like the look of it. 

It doesn‟t really matter that their files are organised because they don‟t have the care 

factor about the work in it. They love flicking through it but can‟t tell you what‟s in 

it. 

0204: It‟s the same thing with ****. He would say but I know I did it and I would 

say well I don‟t have it. He would say but I know I did it and I think well it‟s 

irrelevant because there‟s no completed task. So in his mind, the fact that he shoved 

it in the bottom of his bag doesn‟t matter. 

0205: Some use disorganisation to mask a lack of ability. 

0204: Yes. 
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0205: So he uses everything so he doesn‟t have to show his lack of ability. When you 

do find it and look at it, there‟s nothing there, it‟s tiny. 

0204: Yes, he uses it to pass the buck for not doing enough work or not being able to 

do it. 

0205: Yes. 

0204: Some of them will say, I‟ll lose this, can you hang onto this for me. And I will 

say, no you hang onto it and sort out a way not to lose this and they will still say, no 

will you hang onto it for me. I would say, so you need everyone from six periods a 

day to hang onto work for you and he would say yes. 

0205: See with ****, he would leave all his work on his desk at the end and walk off. 

He would never put anything away and so it would end up on my desk and I would 

have all of his stuff as well and he was a kid who came to school without a bag.  

0202: Left brain and right brain, isn‟t it. You start thinking about creative kids and 

creative people and they have a kind of organisation but it‟s certainly not through the 

classic thinking inside the box. Most of their organisational skills don‟t use paper, 

they ask people to remind them, leave it till the last minute and that can be very 

chaotic.  

0203: But then I know ****, she‟s very creative and good at art and she is very 

organised. She has that almost Hitler side to her. 

0201: I don‟t think that being artistic means that you have to be messy and 

disorganised. **** is very articulate with all aspects of his life and he‟s extremely 

artistic. He keeps such a neat, tidy and ordered house, he rotates towels. He‟s almost 

obsessive/compulsive. 

0203: But I think that it does come back to that male/female thing. 

0201: Oh for sure. 

0203: We were talking about something about nasty and 0202 said, isn‟t that a bit 

anal. I just thought that we wouldn‟t have thought that if he had of been female. 
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0204: Yes you speak to parents at parent night and say, he‟s disorganised and they 

will say, oh yeah I know he‟s a boy. How many people say that about girls? 

0201, 0202, 0203, 0205: None. 

0204: You know girls learn a lot earlier on those sorts of organisational behaviours. 

0202: Are there more disorganised boys than girls? 

0201, 0203, 0204, 0205: Yes, definitely. 

0204: And a girl who is disorganised stands out a mile. 

0203: Yes I‟m thinking of ****, she‟s so disorganised and she stands out like a sore 

thumb. 

0205: But she‟s been like that all her life. 

0203: I was talking to mum on report night and she said that she‟s always been like 

that. 

0202: But then you take ****, I have never met a person who is as well organised as 

her. She didn‟t learn that, I‟m sure she didn‟t. I mean, she came in Year Eight and I 

said to her, look I would give you a job as a secretary straight away. And even 

though she‟s had off times and fallen off the rails a bit, she‟s kept that organisation 

going. 

0203: It saved her. 

0205: Is it more that if you had a very disorganised child, so the siblings would be 

similar in a lot of ways? 

0202: No. 

0201: No. 

0205: Well similar emotionally. See I am very messy and my mother and father are 

very organised. He didn‟t like mess and my brother was very organised, he like to 

have things in their place. 
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0201: Do you think that organisation is like that well groomed gene? You either are 

or you aren‟t? Like some people are particularly obsessive, like ****, and they have 

always been that way. 

0205: Well I just think, **** for instance, and ****, now under different 

circumstances they could probably be organised but I think their family lives is such 

an upheaval that it‟s the last thing they think of. 

0203: It frustrates me with **** because he can never get the homework handed in. 

He‟s really into mathematics, he‟s really clever at it but he will do it in two seconds. 

Every time homework goes out, I know I am not going to get it back. 

0204: Well that‟s interesting because there is a sister coming up and according to the 

school, she‟s immaculate. 

0203: Really? 

0204: Bright as. 

0205: Yes but the youngest one, in grade three or four has been expelled x amount of 

times and has been to three primary schools already. I mean that‟s behaviour not in 

regards to organisation. But **** (brother at school) is very disorganised, he never 

has anything. He loses equipment all the time, he loses work, I don‟t know how 

many journals I have given him over the last year and a half, at least six, seven 

exercise books in maths. 

0202: The thing I am tossing around my head at the moment is that organisation, 

obviously its good, but a lot of kids, in particularly girls, which is what we‟ve been 

saying. I have a remedial group of the kids, the three girls in there, it‟s very hard to 

pick at first that they have literacy problems because they are so organised it masks it 

and also their organised personality. I mean one of them looks after all the boys 

getting their stuff in gear, gets them to sit, and yet their literacy skills are very very 

weak. I have trouble with that group because the Italian teacher said shed given her 

(one of the girls) the academic prize for their year, she was the top student for the 

term but she‟s almost illiterate, her comprehension is zilch.  

0204: But that‟s what‟s rewarded in primary school. A girl who comes in and gets 

out her stuff and sits quietly, the teacher is metaphorically patting her on the head, 
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thank god, look at ****, she‟s always organised. Meanwhile, she‟s actually not really 

achieving other than the organisation. 

0202: See she can almost go on forever because part of her organisational skills is 

knowing how to access people. That is until the crunch comes, she‟s covered up with 

her organisation her lack of ability and work. 

0204: Whereas with boys, disorganisation is a cover up for not achieving. With ****, 

his skills are really close to non-existent. The first piece of writing I got from him I 

showed to  

0202: As a primary school teacher and she said this would be a really struggling 

grade three. Really struggling and that was in Year eight. But he managed to sit for 

ten minutes and by the time you get to him, ahh I haven‟t got a pen, piece of paper, I 

haven‟t got anything, and then ten minutes later he‟s still doing nothing and giving 

excuses but if you look in his bag he is very disorganised so I think it‟s a crutch for 

him. 

0205: And that‟s what I was going to say that how often do you realise when you‟re 

teaching that there‟s the kid that‟s hardly done anything, they have their work in 

front of them because they haven‟t said anything, and girls are very good at this, they 

haven‟t made a fuss, they‟re not hitting anybody, so you can be fifteen twenty 

minutes into a lesson before you realise that they‟re not doing anything. 

0202: They have no reason to achieve. 

0205: Exactly. Like you think they are doing okay because they are getting work 

handed in but then when you mark it, it‟s all gobble de goop and its first draft and 

they are not achieving. 

0202: Yes the one I‟m thinking of has all the paper but there‟s nothing to it. 

0204: I‟d be interested to see if the child‟s primary school report showed that the 

child was organised then when they came to high school if they were disorganised. 

0205: The thing is it is always difficult as a primary teacher because you have so 

much control over the kids and you are doing things, you are talking to parents, when 

they pick them up, you‟ll say, oh **** could you make sure **** brings in his 
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permission slip. You‟ve got the contact with the parents and the contact with the 

students‟ you can keep their books in the classroom. 

0202: So they‟re not organising themselves, you‟re organising them. 

0205: With the Year One‟s, there are parents who come in and sharpen their kid‟s 

pencils and maybe in Year Two and Three as well. But having said that, I have a 

Year Eight student whose parents do everything for him and he‟s really disorganised. 

0201: Like with ****, whatever disorder he has this week, it hasn‟t been named yet, 

but his mum said it‟s not possible for him to be organised. So I am thinking is there a 

disorder where you are disorganised. I said he can never hang onto anything and she 

said that it was virtually my job to as he cannot hang onto stuff and I need to make 

my instructions really clear because that‟s all he could understand and that I needed 

to copy and laminate a paper that says to him get your file out of the shelf, and those 

type of things. She was saying that I needed to do all this every lesson and make sure 

he did everything but I just don‟t have time for that and to make sure he follows 

point five where he puts his file back on the shelf. And that I needed to give him this 

piece of paper at the start of every lesson and that would help him be organised and 

keep hold of his stuff but he‟s got to do some work anyway to help him be organised.  

0204: They should test him. 

0201: Yes but he‟s incredibly smart but there‟s something strange going on. But I 

thought you saying being disorganised is a symptom of some kind of particular 

disorder then really that lets him off all responsibility of ever doing it for himself. 

0202: I was talking to the school pysch, I don‟t know why she was telling me, but 

she said they are actually getting some assistance for him and start working with him. 

0201: Oh that‟s great. 

0202: And that assistant will be instructed as to how to get organised and 

encouraging him to do that. 

0204: I just question that a piece of paper and someone forcing him to do it will fix 

him if you like. I have seen that before and it all falls in a heap when the assistant 
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isn‟t there or if the assistant doesn‟t follow it through. It‟s just so much time and 

resources being spent for a kid whose smart but can‟t keep track of his work. 

0202: You know we were talking about the learnt thing. Do you notice when kids 

come from primary school and the first time you go get them to do something, 

particularly in English, they say, how much should the margin be, right or the left, 

and you say, see it‟s up to you, this is the work you have to do. Some kids just 

abandon it and some don‟t. It‟s like from primary school to high school lots of 

routines change but in high school there‟s no one way so the kids have to work it out 

for themselves and if they‟re disorganised I don‟t know that they ever work it out. So 

is this learnt or is it the nature of parents at primary school? 

0205: Because you have to remind the kids often and so they hear it because you‟ve 

always got one or two kids in the class that always have to be told to rule up this way 

because they forget all the time to do it as well. So, the rest of the class hear that so I 

don‟t think it‟s anything. Because I know that when I taught primary as well, I didn‟t 

say that your margin had to be 2cm and your date had to be on the left and blah blah 

blah. It‟s just some kids ask, so you say put it on the left and so it is a classroom 

management technique as well to keep them doing the same thing. So, um I don‟t 

think that you need to do that. I don‟t notice that in maths so much but I still have to 

do the thing of don‟t forget to rule up a column now people, were working in a 

column now. You know those sorts of things, and I need to do it with my Year Nine 

and Ten‟s. 

0202: But you would have the ones who would say it. 

0205: Yes. But you do have to be a bit more pedantic with it because they just don‟t 

do it. 

0203: In all of my maths classes I make them rule up and put a line down the middle 

because a lot of my kids can‟t work down. 

0205: A lot of my girls will sit there and if they‟ve got five or ten minutes spare they 

will rule up the next fifty pages and no boy has ever done that. 

0202: But this learning thing really fascinates me. With that remedial group with 

three girls and the rest boys, um in a piece of writing very earlier on, I said to them, 



238 

 

once you‟ve finished your writing I want you to read through, I want you to check 

that you‟ve got full stops and capital letters and I want you to underline any words 

that you feel are spelt incorrectly. One kid has done that ever since, every single bit 

of writing and it was a boy actually, and then I complemented him on it and the three 

little girls who hadn‟t now do it to because they want to get the praise he got. Um, 

now a lot of them heard that same message and he has the worst hand writing in the 

world and can‟t spell and I would say that he‟s probably in some ways disorganised 

but he is open to this organisation, is it just because he wants to improve or what is 

it? 

0201: I am not organised, I always have a whole heap of papers on my desk that need 

to be files, my pigeon holes never emptied out because I don‟t know what to do with 

it. But when I was at uni, my portfolio was beautifully organised because someone 

was going to look at it and someone was going to give me a reward for that. 

0202: See **** wouldn‟t have done that because I offered stars early on in the piece 

and gave him stars for doing it so was he doing it for the stars? 

