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Abstract: 
 

In 2020, the year of the Pandemic, with the impact of COVID-19 as the predominant 
theme of the year, a group of Year 12 boys at Newcastle Grammar School experienced 
a particularly successful conclusion to their HSC studies. Through a qualitative study 
employing semi-structured individual and focus group interviews within a 
Constructivist Grounded Theory framework, this report seeks to identify those 
attributes, influences and characteristics of these students that enabled their successful 
navigation of their Year 12 studies. Through their conversations, the participants 
describe the strategies they employed, provide advice for students setting out on their 
HSC journey, and give insights into their aspirations, goals and motivations. They 
reflect the centrality of relationships with peers and teachers to their success, the 
satisfaction of their psychological needs for autonomy, competence and relatedness as 
explained through self-determination theory, and the growth in their academic self-
efficacy promoted through their own and their peers’ experiences of mastery along with 
the support, feedback and expectations of their teachers. The participants demonstrate 
the advantages of maintaining a growth mindset, employing an optimistic explanatory 
style, approaching studies from a viewpoint of autonomous motivation, setting 
achievable, measurable, and visible goals, and strengthening both peer and teacher 
relationships.  
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Introduction: 
 

2020 was the Year of the Pandemic; the Year of COVID-19. It was also a year that 

culminated for a significant group of Year 12 boys at Newcastle Grammar School in a very 

successful HSC year. The purpose of this study is, through the utilisation of constructivist 

grounded theory as the framework and semi-structured interviews and focus groups as the 

methodology, to identify those factors that positively impacted on the success experienced by 

boys in this cohort. 

Fourteen boys were identified from their reported results as having had an especially 

academically successful senior year, and were invited to participate in the project, either in an 

individual interview or as a member of a focus group. Of these, nine students accepted the 

invitation to take part. Pseudonyms have been used throughout the report to protect the 

participant’s privacy. Three students participated as individuals: one in person (Ben), one via 

a ‘Zoom’ conversation (David) and the other by telephone (Henry). The remaining six male 

students participated in focus group interviews with three students in each group (Charlie, 

Peter & Paul) (John, Jack & Joseph). These individual and group interviews followed a semi-

structured conversational pattern with a flexible approach to allow for individual differences 

in the experiences of the participants.  

While there were a series of pre-prepared questions, as each interview progressed, these 

were approached flexibly depending upon the respondent’s experiences. The questions were 

utilised as a scaffold guiding rather than constraining the conversations. These questions 

included: 

• What was your motivation to do well?  

• When did you decide to do well?  Was this a gradual experience or more like an 

epiphany? 

• Can you describe any specific goals you set for yourself? 

• How much control do you feel you had over your studies? 

• How did you define success through senior school? 

• Did you feel a sense of purpose? Did you ever question the purpose of school? 

• How influential were your teachers in your success? 

• How important is the student/teacher relationship? 
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• Can you describe the characteristics of a good teacher?  The qualities of a teacher 

that has most influenced you? 

• Can you talk me through any specific strategies you put in place that were 

instrumental in your success? 

• Did you develop any strategies to help manage anxiety or stress through Years 11 & 

12? 

• Did you find any particular study techniques to be most beneficial? 

• Did you maintain balance in your life over the past couple of years? How important 

was this to you? 

• What advice would you give to students starting their senior school studies? 

Coding analysis of the conversations was undertaken utilizing the NVivo platform. 