0204: It could be the incentive or reward because a kid spends so much time at 

primary school getting rewarded. I‟m inclined, I think that this could be it. 

0203: So are kids much more organised at primary school? 

0205: There‟s more opportunity for them to be organised. The teacher‟s there all the 

time. 

0204: Yes. 

0203: I also think that the incentive part is greater at primary school because there‟s 

more of that rewarding kids for things, there‟s a little star for this here and a little one 

for this there. 

0204: Do children lose that skill and do they go from being organised in primary 

school to being disorganised in high school? 

0205: I have never praised a child in primary school for being organised ever 

because it‟s just expected. The disorganisation is the awful thing. 

0204: Yeah but what happens to kids who are disorganised at primary school? 
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0205: See they‟re not as obvious because we do a lot for them and there‟s a lot of 

consistency but what I‟m finding with high school kids is its 50-50. A lot of kids are 

disorganised. 

0204: But I think that part of it is a peer thing. In primary school you so want to be 

on the right side because the right side is the organised side. High school you get the 

kids who think it‟s uncool. 

0201: But what 0205 said that when you are in primary school you stay with your 

teacher and your teacher organises you. 

0205: Yes. 

0201: When you come to high school you have so many different teachers that. 

0205: And if you don‟t get it right and are not an organised kid who or if mum didn‟t 

keep your schedule for you and if you didn‟t have the rule that your lunch box had to 

be on the kitchen bench by a certain time and la la la, then you fall into a heap when 

you get to high school. Big time in Year Eight. 

0201, 0202, 0203, 0204: Yeah. 

0203: No one actually sits down with you and that big arch file and says okay maybe 

each of the compartments here could be English on one and Maths on the other and 

no one does anything, it‟s expected. Except in Learning to Learn and in mathematics 

and you guys probably do in English where we start them off with their portfolio and 

we say right you are all going to make a front cover and you put this in and we give 

them an index page and we say now put this in and now we will check every couple 

of weeks and make sure that you keep it in order. 

0201: A lot of them don‟t. 

0204: Yes but they still lose work, their portfolio, don‟t finish stuff so is that the 

answer? 

0203: Then that becomes the frustration. 

0205: Yes you can‟t watch them all, they have separate files where they take it home 

rather than putting it in its place. 
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0201: I was tearing my hair out at the beginning of the year because we‟ve got those 

shelves by my door with pigeon holes labelled 803, 802, whatever, all got their 

portfolios, all got their English, Learning to Learn journals in their hole that‟s 

labelled for you to put it in. So as soon as you put our name on your folder you put it 

in. For the first two months of this year, they were all telling me that someone had 

taken their folder out of the shelf. You know like 75% of them would say, I put my 

folder there yesterday and now it‟s not there, some bodies taken it and they could not 

remember to put it back in the right hole. They can‟t focus on it. 

0203: That‟s happened to me in Hospitality twice with them saying because I gave it 

to you to look after and you lost it. And I‟ve stood there and gone, now **** we will 

stop this conversation in a few seconds open your bag and he would say I did don‟t 

you remember. He was adamant and he wasn‟t being nasty, is his head somehow it 

had happened. It was in his bag. 

0204: Oh yes, they are like what do you mean you‟ve lost it and I‟m like I haven‟t 

lost it and they say well I left it on my desk and it‟s not there now. 

0205: ****, she‟s very disorganised and she does that to me, she says I gave that to 

you and I say, I have not got it, I have nobody else‟s from this classroom and why 

would have yours, but I gave it to you, and I came up to your desk and I said what 

shall I do with it and you said give it to me. That didn‟t happen, I didn‟t have it. 

0204: The last thing I write on a relief lesson is please collect the students work 

because you‟ll come back the next day and they‟ll say she didn‟t give me that, Miss I 

gave it to the relief teacher so that‟s why I say please collect it and put it on my desk. 

0205: Because I‟m disorganised, I will usually put get students to put their work in 

their portfolio so at least. 

0204: Then they‟ll say no I gave it to the relief teacher. 

0205: That‟s why I say don‟t give it to the relief teacher or else it‟s a write off. 

0202: Is it some sort of discrepancy in their ability? I‟m thinking now of **** in 

Year 9 who, he is so convinced he does things when he doesn‟t that‟s its frightening 

and its frightening him and it certainly frightens me. We had a day when the pracci 

was taking a lesson and so I was free and I was just sitting there in the corner and he 
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said when you‟re finished put your essay on the table and not many put it there and 

so I sauntered over to see who put there‟s there and then went round to the tables and 

said to the kids, have you finished your essays, you haven‟t handed it in and come to 

****, yes I did I just put it in and I said I don‟t think so, come with me. We went 

back over to the table and we checked and I said, **** you didn‟t put it on there and 

he said yes I did. Now he cried, you know from telling him, he cried. I said to him, 

you haven‟t put it on, have a look in our bag and if you can‟t find it, have another go 

when you get home. Anyway he came the next day with three lines of an essay and 

he said the ink ran out then but I brought this much to show you that I had finished it 

which means I did put it on the table. I said, ****, the only thing that proves to me is 

that you did three lines of your essay and the ink ran out and he cried about that too. 

Now his organisation is bluffing and he cries and he often does that. That‟s his own 

form of organisation and that‟s really scary and I know there‟s something wrong with 

him but is there really something wrong with him or is it just that he‟s disorganised. 

0205: A lot of kids do it. I know that I‟ve been searching frantically through things 

for pieces of paper which kids have assured me that they‟ve handed in and I never 

find it. Now I just don‟t except that. 

0203: So is the disorganisation we see at 02 indicative of the types of kids we have? 

Kids we have at 02 are lower ability and whatever and disorganised and are higher 

academic kids more prone to be organised. 

0201: Some of our higher kids are more disorganised than our lower kids. Look at 

the pracci we had, ****, now he was disorganised and he did look a bit disorganised. 

Now disorganisation is unattractive. You know he just kind grabbed stuff and 

bundled it up but he did manage to get through everything, he collected their work, 

he recorded it. 

0202: But he did have nothing to support that. On one occasion, ****, came up and 

said she wasn‟t happy with her mark and he was actually dealing with someone else 

and it was the end of the period and it was lunchtime and he was prepared to spend 

time with that kid, but only one so he said, I will get back to you, so he grabbed a 

piece of paper and wrote, get back to you, bundled it up and stuck it in his pocket and 

she burst out laughing and he left her and she said why didn‟t he just fold it? 
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0204: You laugh at me for my lists don‟t you? 

0205: Well she‟s got lists everywhere. 

0204: I cross stuff off as I go. 

0205: You‟ve got lists for everything. 

0204: See this is what I say to ****, we do this every period and you‟ve always lost 

this and you always spend ten minutes rummaging in your file and I say doesn‟t that 

really wear you down? He just kind of shrugs his shoulders, if you just got it done in 

the first place, if you got it done now it would be so much easier and he just doesn‟t 

seem to get it. 

0201: See with disorganised kids they rarely tempt to get it done. ****, his 

disorganisation means he never ever gets anything done. 

0204: And what are the repercussions from that? 

0201: He doesn‟t care. 

0202: Not only him, **** is exactly the same, they almost feel cheated if they get 

tricked into doing something. 

0201: Yeah. 

0202: Um, because someone‟s defeated their purpose. 

0201: They just can‟t come and start and complete a piece of work. They don‟t do 

homework. 

0203: As a teacher you are always trying to track it down, then you just go forget it, 

if you won‟t do homework, we will just try and get stuff done in class. 

0201: I know that I have had times where because there is so many disorganised kids 

in the class and I can‟t let anything go home and I needed to get, I wanted to have 

some kind of reading assessment, the only way to make sure I get very kid in this 

class is to start and finish in the period and whatever you‟ve done this period is what 

you get marked on. 

0203: What do you reckon these guys will be like when they are older or at uni? 
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0204: But again like I say the repercussion for not completing it or it makes no 

difference to them, they are going to do it that way. 

0203: See **** was having an argument with **** the other day and you know how 

I hate her, but he was doing tis trying to talk to her in the corridor about the way in 

which she speaks to teachers but also for not doing her work and handing it in. 

0201: Right. 

0203: And I walked past a couple of times going to and from my office and she did 

the wicked stare and the who cares but I walked past at one point and he said, his 

question was, and what do you think, you‟ve got to get this stuff done and you can‟t 

get organised and you can‟t not talk to those girls and what would happen if you did 

this at work? And she said, this isn‟t work, and he said what‟s the difference and she 

said I get paid. 

0204: Yep. 

0203: She‟s organised, she‟s respectful when‟s she‟s getting paid. 

0204: There‟s no benefit to her and she can‟t see any benefit to, if fact she uses a lot 

of her street cred. 

0203: Yeah. 

0202: She‟s actually got organisational skills, I have taught her. I mean you can‟t be 

disorganised all your life, you start to do things to save yourself. You know that if I 

don‟t do this then I‟m going to be surrounded by chaos and then sixty years down the 

track, if you haven‟t learnt then you‟re never going to learn. 

0201, 0205: Mmm. 

0202: I honestly think people are organised or you‟re not. 

0204: Although I think we should encourage organisation in lower school. 

0202: I‟m not saying we shouldn‟t encourage it maybe we need to teach it. 

0204: Like with ****, how many times has his dad been in and said we will sort out 

a desk for him. You know we‟ve given him heaps of exercise books, we‟ve made a 
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space for him to put them there and he still loses stuff. You know he won‟t get 

anything done about it until there‟s some sort of upheaval and **** is smart, he 

knows but I also think that he just can‟t do it. He couldn‟t keep track of a list and do 

it. 

0201: You know in primary school and you get pads to write in and cover them and 

you started off really really nicely and you were really neat and you loved your new 

pad. And then as you get going further you get messier and messier and you were 

just trying to fill it up and your teacher would check your pad to make sure you used 

up all your spaces before you got a new one and you would just write crap in there 

just so that you could have that feeling of a new pad. Like you look at kids in 

primary school and who feels great about a new pad. Like those are the kids that 

would be organised and the kids that don‟t have that really nice feeling about that are 

disorganised. 

0202: What about the kids who you teach that rip out a piece of paper every time 

they make a mistake? 

0205: Yeah cause its less to fill. 

0202: I don‟t know about that. I mean that‟s lack of organisation because they are not 

prepared to benefit from that mistake. 

0205: Yeah. 

0203: With mathematics I will often go and sit with kids and who have got a 

question and I will grab a pen and they‟ll think oh no she‟s not going to be very neat 

on my work and I am not very neat so and there‟s a boy whose very particular about 

me being neat and a girl. I will say, I‟ll be neat, I‟ll be neat, I promise. So that‟s a 

neatness thing, that‟s not organisation. 

0204: But do you know any kids who are that neat that are disorganised? 

0201, 0202, 0203, 0205: No. 

0204: No. 

0201: No kids that aren‟t very neat are often disorganised. 
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0204: I don‟t think there‟s anything natural about those things. They are practiced, 

they are worked with, why would you put effort and focus towards them. They‟re 

forced to. 

0202: Yes but there‟s a connection between neatness and organisation. 

0204: Oh yes and there‟s definitely a neatness and organisation continuum.  

0202: We think that organisation has a bearing on neatness but is there other 

combinations? Does disorganisation interfere with physical activity? 

0204: No because a lot of my boys who are extremely disorganised are good 

footballers. They have no problem there. 

0203: Yes when I look at my boys who are disorganised, their hand eye coordination 

is really good. 

0204: What about time, I am thinking about getting to class on time and handing 

stuff in on time and meeting deadlines. 

0202: These kids never hand their work in. 

0204: Yes. That‟s what I find. 

0205: They get to class late, they don‟t hand stuff in and if they do its late, they are 

the last to leave because they‟re faffing around trying to put everything together, they 

just can‟t meet deadlines.   

0202, 0203, 0204: Yes. 

0201: Yes they all have a problem with time management. 

0202: The whole social scene makes time management difficult. **** comes to me 

and says I‟m not coping, I‟m not getting my stuff in on time because she‟s now Year 

Nine and she is more social. Because of her shift in focus she just can‟t manage her 

time. 

0204: But that could be the stage of development that she‟s at. I‟ve seen kids who I 

say pens down, we‟ve got five minutes to go and I need to make sure that you put 

your rubric and your draft and your working out in your portfolio and there will be 
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like, **** will get his stuff and shove it straight in his bag and I‟m looking at him 

and I say, so **** what did I say and he‟ll say, put your stuff in your portfolio, so 

why is it in your bag and he‟ll say, because I haven‟t got my portfolio here. 

0205: Yes but in that they don‟t understand or think about or whatever, what five 

minutes left means. They don‟t seem to take time in. But they do stress about late 

stuff or being late, they don‟t enjoy it but they do it every time. 

R: Do you think there are any factors to disorganisation to do with time? 

0202: I think its focus because focus can change over the years. 

0201: I just thought of all my kids who rock up consistently late, not every now and 

again, consistently late and every day after lunch and da da da. They are exactly the 

same kids who leave their portfolios on the desk, who don‟t put them away. 

0204: Don‟t you see that as a completely disrespectful thing? 

0201: Yeah. 

0204: To me it‟s got nothing to do with disorganisation, except the only thing it 

shares with disorganisation is the so what attitude. 

0201: Yeah. 

0204: So what if I‟ve left it over there, are you going to come and get me in Science 

to put it back over there. So what are you going to do about it. So what I‟m late to 

class. 

0201: I‟ve got a girl in my Year 8 class who in our Learning to Learn reports were 

talking about one of the habits, oh I can‟t remember what but anyway. She absolutely 

acknowledges that she doesn‟t hand work in on time, usually approximately I‟m 

three days late cause I like to do a good job. 

0203: Like I don‟t get that. I understand that I want to do a good job but so start is 

three days earlier instead of three days later. 

0201, 0204: Mmm. 
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0203: But you are getting back to there‟s no consequences for it being late. For a lot 

of kids it‟s about that. They want that immediate feedback, that immediate response 

to something and are we looking at a situation where kids are more disorganised than 

they have been? 

0201, 0204: No. 

0204: I think that if we looked at them in primary then secondary we‟d find a lot of 

kids that there‟s levels to their disorganisation skills and that‟s because... 

0202: But ten years ago in secondary school was there this many kids who are 

disorganised? 

0203: I don‟t think so. 

0201: But there‟s more initiative left with kids now. 

0204: Yes, look at how many private schoolkids fail at university because they can‟t 

get organised and they have had someone doing it for them and chasing them up. 

0201: They don‟t have that innate responsibility for their own learning and lot of 

people see it as you just do it or you don‟t kid. Your either responsible or you‟re not. 

I mean you can give them a diary, but yeah, that doesn‟t get used or you never see it 

again. 

  

0204: Imagine this Year 7 class, 27 kids, you know little **** hasn‟t handed in her 

work so it‟s like fine I need to see your mum, whose coming to pick you up today, 

I‟ll talk to her then. Now out of my 27 kids, I will always have a least five kids who 

don‟t hand stuff in. 

0201: Yes and that‟s five classes a day, that‟s 120 kids a day/week and we just can‟t 

ask every parent to come in and see us when someone doesn‟t hand their stuff in. 

0204: No we can‟t. I mean we have one parent night and kids pick this up and think, 

I‟m so under all these radars. 
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0202: See its interesting when you say, I mean I‟ve just collected portfolios to take 

them home this weekend and have a look at them and you look at the faces. They go 

from total indifference to worry to smug to shock to I‟m loving it.  

0203: And then I‟ll have kids come and say, can I come give it to you tomorrow and 

I will be like you should have done it all term not in one night. 

0202: There will always be those ones that are indifferent to achieving and the ones 

that think, I can get it done, I just need a bit of time. 

R: Which ones do you think the disorganised kids are, or do they not fit one mould? 

0202: They are the ones that are indifferent and. 

0203:  Some are the indifferent and some are the I can get it done on time. 

  

0204: Yes. Some are just lazy and they aren‟t disorganised, they just chuck stuff 

straight out. 

0203: Yes, it is different. 

0204: So what do you think the levels are? 

0203: Like ****, he‟s my disorganised kid in Year Ten class and he tries to go 

through and get it sorted but he never quite gets it sorted. He never gets anything 

done, he just ends up leaving the room. Anyhow... 

R: So are there any misbehaviours that come with disorganisation? 

0203: Sometimes with disorganisation there‟s comes with it distraction and being off 

task. 

0205: Inattentive, class clown, unprepared. 

0202: And I think there‟s being offensive, it wasn‟t my fault and I can‟t help it. 

0204: And sometimes **** will say, it‟s my work what does it matter to you. 
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0202: And I think the other thing is these disorganised and indifferent kids they 

misbehave because they‟re not getting any praise for doing that so they‟ve got to get 

accolades from the kids for doing the smart thing. 

0203, 0201: Yeah. 

0202: So they become the entertainment. 

0204: Yeah so they will say and burst out, guess what I‟ve lost my work, and 

everyone will burst out laughing. 

0202: Look can I tell you about ****. He came to class late and had been coming to 

class late many many times and I said, if you do it again you‟re going to have to have 

a lunchtime with me because you just can‟t keep coming. Now he came in late and 

put up his feet and the whole class laughed and he was look at me look at me and 

was like if I make them laugh enough she‟s going to see how popular I am and then 

she‟s not going to do anything about me being late. So that‟s extreme but **** is like 

that all the time. So I think every kid needs praise and a mission somewhere so if 

they are not going to get it somewhere through their work then they‟re certainly 

going to try and get it somewhere else. 

R: How do you think they handle any changes in routine? Like the days where you 

have timetable changes, room changes and how do they deal with it? 

0201: Badly. 

0202: In a sense they always follow each other because there‟s always someone who 

knows. 

0204: I think that disorganisation is internal not external. You know the things 

around them and their proximity to them and where there portfolio is don‟t have a lot 

of saying how their disorganisation manifests itself in the classroom. That‟s just what 

I‟m saying is that it doesn‟t make a lot of difference. 

0201: I can‟t think of a time when those external influences have been incredibly 

unsettling to them anymore difficult more so than anybody else. 

0203: Yes. 
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0204: One thing that is an interesting factor with disorganised kids is group work. 

Because particularly, our point were into our fourth semester with having these kids, 

2 in Year 8 and now two in Year 9. When they begin there is certain groups that 

don‟t want them and then there are other groups who are really aware of the fact that 

don‟t let **** have any paperwork. Don‟t let **** be responsible for letting **** 

take any work home or I‟ve had **** say don‟t let **** in my group or I will be 

doing all the writing. So she expects that she‟ll be doing all the writing and the 

running around. But I always find that in Year 8 the kids will make the mistake, 

they‟ll let **** in their group, they‟ll let him be a team leader and then next thing 

you know the whole thing is lost and the kids just don‟t want to acknowledge it. **** 

is a very mature kid and she‟ll say right **** you‟re a good thinker but I‟m doing all 

the work or they ostracise him. 

0201, 0202, 0203, 0205: Yes. 

0201: No one wants to work with them. 

0204: No one wants to work with them. We do lots of those sorts of things in the 

class and we allocate those kids to groups of kids who are already self sufficient. So 

when a kid does lose that section. 

0201: Makes no difference. 

0204: Yes. 

0202: And when they get to this stage too at the end of Year Nine they actually come 

to you privately and arrange so so and so won‟t sit with us because we work so well 

and that person, even if they are in the same peer group, that person annoys them. 

0204: We‟ve been doing Course One selections for Year Ten and with the 

disorganised kid, we‟ve almost forced their hand because you can‟t succeed in upper 

years being disorganised so we just don‟t chose them or do and put the pressure on. 

0201: Yes. 

0204: So say **** whose very bright but disorganised, he can succeed if the models 

around him are very good so and we push him. 

0203: Yeah but some don‟t. 
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0204: No and I don‟t think he will. It‟s a real gamble because the kid that doesn‟t 

drags that teacher down. It‟s very popular to be disorganised. 

0202: I just had an epitome I wonder if **** is like she is because of total lack of 

disorganisation. Here we have a highly intelligent girl and who at best sits in a class 

and gets a C, at worst makes the class a total disaster and she is quite vicious. But 

even when she really succeeds because she knows the consequences, she still works 

on a piece of crumpled torn paper with a texta and not writing on the lines. Is this 

still clinging onto her independence of I‟m not going to do this because I really don‟t 

want to do it or is this she can‟t organise herself to do it? 

0204: That is so overt to me. That‟s right in your face. 

0201: Yeah but that‟s the kind of school we have where being punctual and doing 

your work is so uncool. We battle with that sub-culture of underachieving. But it 

goes back to what you were saying 0204 and what are the consequences for being 

disorganised and being late at 02? 

0204: It needs to become intrinsic. 

0203: Yeah but that‟s what can happen, the rewards can lead you to be intrinsic. 

Which is what happened to me and I‟m still not very good which is why I make lists 

or else I‟d forget and I follow a pattern, a routine to my life, a habit. But again if 

there‟s no consequence to focusing on that habit and building into something better 

then why would you. 

0202: Now we get gratification for succeeding and those kids don‟t. They‟re not 

programmed to be gratified to have achieved that. 

0204: We are as women from a very young age rewarded and expected to be 

organised but boys aren‟t.  

0201: I know I just feel so much better when my house and everything is organised. 

0204: We‟ve learnt to measure ourselves by those things. 

0202: I don‟t think present day kids get that pleasure from something being 

organised and I almost think that some of them want to mess up something 

organised. I don‟t know where that comes from. 
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0201: I don‟t know either. 

0202: They don‟t have that same persistence. 

R: Now out of the classroom, what do you notice about disorganised kids, for 

instance after school, lunchtime, school socials, and so on? 

0202: I know kids that can‟t organise themselves, organise other people. They are 

absolutely useless in the classroom but outside they‟ve got everyone doing exactly 

want they want for them. Not self organisation but social organisation. 

0204: A couple of the kids who I know who are disorganised are physically 

disorganised, like hair and clothes not washed and smelling. Dishevelled. 

0201: That‟s exactly what I was thinking of. But is it the parents, it‟s still out of their 

control somewhat. 

0203: You look at ****, if you walked into my class and said pick the disorganised 

kid, you‟d pick him. He‟s dishevelled with hair all over the place. 

0204: See **** sister is not, she always looks immaculate. 

0203: See it gets back to maybe they‟re always organising someone else. 

0202: Yeah not all of the time though. 

0203: Yes. 

0203: You know what **** does on free dress days, wears his uniform. See family 

issues don‟t help. 

0204: You know the other thing I wanted to mention is that they can‟t do open ended 

tasks. 

0201, 0202, 0203, 0205: Yes. 

0202: I think focus is a really big factor in all of this.  

0204: I think it‟s not a natural thing, that‟s our job to make it more attractive. 

0201: Disorganisation is the most frustrating thing to me. 
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0204: That‟s why TEE is so good to teach because all of the disorganised ones are 

gone. 

0203: And they have priorities. Prioritising is the highest level, it has to be there. 

Though there‟s no one thing to being disorganised. 

0204: It‟s so hard to be disorganised and procrastinate. 

0203: That‟s what‟s tricky about this but what is disorganised and what is attitude. I 

know there is a difference but it can be tricky. Procrastinators are really hard to work 

within a team because they can never shard anything because they don‟t do things 

until the last minute. But getting back to the other thing, there are disorganised kids 

who really don‟t want to be disorganised but can seem to help it. 

Focus Group Four Details 

Date   10/7/2007 

School Code  03 

Interview Time 1 hour, 28 minutes 

Location  Researcher home residence 

Participants  0301, 0302, 0303, 0304 

Attendance  Participants and Researcher 

Consent  Written consent completed and submitted by participants 

Recording  Digital audio recording and notes taken 

Researcher (R): What I would like you all to think about is have you taught and 

students that you would consider to be disorganised and if you have, what are the key 

behaviours that these students do that would lead you to think they are disorganised? 

0302: I have been dealing with a student who I don‟t teach but have been 

counselling, I‟ve been dealing with him for two years, he‟s a typical student where 

you open up his bag and crap comes out of it and. 
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0304: Oh yes the fruit salad bag. Like definitely, you ask him for the worksheet from 

yesterday and he pulls out like fifty sheets of paper. They look like rubbish, torn bits 

of paper with orange juice on it, choc milk, ahh he‟ll rifle through the layer 

individually looking for the one sheet that you gave him yesterday. Sometimes he 

finds it and other times he doesn‟t. 

0302: And typically when the works due, he wouldn‟t have it done and he wouldn‟t 

know where to find it. He wouldn‟t use his diary and he would often not hand in 

assignments. Like in a class test he wouldn‟t hand things in cause he would just get 

in his own little world. So he wouldn‟t be malicious, he was just trying to get it from 

his bag. 

0304: I never get it that bad that they can‟t organise to hand in stuff in a single 

session. 

0302: Oh well, mmm I do. 

0304: That‟s pretty shocking. 

0302: Well this is a kid that I try and talk into not coming back to school because 

he‟s failing. We dealt with it last year where we go him a whole pile of files and 

organised it for him and his mum organised him bedroom, his bag and everything. 

0301: Some kids don‟t have a bag. No bag, no file. So there‟s no continuity in every 

lesson. 

0303: I‟ve never seen one in my class without a bag. 

0302, 0304: Oh, I have. 

0304: Oh I have kids that don‟t have a bag but it‟s not that often. It‟s more like what 

happens to the work that ever goes in it. You know there‟s never a system to it. 

0301: Yep the ones I have who don‟t have a bag, file or pencil case. They just come 

with nothing. 

0304: Most kids I know who have those big exercise books with file paper, sections 

and folders all in one. Well I haven‟t seen any kid who can organise that, mostly 

there‟s no English section and it looks all over the place with things shoved 
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everywhere. **** who sits in front of me just shoves it in the front one, doesn‟t even 

look in the others because he wouldn‟t have a clue of the sections, even if it‟s there at 

all. 

0301: There‟s no doubt its more male orientated. The girls are much more organised. 

0303: I agree. Though I've got a Year 8 girl who I always see, we need to get this 

next sheet out, working through this maths package we‟ve got and she never has the 

sheet the next day. Ever. 

0304: I don‟t see many girls like that. 

0303: No that‟s right. I‟m surprised by it. 

0301: It‟s also a neatness thing. 

0303: I just think if they‟re disorganised it‟s just shoved in their bag and they don‟t 

take the time to read it or clear up their desk, it just gets shoved in their bag.  

0302: Yes. 

0303: I mean she‟ll say I saw the sheet this morning when I was finishing it off and 

now I can‟t find it. I don‟t know where it is. 

0301: I keep a file for four kids in my class. Lower school kids. I‟m not talking about 

portfolios, but I keep them too, but just everyday work. So everyday if we‟re doing 

something the same, I know it‟s there. Year Nine and Ten. I just ask if any of the 

kids can‟t handle their file and say I‟ll keep one in the cupboard for them. 

0304: I reckon with the portfolios if the kids were asked to keep them and we had to 

take them to a moderator meeting, I reckon hardly any of the kids would have all the 

work there. Some would have a few pieces with them saying I don‟t know where any 

of the other stuff is, could be in my bedroom. They‟d just fail if we did that. You take 

it out of their control, you take away that organisational factor. You have to for 

outcomes and moderation. 

0302: Most times to me their bag isn‟t touched until they get back to school. 

0304: Yes but if it‟s never touched then it should be there the next day. 
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0302: Well most of the time with my Year Eight‟s who want to go to the toilet. I‟ll 

say, pull out your diary and they‟ll say, I forgot it. 

0303: I say you can‟t go. 

0302: Yes but I‟ll say, open your bag, and it‟s there. They don‟t know how to look 

for things either. 

0303: I also know people who go, give me your sheets, and if you don‟t then you‟ll 

have a letter home. They need to have their sheets checked off and they‟ll actually do 

their work because they‟ll get letters home. It might take them a while and they‟ll get 

yard duty and if you threaten some kids, they‟ll actually get off their backsides and 

find their work. 

0302: Yes but do they achieve? 

0303: Mmm. I think it‟s a laziness thing too. Like they‟ll say, I really did look and if 

you physically look for them it will appear. 

0302: But again, strangely enough that‟s male. 

0304: I don‟t know about any research but I would argue that organisation is strongly 

linked to literacy and maths even. Like one of those disjointed writers, those 

disorganised ones. 

0303: But I'm wondering if sometimes it‟s the less bright kids. They don‟t want to 

find it cause they haven‟t done it. 

0302: Yes but is that because they can‟t do it. That‟s what I find more. 

0304: Yes but when they can‟t find it, it‟s not that they start at the top of the pile and 

look through it, it‟s more a random process. I mean my sister is very disorganised 

and she was very disorganised at school but was very bright. Though she failed all 

her subjects because she was incredibly disorganised. 

0302: Like when it comes to medication for her child, like baby Panadol, she doesn‟t 

know where it is. 
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0304: So, I‟m not sure if it is an overall intelligence thing, but kids who are low 

ability more often are. I think it‟s a social thing too, pride in their possessions, maybe 

they don‟t wash their clothes for four days in a row and don‟t care. 

0301: So kids that come from better families would be more organised. It could be a 

socio-economic thing. No role modelling and families less interested in schools. 

0304: In the same way that my Asian kids are just anal. 

0301: Yes I was thinking of that. 

0304: Yeah I imagine their houses look like display homes with not a hair out of 

place. 

0303: I don‟t know about that. 

0304: Well you know that organisational structure that you have from birth. That role 

modelling. Like if you play with your toys, you put them back when you‟re finished 

straight away. 

0302: I don‟t think it‟s socio-economic, I don‟t think it helps but that‟s not it. Two of 

the disorganised kids I‟m thinking of spent a week at mums then a week at dads 

cause they‟d broken up and they had to organise that so maybe they‟d just burnout 

being organised and couldn‟t do that many things at once. So school wasn‟t the 

priority and didn‟t get a lot of planning or thought. 

0301: Yeah I bring in rulers if we need them because I know most won‟t have them. 

I‟ve got a box of coloured pencils, paper, glue scissors, I‟ve got my own set of 

protractors, I have them there so the lesson goes on without spending heaps of time 

looking for stuff or borrowing stuff or not being able to do the work because they 

don‟t have their stuff. 

0304: I reckon a kids pencil case reflects, generally, how they handle themselves and 

how organised they are. You know the kid who struggles to find a blue pen each day 

isn‟t going to achieve. You know the kids who take pride in their things, that they are 

going to do the right thing. I know a lot of kids who start that way at the beginning of 

the year then their pencil cases become this huge things with all sorts of rubbish in it 

or they have nothing, I‟m not talking about them. 
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0301: You know the kids I have in TEE who are disorganised. 

0303: They don‟t pass. 

0301: Well they find it much more difficult, even if they‟re quite bright because the 

workload increases so much. 

0302: We have kids turning up to their exams without their calculators or equipment. 

That‟s really frustrating and hard to understand. 

0301: I take rulers, calculators, pens to all of our exams. 

0302: Yes but you shouldn‟t have to do that. 

0301: I know but what are they going to do, just sit there? 

0304: There some socio-economic factors in that sort of stuff though. 

0301: Yes but they could afford a ruler. They probably had a ruler at some stage, 

they just lose it or can‟t be bothered bringing it. They don‟t see a value in that, they 

aren‟t being responsible. 

0304: But there are parents who let them get trashed and broken and disjointed. But 

I‟m disorganised and my desk looks like a dog‟s breakfast and I‟ve always been like 

that but I do know where everything is. 

0303: Yes but do you think that‟s because you‟ve got a good memory? 

0304: Yes definitely. That‟s how I cope, I remember where it all is. So I guess it 

doesn‟t matter whether my stuff looks organised or not, I know where it is. 

0301: I‟m the most disorganised in my office. My stuffs everywhere but I know 

where it is. It does annoy everyone else though. 

0304: But the kids we teach, they don‟t have the memory ability to remember where 

their stuff is. 

0302, 0303: Yes. 

0302: Years ago when I was teaching at ****, my desk was always a mess but I 

could always find stuff. 
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0304: Yes, you have that system going, it‟s your system and it‟s unique and it‟s 

weird and doesn‟t make any sense to anyone else but it‟s your own. Where, when 

you talk about people who have no system, it‟s a random act every time. They don‟t 

prioritise, they don‟t know how to prioritise. 

0303: I‟m not sure if they are lazy or they don‟t know how to do it or they just can‟t 

get it together or they just don‟t see a problem. 

0302: This is it. 

0304: They don‟t spend any time thinking about what they need to do, getting 

prepared and what they‟ll need. 

0302: You know with keeping stuff in their files, in computing you‟d have given out 

a sheet and then at the end of the lesson, there‟d always be five or six left on the 

desks. So maybe it‟s a sense of distraction as well. 

0301, 0303: Yes. 

0303: They can‟t focus in on something. 

0302: Yes, like you say, pack up, put it in your file and put your file away, they just 

leave their sheets out. They‟re too busy talking or trying to finish something or they 

don‟t hear you. 

0304: That left behind sheets, those keep them in your bag, were going to deal with 

them tomorrow, and then you look around the classroom and there‟s one or two 

down the back cause they. 

0301: Don‟t care. 

0304: Yes, they think he‟ll photocopy me another one cause he knows if he doesn‟t I 

will have nothing to do and be a pain, so it‟s easier to give me another one. It got to 

the point now that whenever I make photocopies I usually photocopy five spares 

every time for kids who don‟t have them. 

0301: I have that in about two or three kids in every class. 

0302, 0303: Yes. 
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0304: What really frustrates me, is when I‟ve given out those five extra and have to 

go and get more. But that‟s becoming standard. 

0302: But these kids who are disorganised, do they bring money for lunch for the 

canteen or does everything else in their life suffer? 

0304: They‟re the ones who are probably drinking 1.25 litres of coke on the way to 

school. 

0301: I think they don‟t prioritise their school work. But I know some who are 

disorganised all round, makes life tough for them. 

0304: Let‟s go to the top end, my ATP class this year. I can think of too many 

incidences where they have lost a sheet or can‟t find a sheet. Although I do have one 

kid who is disorganised and Asian and he doesn‟t hand in work in on time, he‟s 

always late, he didn‟t get his book for 2 weeks after the time I said to. But other than 

him, they‟re pretty much like clockwork. Homework gets done. The top end of the 

scale is much better, it makes them easier to teach. 

0303; Yeah they‟re better. 

0301: You get some smart boys who are really bright and they‟re doing their TEE, 

but still their files are a mess, but they‟re just bright and they can just cope with 

things. 

0303: I don‟t find too many of them. I think a lot of the bright ones don‟t end up 

doing TEE. 

0304: I think there‟s a correlation between handwriting and organisation. If it looks 

like a dog‟s breakfast, then chances are they‟re organised as a dog‟s breakfast. 

0301,0302, 0303: Yes. 

0302: Or is it the coordination of left and right. 

0301: My handwriting is atrocious. 

0304: I think handwriting is linked to literacy.  

0301: But I got really high marks in English. 
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0304: I‟m not saying that you can‟t get good marks in English, I‟m saying there 

seems to be a higher correlation. All the boys in my primary school class who were 

good readers and read, had better hand writing than the rest and better spelling. 

0303: Yeah, I don‟t know about that. My brother has really neat handwriting, he‟s an 

engineer, and he can‟t read well at all. He had to type everything because you can‟t 

read it. 

0302: Yeah but he‟s obviously intelligent too. 

0303: Yeah. 

0301: Yeah my handwriting is atrocious but I can spell really well but I read heaps. 

0304: Yeah there‟s something about it, for my mind, disorganisation and poor 

handwriting, or literacy or whatever it is. 

0301: So I guess the question is, if a kid‟s disorganised, does it affect their 

performance at school? 

0302, 0303: Yes, it does. 

0304: I think that is the question, does it. I think it does but it depends on your 

memory or having your own structures. 

0301: For some it would, absolutely. 

0302: Yeah, so the kid that I was talking about, he‟s failing everything, so he may as 

well get out and get into TAFE while he can. He‟s never on time, he can‟t meet 

deadlines, he can‟t find work. 

0301: Yeah but at TAFE you‟re still going to have to meet deadlines. 

0302: Yeah but there‟s a lot better chance getting into TAFE now than at the end of 

the year. 

0303: Will he go? 

0302: Yeah, I don‟t know. I spoke to his mum on the last day. You know with him I 

think he was modi coddled till about Year Ten and then told, right now you‟re a 

young adult now, you need to get yourself ready and do it for yourself. 
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0304: Yeah that‟s a bit late. 

0302: Yeah I wonder whether that‟s it. 

0303: Yeah I had him in Year Nine and I‟m wondering whether, you know you get a 

30 second window or at the start of the lesson, kids are getting their work out and 

he‟s sitting there reading his book. 

0302: Yes. 

0303: A big think book and he‟s not meant to have it out in class. And I would see 

him and go **** get your sheets out and he would but. 

0302: Was he organised then? 

0303: Umm, I don‟t think that he was as organised but it kind of hit him in Year Ten. 

He did alright in Year Nine but there‟s a lot of kids in maths who do alright then 

drop off in Year Ten for some reason. 

0304: Because they don‟t have the potential? 

0303: No because they‟ve got that innate intellect and they don‟t have to actually 

work till then. Yeah they get to Year Ten and think it‟s a bit harder and they cruise a 

bit but then they get to Year Eleven and drown. They don‟t have any work habits or 

study skills and they just struggle. He knows he has to be pushed and he knows he‟s 

got a motivational problem. 

0302: Yeah he‟s interested in too many other things but oh I‟ve lost it. Oh, I was just 

going to say that some of my kids are Grade Two or Three ability by the time they 

leave me and even in there, so they‟re, most of them are very neat but there is one 

student who, maybe two, that are always disorganised but no equipment and that but 

I don‟t see them as different to anyone else. I don‟t think their disorganisation is the 

reason for their low ability intelligence. To me, it‟s something they missed out in 

primary school, they‟ve just missed learning it. 

0303: Do you think they‟re low ability because they missed out all that learning at 

the time because they are disorganised, I wonder? 
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0301: I don‟t think they get to Year Nine and think oh I‟m disorganised, I think 

they‟ve always been that way. 

0304: I think then, we may consider that there are kids who appear disorganised that 

are not. That we imposing a structure on them that is inappropriate or not for them 

and irrelevant to their abilities and what they can do. That they‟re organised in their 

own manner and even though everything looks all over the place, they can still find 

things and still don‟t lose work. They have their own systems. 

0301: Then you get the others who are hopelessly disorganised but can‟t do anything 

about it or don‟t care. 

R: What do you think is the difference between the two? 

0304: That there‟s a system there that‟s working for them. We sometimes impose on 

them what we think it should look like and for them, it doesn‟t look like that. 

0302: But it‟s also about what‟s their priorities. 

0301: Have you guys tried to make a kid carry a diary? 

0302, 0303, 0304: Yes. 

0301: See I‟ve tried. 

0304: It‟s just a muck up and another thing to get annoyed about. 

0301: I think it‟s ridiculous when I don‟t use one. 

0303: No I use it and the only reason I think my kids use them is to go to the toilet 

because I won‟t let them without it. 

0304: Oh that might be it but other than that it‟s a paperweight. It‟s a pointless device 

if you‟re not going to use it properly but they don‟t know how to use it properly. 

Like check out diary use and look at how meaningful and useful it is. 

0301: They don‟t check it, even if they write stuff in it. I‟ve got kids who don‟t even 

know when a tests on but I don‟t know if they use it. 

0304: You know some kids can‟t live without it. 
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0301: Yeah but I don‟t, I‟m not going to sit down everyday and write stuff down. 

0304: Yeah I couldn‟t. 

0303: Oh I do, I use one like that. 

0304: Most of my kid‟s diaries are gone in two weeks. 

0303: I asked this girl to pull out her diary, to check using diaries, and when she 

opened it, it was there and all things written down. It was good. But I think girls use 

diaries more than boys. 

0304: Yeah definitely. 

0301: Yeah but they write everything down, even regular things, I think, why don‟t 

you just remember it.  

0304: Yes I‟m disorganised but I rarely forget things and turn up late, I just 

remember it. 

0301: Yeah and if these kids have got teachers like me who‟ll bring in pencils, 

papers and pens and photocopy things for them why are they going to do it. 

0302: Yes. 

0301: We just do things for them. 

0304: We do it so that they don‟t fail academically. 

0301: Yes. 

0303: Yeah but I also think were not doing them any favours because say if I was 

away and we had a test, then what are they going to do for equipment. 

0302: Yeah but you see that‟s inconsistent. 

0303: Like there‟s a Science teacher who lends them equipment for the lessons but 

not for tests and he‟s says to them, I will lend it to you today but not for the test in 

two days time. 

0304: Yes but I think that if you put that absolute on a situation then you‟re always 

going to disadvantage a few or more kids every time you do something like that. If 
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you work with adolescents, you‟ve got to give them some leeway. And if you‟ve got 

a kid who is disorganised or who is lazy or has a bad home life then what are you 

going to say to them on test day, sorry you‟re going to fail because they haven‟t got 

their stuff. 

0303: Yeah but they just lose stuff and now with the graphics calculators, it‟s really 

expensive and my only spares are old ones that don‟t do what it needs them to do so 

they disadvantage themselves and can‟t do heaps of the stuff, especially in a test. 

And when I said that to one of the boys he got really angry at me that I was going to 

phone his mum. But the organised kid will come totally prepared with spares, 

including batteries. 

R: How do you think disorganised students go with time management? 

0302: Meeting deadlines and homework deadlines is a problem. But as far as 

anything else, I don‟t see a correlation, my disorganised kids are always on time. 

0301: Though I get certain kids who are always late. 

0302: Yeah. 

0301: Especially first period, I have a Year Eleven who‟s always late. 

0302: Oh yes actually. 

0303: I‟ve got another one too who I have to make him get out the door. 

0301: Like for this kid, there‟s no problems at home. 

0303: Yeah that‟s right. 

0302: Is he disorganised? 

0301: Yes. But he‟s not too bad, he‟s quite bright but he wouldn‟t get there till half 

past nine every day. He knows you just sign a form and walk up and doesn‟t seem 

too worried about it. Certain kids come late every morning. 

0302: Yes. But still it doesn‟t correlate with me to disorganised. 

0301: Yeah but if you can‟t get yourself organised to get to school on time, you must 

be disorganised. 
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0301: Yes but I can see the bag and all that stuff but its more responsibility. 

0304: Yes, I don‟t know, but is it laziness that create these kids disorganisation, like 

the sleeping in, or are they just incapable of doing it? Like with the deadlines with 

sanctions, what happens if you just couldn‟t meet it? Those kids who can‟t do what 

they need to do in the time given. I know disorganised kids, who manage their files 

and diaries but have no time management skills what so ever, they are always late 

and having to cancel, I‟m not talking ten minutes but they just don‟t et everything 

done. But I also know disorganised people who are disorganised in that stuff who 

have time management skill, but they manage their time so tightly, like military 

precision because if any routine changes or being late, they just get too stressed and 

can‟t deal with it. But there are no sanctions for being late, it‟s also about poor 

decision making skills. They just make the wrong decision each time. Or is it 

laziness? 

R: Do you teach any students who you think are disorganised but it‟s not because the 

underlying factor is motivation? 

0301, 0302, 0303, 0304: Yes. 

0302: See that‟s what I was talking about before, the disorganised kid who does lose 

his stuff or not bring things and do badly academically but is always on time to class 

and doesn‟t get homework done and loses stuff. 

0301: Yes I got kids who don‟t mind coming to your class but are disorganised and 

late, you know. 

0304: Yes some do find incredible organisation in their own pursuits. Take ****, he 

does motor cross every weekend and organises that and can mend his bike with 

military precision. It‟s almost selective with him. 

0302: Yes it‟s their priorities there. But getting back to time, they are often the last 

ones to leave the class. 

0303: Yes I had **** last term, but I don‟t teach him anymore, and he‟s actually 

quite intelligent but often would come to class and didn‟t have paper or pens and 

always the last one to leave. He always wanted to tell me some random story about 
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his life. He‟s a loner and a very unattractive boy but I think he‟s oblivious to it all, 

just happy to potter along. There‟s also a Year Eight boy this year. 

0302: Yes, it‟s almost focus, they‟re really bad about focusing in on what they 

should be or they get an idea in their head and then just have to do it.  

0304: Yeah but are they stalling? Yeah I don‟t know, maybe not all the time. 

0301: Yeah and I often give them a note, sorry such and such is late. 

0303: I do have a boy in my class who is always late but he has his stuff and I don‟t 

know about him, he‟s very chatty in class and he‟s not that bright. 

0301: Yeah but these poor disorganised kids who come to school and it‟s so 

regimented with times and bells and they have to have six different types of books 

each day, so. 

0304: It‟s just too much. 

0301: Yes and maybe they just find one thing they can do. 

0303: I‟ve taught some kids in the past and I remember this one kid who was really 

disorganised and in Year Eleven he asked me to write a reference for the army and I 

just laughed. I just thought how are you going to cope? 

0301: Yeah but in the arm forces, they just get told what to do and it‟s just going to 

happen. 

0304: Yes but messed up student to star employee is common in our own minds. You 

just give them that one thing they enjoy, or can do, or that one focus and they, 

something that‟s tangible, a skill that can be learnt, once you learn it, it‟s pretty hard 

to muck up, and the money and you see them in five years and they can do it, you 

know it‟s not rocket science but. And they were mucked up at school because school 

didn‟t suit them. They just couldn‟t get used or handle the routine, a structure to the 

day, and requirements of that. 

0301: Yes, you see that all the time. 

0304: Like if they have disorganisation in the workplace, they‟ll get sacked. 
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0301: That‟s why we try to teach them that way. But school is pretty regimented and 

there‟s so much they need to do and have, like in Science they need this and in maths 

they need that. The workplace doesn‟t always have some many different demands. 

0304: Yes school tries to prepare you for any type of work situation. If anything, it 

will be no worse than this, it will be easier. Like the TEE pushes them to the hilt. It 

would be hard to find what‟s going to be harder than that. Probably the set structure 

and systems of school is probably unfair to a lot of kids who are ill equipped to 

handle it or don‟t have the maturity. But it‟s kind of the trial to prove yourself. 

R: What behaviours do you see disorganised students doing out of the classroom, for 

example, lunch, after school, and so on? 

0304: It‟s hard to judge that because they don‟t have as many demands on them. 

0302: Like I wonder if they make it to work on time, that would be interesting. 

0304: There‟s obviously a group of students who show all sorts of positive 

behaviours outside of school that they tend not to show in school. 

0301: They can get off their backside and go and get a job. That shows more effort 

than all of what they‟ve done at school. 

0304: They‟ll do what they can for a bit of cash in pocket. 

0301: A lot of kids enjoy working there because they enjoy the social side with the 

other kids that are working there. 

0304: But the jobs they‟re doing aren‟t hard at all, repetitive and basic steps. 

0303: Yeah but if I try and set an after school detention for not getting their work 

done, they say that they can‟t because they‟re working. 

0301: Pretty much, every kid in my Year Eleven and Twelve class works big hours a 

week. 

0302, 0303, 0304: Yes. 

0301: Yes I can‟t set a test on Friday because it‟s just hopeless because they‟ve all 

worked the night before. So I won‟t set a test on Friday, it‟s just pointless. 
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0303: But you wonder about their time management at work when they don‟t have it 

at school. 

0301: They spend inordinate amount of time on the smallest things, I‟ve worked with 

people like that where little things take up their whole day. 

0302: But that‟s a student who spends time sharpening her pencil instead of working. 

0301: But is that work avoidance because I‟m not talking about that. 

0303: But is it only being able to focus in on whole thing at one time? 

0302: Yeah no multi-tasking. But I don‟t know. 

0301: Yeah certainly females are more organised than males. Yeah males aren‟t good 

at multi-tasking. 

0304: I think it‟s more I focus in on one thing at a time. 

0301: The thing with these disorganised kids is that you just see them every day. 

0302, 0303, 0304: Yes. 

0301: You just know that some kids are and you just get on with it. 

0302: Yeah, you don‟t think about it too much because that‟s part of the job, isn‟t it? 

0303: Yes. 

0304: Yes you just accept that. Although I‟m really worried about the new courses of 

study in Year Eleven and Twelve in English, because as it was presented to us, you 

can‟t take work after the deadline, you just take what they‟ve done up until that 

point, which is a disaster for the disorganised kid who loses stuff and can‟t meet 

deadlines. They‟ve got no chance. But having said that it‟s up to the teacher to keep 

checks and make sure works done and to spot the early signs that it‟s not getting 

done. 

0301: With my Geography class, if I didn‟t take work after the deadline, half the 

class would fail. 
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0303: Most of kids I have cant plan out their work and they don‟t do the assignment 

till after its due or the night before. That‟s after they‟ve probably lost it and need 

another copy. 

0304: Yeah but I know the kids who I have to hammer and I stand over them. 

0303: Yeah but I still get those kids after forty minutes of class time and numerous 

instructions, you still go up to them at the end and there‟s nothing but the first line 

they did when you were standing there. 

0302: Yes. But they have the potential, that‟s the ones you push. 

0303: But that‟s why all our assessments in maths are in class because we just can‟t 

send work home and can‟t rely on them handing stuff in or it coming back. Like our 

Year 11‟s this year don‟t have any take home work and actually haven‟t for the last 

five years or so. Even with the EPW‟s, they get one a week before the test, then the 

answers to that EPW, then they have the test on what they‟ve learnt in class, that‟s 

worth all the marks. They get the answers, even if they haven‟t done the take home 

work, though you check it. 

0304: There really is a shared understanding between us of what a disorganised kid 

means. 

0301: Yeah a lot of it is about the ability to concentrate and remember. Yeah I mean 

a lot of the disorganisation and behaviour and fidgeting and not being able to do a 

test in the time and things that go with it. 

0304: Yeah but what do we expect the kids to know by the time they get to high 

school with organisation. 

0301: Well I‟ve got Year Ten‟s who can‟t do it. 

0302: Yes. 

0303: But what can we do about it, I‟ve got Year Ten‟s who can‟t tell the time. Yes 

but I did also want to say that we do too much for them and that doesn‟t help them 

when they get to uni and stuff because they don‟t do it for them, they just tell them 

when its due. 
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APPENDIX C 

Study One, Phase Two SDS-IV Instrument 

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

STUDENT DISORGANISATION SCALE (SDS - IV) 

INSTRUCTIONS 

Please read each statement carefully and think about how well the statement 

describes a particular student‟s actions and then place a tick in the box that best 

corresponds to this. 

For example, when responding to the statement “This student concentrates well in 

class” a tick in the first box would indicate that you strongly agree and believe the 

statement to be DEFINITELY TRUE of this student, whereas a tick in the fourth box 

would indicate that you believe the statement to be DEFINITELY NOT TRUE. 

 

 

  

Please respond to ALL of the statements and only tick ONE box per statement. 

___________________________________________________________________ 

 

 Definitely 

Not True 

Definitely 

True 
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INFORMATION 

Teacher Code:  __________________________________ 

Please answer these questions relating to the particular student you teach either in the 

space provided or by placing a tick in the box. 

Student Code: _____________________________ 

Student Gender:  Male  Female  

Compared to other students in the same class, the overall academic 

performance of this student is… 

In the bottom 25%  About average   In the top 25%  
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This student … 

1. Does not hand homework in on time  

2. Does not pack things away in an 

orderly manner 

 

3. Loses or misplaces work  

4. Has neat handwriting   

5. Misses out key steps when working on 

a task in class  

 

6. Leaves homework until the last minute 

before the due date 

 

7. Has trouble working on open ended 

tasks 

 

8. Comes prepared to lessons  

9. Needs help from the teacher to explain 

each task to him/her step by step 

 

10. Rushes to finish work  

11. Loses or forgets equipment  

  

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

Definitely 

True 
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This student … 

This student … 

 

12. Is often on time to class  

13. Is easily distracted from starting work  

in class  

 

14. Does not appear to have developed 

personal routines 

 

15. Requires the teacher to look after 

his/her work 

 

16. Interacts well with other students  

17. Has an extremely messy school bag or 

no school bag 

 

18. Needs constant reminding of lesson 

routines 

 

19. Has no trouble switching his/her focus 

when they are required to do so 

 

20. Rarely completes any task  

21. Is very focused on work related tasks 

in class  

 

22. Has difficulty seeing other people‟s 

point of view 

 

 

 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 
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This student …  

23. Does not have a good sense of time 

 

 

24. Produces written work that is hard to 

follow  

 

25. Does not use a diary effectively  

26. Requires no teacher monitoring to stay 

on task  

 

27. Has difficulty picking out important 

parts to a task  

 

28. Often writes work down then erases it   

29. Has difficulty adapting to changes in 

lesson routines 

 

30. Loses or misplaces personal items  

31. Does not form a plan for handing 

work in on time  

 

32. Is not willing to read through his/her 

work and look for ways to improve it 

 

33. Has difficulty estimating time needed 

to complete a task 

 

  

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 
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This student …  

34. Has no trouble meeting set deadlines  

35. Requires repeated prompting to shift 

his/her attention from one task to a new 

task  

 

36. Needs teacher feedback to continue 

working on a task  

 

37. Over estimates how well he/she 

performed on an assessment 

 

38. Has difficulty expressing thoughts in a 

logical, sequential manner  

 

39. Does not appear to recognise school 

routines 

 

40. Requires the teacher to supply 

equipment needed for the lesson 

 

41. Appears reluctant to produce his/her 

best work  

 

42. Has difficulty adhering to time 

schedules 

 

43. Does not make class work a priority  

44. Does not work well with others in 

groups 

 

 

 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 
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This student … 

This student … 

 

45. Is one of the last students to leave 

class when the lesson ends 

 

46. Has difficulty functioning in 

structured situations  

 

 

 

                          THANKYOU FOR COMPLETING THIS QUESTIONNAIRE 

 

 

 

 

Definitely 

Not True 

 

Definitely 

True 

Definitely 

Not True 

 

Definitely 

True 
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APPENDIX D 

Study One, Phase Two Teacher Information Sheet and Consent Form 

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

August 2007 

Organisational Skills among Secondary School Students  

Dear Teacher, 

The purpose of this letter is to invite you to participate in a research project 

examining organisational skills among secondary school students. It is well 

documented that being organised at school (submitting work on time, keeping track 

of daily schedules and generally managing time well) assists in improving academic 

results for students. An outcome of the research project is the development of 

programs for improving organisational skills. 

Miss Rebecca Walker from the Graduate School of Education at the University of 

Western Australia is carrying out this research as part of her Doctorate of Philosophy 

studies under the supervision of Dr Sarah Hopkins and Professor Stephen Houghton. 

The research will involve children aged twelve to sixteen years. If you agree to take 

part in the research, a Year 9 class that you teach will be selected and you will be 

asked to complete an organisation questionnaire in which you rate each of the 

students‟ organisational skills. For each child, it should take no longer than 5 minutes 

of your time.  
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All information collected in this study will be kept strictly confidential and only the 

researcher and their supervisors will have access to the information. The results of 

this study will be reported in the form of group summaries, so there will be no 

identification of individual participants.  

Your involvement in the study will be purely voluntary: you are not obligated to 

participate and you may withdraw at any time. 

We hope that you will agree to participate in this study. The results will lead to a 

better understanding of organisational difficulties, how these may be prevented and 

to the development of appropriate interventions. If you have any questions about the 

study please feel free to contact Rebecca Walker (9371 7354), Dr Sarah Hopkins 

(64882394) or Professor Stephen Houghton (64882391). 

This study has been approved by the University of Western Australia Human 

Research Ethics Committee. If you have any complaints or reservations about the 

ethical conduct of this research you may contact the Secretary, Human Research 

Ethics Committee, Registrar‟s Office, University of Western Australia, 35 Stirling 

Highway, Crawley 6009 (telephone number 64883703). All participants will receive 

a copy of the Information Sheet and Consent Form for their personal records. 

If you agree to consent to taking part in this study, please complete the consent form 

attached and return it to Rebecca Walker at the agreed time. 

Yours sincerely 

________________________ __________________ ______________________ 

Dr Sarah Hopkins  

Supervisor 

Grad. School of Education 

Prof. Stephen 

Houghton 

Supervisor 

Grad. School of 

Education 

Rebecca Walker 

PhD student 
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GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

August 2007 

Organisational Skills among Secondary School Students  

PERMISSION TO PARTICIPATE IN A RESEARCH PROJECT 

I…………………………………………………………………… 

(Teacher‟s name) 

At………………………………………………………………….. 

(Name of school) 

have read and understood the information on the above named research study and 

have discussed any queries that I may have, and agree to take part in the research 

program. 

I understand that the research is being carried out by Miss Rebecca Walker, a 

Doctoral student with the Graduate School of Education at the University of Western 

Australia under the supervision of Dr Sarah Hopkins and Professor Stephen 

Houghton. 

I am aware of the procedures involved in this study and that I will be asked to 

complete a questionnaire. 
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I freely chose to participate in this study and understand that I can withdraw at any 

time without penalty or prejudice. 

I understand that no names will be used in any results or publications arising out of 

this study and that all information collected will be treated in strict confidence. 

The Human Rights Ethics Committee at the University of Western Australia requires 

that all participants are informed that, if they have any complaint regarding the 

manner in which a research project is conducted, it may be given to the researcher, or 

alternatively to the Secretary, Human Research Ethics Committee, Registrar‟s 

Office, University of Western Australia, 35 Stirling Highway, Crawley 6009 

(telephone number 64883703). All participants will receive a copy of the Information 

Sheet and Consent Form for their personal records. If at any time I have any 

questions or concerns about my school‟s involvement in the study, I can contact 

Rebecca Walker (9371 7354) or Dr Sarah Hopkins (64882394). 

I hereby agree to participate in this research study: 

Signed…………………………………….Date………………………. 

(Teacher‟s signature) 
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APPENDIX E 

Student Disorganisation Scale – Piloted Version (Instrument) 

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

STUDENT DISORGANISATION SCALE (SDS - PV) 

 

INSTRUCTIONS 

Please read each statement carefully and think about how well the statement 

describes a particular student‟s actions and then place a tick in the box that best 

corresponds to this. 

For example, when responding to the statement “This student concentrates well in 

class” a tick in the first box would indicate that you strongly agree and believe the 

statement to be DEFINITELY TRUE of this student, whereas a tick in the fourth box 

would indicate that you believe the statement to be DEFINITELY NOT TRUE. 

 

 

 

 

 

 

 

Please respond to ALL of the statements and only tick ONE box per statement. 

___________________________________________________________________ 

 Definitely 

Not True 

Definitely 

True 
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INFORMATION 

Teacher Code:  __________________________________ 

 

Please answer these questions relating to the particular student you teach either in the 

space provided or by placing a tick in the box. 

 

Student Code: _____________________________ 

Student Gender:  Male  Female  

 

Compared to other students in the same class, the overall academic 

performance of this student is… 

In the bottom 25%  About average   In the top 25%  
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This student … 

1. Does not hand homework in on time  

2. Does not pack things away in an 

orderly manner 

 

3. Loses or misplaces work  

4. Has neat handwriting   

5. Misses out key steps when working on 

a task in class  

 

6. Leaves homework until the last minute 

before the due date 

 

7. Has trouble working on open ended 

tasks 

 

8. Comes prepared to lessons  

9. Needs help from the teacher to explain 

each task to him/her step by step 

 

10. Rushes to finish work  

11. Loses or forgets equipment  

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 
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This student …  

12. Is often on time to class  

13. Is easily distracted from starting work  

in class  

 

14. Does not appear to have developed 

personal routines 

 

15. Requires the teacher to look after 

his/her work 

 

16. Interacts well with other students  

17. Has an extremely messy school bag or 

no school bag 

 

18. Needs constant reminding of lesson 

routines 

 

19. Has no trouble switching his/her focus 

when he/she is required to do so 

 

20. Rarely completes any task  

21. Is very focused on work related tasks 

in class  

 

22. Has difficulty seeing other people‟s 

point of view 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 
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This student …  

23. Does not have a good sense of time 

 

 

24. Produces written work that is hard to 

follow  

 

25. Does not use a diary effectively  

26. Requires no teacher monitoring to stay 

on task  

 

27. Has difficulty picking out important 

parts to a task  

 

28. Often writes work down then erases it   

29. Has difficulty adapting to changes in 

lesson routines 

 

30. Loses or misplaces personal items  

31. Does not form a plan for handing 

work in on time  

 

32. Is not willing to read through his/her 

work and look for ways to improve it 

 

33. Has difficulty estimating time needed 

to complete a task 

 
Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 
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This student …  

34. Has no trouble meeting set deadlines  

35. Requires repeated prompting to shift 

his/her attention from one task to a new 

task  

 

36. Needs teacher feedback to continue 

working on a task  

 

37. Over estimates how well he/she 

performed on an assessment 

 

38. Has difficulty expressing thoughts in a 

logical, sequential manner  

 

39. Does not appear to recognise school 

routines 

 

40. Requires the teacher to supply 

equipment needed for the lesson 

 

41. Appears reluctant to produce his/her 

best work  

 

42. Has difficulty adhering to time 

schedules 

 

43. Does not make class work a priority  

44. Does not work well with others in 

groups 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 

 

Definitely 

Not True 

 

Definitely 

True 
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This student …  

45. Has difficulty functioning in 

structured situations  

 

 

 

THANKYOU FOR COMPLETING THIS QUESTIONNAIRE 

 

 

 

 

 

 

 

Definitely 

Not True 

 

Definitely 

True 
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APPENDIX F 

Study Two Principal/Teacher Information Sheet and Consent Form  

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

April 2008 

Organisational Skills among Secondary School Students  

Dear Principal/Teacher, 

The purpose of this letter is to invite you to participate in a research project 

examining organisational skills among secondary school students. It is well 

documented that being organised at school (submitting work on time, keeping track 

of daily schedules and generally managing time well) assists in improving academic 

results for students. An outcome of the research project is the development of 

programs for improving organisational skills. 

If you agree to take part in the study, you will be asked to complete a questionnaire 

for each student in one of your classes. The questionnaire aims at assessing students 

organisational skills.  

All information collected in this study will be kept strictly confidential and only the 

researcher and supervisors will have access to the information. In reporting the 

results, no individual student or teacher will be identified. Results of the assessments 

will be available to you should you request it. 

Your involvement in the study will be purely voluntary. If you do agree, you may 

withdraw from participating at any time without prejudice. 
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This study has been approved by the University of Western Australia Human 

Research Ethics Committee. If you have any complaints or reservations about the 

ethical conduct of this research you may contact the Secretary, Human Research 

Ethics Committee, Registrar‟s Office, University of Western Australia, 35 Stirling 

Highway, Crawley 6009 (telephone number 64883703). All participants will receive 

a copy of the Information Sheet and Consent Form for their personal records. If you 

have any questions about the study please feel free to contact Rebecca Walker (9371 

7354) or Dr Sarah Hopkins (64882394). 

Please complete the consent form attached and return it to Rebecca Walker at the 

arranged time. 

Yours sincerely 

________________________  ________________________ 

Dr Sarah Hopkins  

Supervisor 

Grad. School of Education 

 Rebecca Walker 

PhD student 
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GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

April 2008 

Organisational Skills among Secondary School Students  

PERMISSION TO PARTICIPATE IN A RESEARCH PROJECT 

I…………………………………………………………………… 

(Teacher‟s name) 

At………………………………………………………………….. 

(Name of school) 

have read and understood the information on the above named research study and 

have discussed any queries that I may have, and agree to take part in the research 

program. 

I understand that the research is being carried out by Miss Rebecca Walker, a 

Doctoral student with the Graduate School of Education at the University of Western 

Australia under the supervision of Dr Sarah Hopkins and Professor Stephen 

Houghton. 

I am aware of the procedures involved in this study and that I will be asked to 

complete a questionnaire. 
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I freely chose to participate in this study and understand that I can withdraw at any 

time without penalty or prejudice. 

I understand that no names will be used in any results or publications arising out of 

this study and that all information collected will be treated in strict confidence. 

The Human Rights Ethics Committee at the University of Western Australia requires 

that all participants are informed that, if they have any complaint regarding the 

manner in which a research project is conducted, it may be given to the researcher, or 

alternatively to the Secretary, Human Research Ethics Committee, Registrar‟s 

Office, University of Western Australia, 35 Stirling Highway, Crawley 6009 

(telephone number 64883703). All participants will receive a copy of the Information 

Sheet and Consent Form for their personal records. If at any time I have any 

questions or concerns about my school‟s involvement in the study, I can contact 

Rebecca Walker (9371 7354) or Dr Sarah Hopkins (64882394). 

I hereby agree to participate in this research study: 

Signed…………………………………….Date………………………. 

(Teacher‟s signature) 
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APPENDIX G 

Study Three Teacher Information Sheet and Consent Form  

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

May 2008 

Organisational Skills among Secondary School Students 

Dear Teacher, 

The purpose of this letter is to invite you to participate in a research project 

examining organisational skills among secondary school students. It is well 

documented that being organised at school (submitting work on time, keeping track 

of daily schedules and generally managing time well) assists in improving academic 

results for students. An outcome of the research project is the development of 

programs for improving organisational skills. 

If you agree to participate, you will be asked to distribute and collect consent forms 

for each student in your Mathematics/Learning to Learn Year 9 class. Additionally 

you will be asked to complete an organisation questionnaire designed to assess 

students‟ organisational skills on each consenting student in this Year 9 

Mathematics/Learning to Learn class. All students who agree to participate will then 

be asked to individually complete an assessment of working memory skills related to 

organisation. The assessment takes around 10 minutes and will be administered by 

the researcher during a Mathematics or Learning to Learn lesson. Each student will 

receive feedback from the assessments. This administering of the test will take place 

at a time and location convenient to you and this selected class. 
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All information collected in this study will be kept strictly confidential and only the 

researcher and supervisor will have access to the information. In reporting the 

results, no individual student or teacher will be identified. Your involvement in the 

study will be purely voluntary. If you do agree, you or your child may withdraw from 

participating at any time without prejudice. 

This study has been approved by the University of Western Australia Human 

Research Ethics Committee. If you have any complaints or reservations about the 

ethical conduct of this research you may contact the Secretary, Human Research 

Ethics Committee, Registrar‟s Office, University of Western Australia, 35 Stirling 

Highway, Crawley 6009 (telephone number 64883703). All participants will receive 

a copy of the Information Sheet and Consent Form for their personal records. If you 

have any questions about the study please feel free to contact Rebecca Walker (9371 

7354) or Dr Sarah Hopkins (64882394). 

We hope that you will agree to participate in this study. The results will lead to a 

better understanding of organisational difficulties and the development of appropriate 

interventions. 

Please complete the consent form for this research and return to the researcher. 

Yours sincerely, 

 

 

 

Dr Sarah Hopkins  

Supervisor 

Rebecca Walker 

PhD student 
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GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

May 2008 

Organisational Skills among Secondary School Students 

PERMISSION TO PARTICIPATE IN A RESEARCH PROJECT 

I…………………………………………………………………… 

(Teacher‟s name) 

At ....................................................................................................       

(Name of school) 

have read and understood the information on the above named research study and 

have discussed any queries that I may have, and agree to take part in the research 

program. 

I understand that the research is being carried out by Miss Rebecca Walker, a 

Doctoral student with the Graduate School of Education at the University of Western 

Australia under the supervision of Dr Sarah Hopkins and Professor Stephen 

Houghton. 

I am aware of the procedures involved in this study and that I will be asked to 

complete a questionnaire, distribute and collect student consent, and arrange 
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appropriate times and locations for the researcher to test consenting students in the 

selected class. 

I freely chose to participate in this study and understand that I can withdraw at any 

time without penalty or prejudice. 

I understand that no names will be used in any results or publications arising out of 

this study and that all information collected will be treated in strict confidence. 

The Human Rights Ethics Committee at the University of Western Australia requires 

that all participants are informed that, if they have any complaint regarding the 

manner in which a research project is conducted, it may be given to the researcher, or 

alternatively to the Secretary, Human Research Ethics Committee, Registrar‟s 

Office, University of Western Australia, 35 Stirling Highway, Crawley 6009 

(telephone number 64883703). All participants will receive a copy of the Information 

Sheet and Consent Form for their personal records. If at any time I have any 

questions or concerns about my school‟s involvement in the study, I can contact 

Rebecca Walker (9371 7354) or Dr Sarah Hopkins (64882394). 

I hereby agree to participate in this research study: 

Signed…………………………………….Date………………………. 

(Teacher‟s signature) 
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APPENDIX H 

 

Study Three Parent/Student Information Sheet and Consent Form  

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

 

May 2008 

Organisational Skills among Secondary School Students 

Dear Parent/Carer, 

The purpose of this letter is to invite you to participate in a research project 

examining organisational skills among secondary school students. It is well 

documented that being organised at school (submitting work on time, keeping track 

of daily schedules and generally managing time well) assists in improving academic 

results for students. An outcome of the research project is the development of 

programs for improving organisational skills. 

Your child‟s mathematics teacher has consented to participate in this study. If you 

and your child agree to participate, their teacher will complete an organisation 

questionnaire designed to assess your child‟s organisational skills. All students who 

participate will then be asked to individually complete an assessment of working 

memory skills related to organisation. The assessment takes around 10 minutes and 

will be administered by the researcher during a maths lesson. Each student will 

receive feedback from the assessments. 
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All information collected in this study will be kept strictly confidential and only the 

researcher and supervisor will have access to the information. In reporting the 

results, no individual student or teacher will be identified. Your involvement in the 

study will be purely voluntary. If you do agree, you or your child may withdraw from 

participating at any time without prejudice. 

This study has been approved by the University of Western Australia Human 

Research Ethics Committee. If you have any complaints or reservations about the 

ethical conduct of this research you may contact the Secretary, Human Research 

Ethics Committee, Registrar‟s Office, University of Western Australia, 35 Stirling 

Highway, Crawley 6009 (telephone number 64883703). All participants will receive 

a copy of the Information Sheet and Consent Form for their personal records. If you 

have any questions about the study please feel free to contact Rebecca Walker (9371 

7354) or Dr Sarah Hopkins (64882394). 

We hope that you will agree to participate in this study. The results will lead to a 

better understanding of organisational difficulties and the development of appropriate 

interventions.  

Please complete the consent form attached and return it to your child‟s teacher. 

Yours sincerely, 

 

  

Dr Sarah Hopkins  

Supervisor 

Rebecca Walker 

PhD student 

 



299 

 

 

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

May 2008 

Organisational Skills among Secondary School Students 

PERMISSION TO PARTICIPATE IN A RESEARCH PROJECT 

I……………………………………………………………………, give permission 

for my child…………………………………… at ..................... (school) to 

participate in this research project. 

I have read and understood the information on the above named research study and 

have discussed any queries that I may have, and agree to take part in the research 

program. 

I understand that the research is being carried out by Miss Rebecca Walker, a 

Doctoral student with the Graduate School of Education at the University of Western 

Australia under the supervision of Dr Sarah Hopkins and Professor Stephen 

Houghton. 

I am aware of the procedures involved in this study and that my child will be asked 

to complete a 10 minute working memory assessment and that their maths teacher 

will complete an organisation questionnaire designed to assess your child‟s 

organisational skills. 

I freely chose to participate in this study and understand that I can withdraw at any 

time without penalty or prejudice. 



300 

 

I understand that no names will be used in any results or publications arising out of 

this study and that all information collected will be treated in strict confidence. 

The Human Rights Ethics Committee at the University of Western Australia requires 

that all participants are informed that, if they have any complaint regarding the 

manner in which a research project is conducted, it may be given to the researcher, or 

alternatively to the Secretary, Human Research Ethics Committee, Registrar‟s 

Office, University of Western Australia, 35 Stirling Highway, Crawley 6009 

(telephone number 64883703). All participants will receive a copy of the Information 

Sheet and Consent Form for their personal records. If at any time I have any 

questions or concerns about my school‟s involvement in the study, I can contact 

Rebecca Walker (9371 7354) or Dr Sarah Hopkins (64882394). 

I hereby agree to participate in this research study: 

Signed……………………………Date………………Signed………………… 

(Parent/Carer‟s signature)     (Child‟s signature) 
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APPENDIX I 

Study Four Teacher Information Sheet and Consent Form 

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

 

 

Organisational Skills in Secondary School Students 

 

Dear Teacher 

 

Being organised and having personal and study routines is an important skill for 

secondary school students. Some secondary school students, however, seem to 

struggle when it comes to organising themselves and their daily school routines. Our 

research has shown that this can cause many young people significant issues. During 

the past three years we have conducted research into this area and have identified the 

key issue of developing personal routines. We are now proposing to carry out 

research which will assist us in developing strategies which will assist secondary 

school students in their everyday school functioning.  

 

I am therefore inviting you to participate in the research project being undertaken. 

The research will involve a random selection of adolescents participating in a short 

individual interview. These interviews will not be audio recorded, but we would like 

to take notes (with permission). The notes will be read only by the researcher at a 

subsequent time and all recorded data will be maintained under strict security (locked 

cabinet) within a room in the UWA for seven years before being destroyed. We 

would like to emphasise that no information relating to any individuals will be 

supplied to any authorities or anyone else. No names will be used in any reports 

written about the study. The interview will take approximately 10-15 minutes. We 

also anticipate that there will be no discomfort associated with the study.  
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The nature of the questions to be asked in the interview include information about 

routines used for getting ready for school, moving from lesson to lesson, completing 

school tasks and homework.  

 

If you agree to participate, you will be asked to distribute and collect consent forms 

for each selected case study that you teach. Additionally to complete a questionnaire 

designed to assess students‟ organisational skills on each consenting student that you 

teach.  

If you are willing to participate, please complete the form attached. If you would 

rather not take part, you are free to decline. Should you decide to withdraw from the 

study, you may do so at any time without prejudice. If you have any questions that 

you would like to raise with me about the study, I will be pleased to answer them. 

You can contact me (8.30am - 4.30pm) on 6488 2394.  

 

Yours faithfully, 

 

Dr Sarah Hopkins     Rebecca Walker 

Supervisor      PhD Student 

Date: 
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GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

 

 

 

 

 

PERMISSION TO PARTICIPATE IN A RESEARCH PROJECT 

 

I _________________have read the information provided and any questions I have 

asked have been answered to my satisfaction. I ______________________ agree to 

participate in the research project being conducted, realising that I may withdraw 

from the study at any time without reason and without prejudice. 

I understand that all information provided is treated as strictly confidential and will 

not be released by the investigator in any form that where I may be identified. The 

only exception to this principle of confidentiality is if documents are required by the 

law. 

I have been advised as to what data are being collected, the purpose for collecting the 

data, and what will be done with the data upon completion of the research.  

I understand that the research is being carried out by Miss Rebecca Walker, a 

Doctoral student with the Graduate School of Education at the University of Western 

Australia under the supervision of Dr Sarah Hopkins and Professor Stephen 

Houghton. 
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The Human Rights Ethics Committee at the University of Western Australia requires 

that all participants are informed that, if they have any complaint regarding the 

manner in which a research project is conducted, it may be given to the researcher, or 

alternatively to the Secretary, Human Research Ethics Committee, Registrar‟s 

Office, University of Western Australia, 35 Stirling Highway, Crawley 6009 

(telephone number 64883703). All participants will receive a copy of the Information 

Sheet and Consent Form for their personal records. If at any time I have any 

questions or concerns about my school‟s involvement in the study, I can contact 

Rebecca Walker (9371 7354) or Dr Sarah Hopkins (64882394). 

 

Signed   .................................................    Date ...............  

(Teacher signature)        
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APPENDIX J 

Study Four Parent/Student Information Sheet and Consent Form 

 

GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

 

 

Organisational Skills in Secondary School Students 

 

Dear Parent/Carer/Student 

 

Being organised and having personal and study routines is an important skill for 

secondary school students. Some secondary school students, however, seem to 

struggle when it comes to organising themselves and their daily school routines. Our 

research has shown that this can cause many young people significant issues. During 

the past three years we have conducted research into this area and have identified the 

key issue of developing personal routines. We are now proposing to carry out 

research which will assist us in developing strategies which will assist secondary 

school students in their everyday school functioning.  

 

I am therefore inviting you to allow your child to participate in the research project 

being undertaken. The research will involve a random selection of adolescents 

participating in a short individual interview. These interviews will not be audio 

recorded, but we would like to take notes (with permission). The notes will be read 

only by the researcher at a subsequent time and all recorded data will be maintained 

under strict security (locked cabinet) within a room in the UWA for seven years 

before being destroyed. All research will be undertaken at your child‟s school and 

will not interfere or disrupt your child‟s schooling. We would like to emphasise that 

no information relating to any individuals will be supplied to any authorities or 

anyone else. No names will be used in any reports written about the study. The 

interview will take approximately 10-15 minutes. We also anticipate that there will 

be no discomfort associated with the study.  
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The nature of the questions to be asked in the interview include information about 

routines used for getting ready for school, moving from lesson to lesson, completing 

school tasks and homework.  

 

If you are willing for your child to take part please complete the form attached. If 

you would rather your child did not take part, you are free to decline, and your child 

will not be included. Should your child decide to withdraw from the study, your 

child may do so at any time without prejudice. If you have any questions that you 

would like to raise with me about the study, I will be pleased to answer them. You 

can contact me (8.30am - 4.30pm) on 6488 2394.  

 

Yours faithfully, 

 

Dr Sarah Hopkins     Rebecca Walker 

Supervisor      PhD Student 

 

Date: 
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GRADUATE SCHOOL OF EDUCATION 

35 Stirling Highway, Crawley, WA  6009 

Telephone:  +61 8 6488 2388 

Facsimile:  +61 8 6488 1052 

CRICOS No 00126G 

 

PERMISSION TO PARTICIPATE IN A RESEARCH PROJECT 

 

I _________________have read the information provided and any questions I have 

asked have been answered to my satisfaction. I give permission for my child 

______________________to participate in the research project being conducted, 

realising that my child may withdraw from the study at any time without reason and 

without prejudice. 

I understand that all information provided is treated as strictly confidential and will 

not be released by the investigator in any form that may identify my child. The only 

exception to this principle of confidentiality is if documents are required by the law. 

I have been advised as to what data are being collected, the purpose for collecting the 

data, and what will be done with the data upon completion of the research.  

I understand that the research is being carried out by Miss Rebecca Walker, a 

Doctoral student with the Graduate School of Education at the University of Western 

Australia under the supervision of Dr Sarah Hopkins and Professor Stephen 

Houghton. 

The Human Rights Ethics Committee at the University of Western Australia requires 

that all participants are informed that, if they have any complaint regarding the 

manner in which a research project is conducted, it may be given to the researcher, or 

alternatively to the Secretary, Human Research Ethics Committee, Registrar‟s 

Office, University of Western Australia, 35 Stirling Highway, Crawley 6009 
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(telephone number 64883703). All participants will receive a copy of the Information 

Sheet and Consent Form for their personal records. If at any time I have any 

questions or concerns about my school‟s involvement in the study, I can contact 

Rebecca Walker (9371 7354) or Dr Sarah Hopkins (64882394). 

 

Signed   .................................................    Date ............... Signed_________________ 

(Parent/Carer‟s signature)       (Participant) 

 

 

 