Through the coding process, four major themes were identified, each with a number of sub-

themes. These were: 

1. What Works 

1.1. Finding the Right Space and the Right People 

1.2. Strategies for Success 

1.3. Advice 

1.4. Explanatory Style 

2. Motivation 

2.1. Autonomy 

2.2. Competence (Mastery & Purpose) 

2.3. Relatedness 

2.4. Significance of Teachers and Student-Teacher Relationships 

3. Goals, Grit and Deliberate Practice. 

3.1. Goal Setting and Attainment –  Deliberate Practice 

3.2. Grit 

4. Efficacy 

4.1. Efficacy 

4.2. Accelerated Programs 

These themes are discussed and analysed in detail through this report. 
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Section 1:  What Works: 
 

No one's going to know, like, what works for you as well as you do. So, it's definitely 

helpful to have, like, suggestions. And we had a couple of study seminars, but no one is 

going to know what works for you, like you know what works for yourself. (Peter) 

1.1: Finding the right space and the right people: 
 

 Peter makes the point that, while we can listen to others and learn of the strategies and 

processes they have used and recommend, each student will find their own combination of 

academic and study tools that work best for them. A common theme identified by the 

participants was the need to avoid distractions, and a very common distraction was the 

presence of their smartphones. David early on identified the school library as a location he 

would use to study. When asked why he made that choice, his first response was: 

When I was at home, I'd go on my phone a lot more. When I was at the library and I 

would see other people not on their phones, I would feel guilty when I went on my 

phone. So that was the reason. (David) 

David’s identification of his smartphone as a source of distraction with potential detrimental 

impacts on his academic outcomes is supported in the research. A study in American schools 

found that, on average, students spend fewer than 6 minutes studying before being distracted 

by texting and social media (Lister-Landman, Domoff, & Dubow, 2017). The authors report a 

negative correlation between social media use and academic performance. Several studies 

report the negative correlation between increasing smartphone use and academic performance 

(Rosen, Mark Carrier, & Cheever, 2013; Wilmer & Chein, 2016; Wilmer, Sherman, & Chein, 

2017; Yildiz Durak, 2018). Felisoni and Godoi, unsurprisingly, find that there exists a 

negative correlation between mobile phone usage during class time and academic rank but 

find also a similar negative correlation between mobile phone use in students’ free time and 

academic ranking (Felisoni & Godoi, 2018). This is supported by Wilmer who finds that 

increasing engagement with mobile technology correlates with diminished self-regulation and 

impulse control (Wilmer & Chein, 2016). They have also found that the ubiquitous presence 

of mobile technology around young people corresponds with a stronger drive for instant 

gratification and a decreased ability to delay gratification. 
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David was able to identify what it was that would distract him from his studies and developed 

a strategy to minimise that. Ben reported a similar reason for utilising the library as a place 

that was conducive to learning.  

I came into school, whenever I wanted to study, I'd studied better at school than I did 

anywhere else. I didn't study well at home, and I didn't study well at the Uni [UoN 

NewSpace] or anything like that. School was where I studied the most. (Ben) 

David and Ben both spoke of the benefits of working with their friends in a collaborative 

space such as the library. 

I went with Ben and Charlie a lot. Both pretty switched-on boys. And we basically did 

the same subjects. So, there was collaboration and those boys being pretty switched 

on and knowing a lot of things, so they could help when there weren’t teachers there. 

(David) 

Finding the right space that was conducive to studying and learning, with or without the 

accompaniment of their friends, was crucial to the participants’ success. And the presence of 

different peers at different times in these spaces influenced the participants’ choice of a study 

location. Ben and Henry both spoke about the benefits and distractions of working in the 

Senior Common Room. Henry learnt to recognise that students outside of his close friendship 

group were approachable and collaborative and provided a source of support, encouragement, 

and motivation for his studies. 

It was mainly the transition to going into the shared space in the common room where 

I was like, “I'm speaking to people outside of my friend group”, and I could see their 

own motivations were driving them. And I almost got quite a bit jealous of it. I would 

say, like, “You know what? These kids are really keen for it and, you know, they're 

same as me.” And, it wasn't just like a one off thing. It was the repetition of them 

constantly striving for it, like working on each day. And these guys were, you know, 

really grinding down. So I thought, “You know what? Actually, time to give it a good 

crack.” (Henry) 

 Ben, similarly, found that the Senior Common Room was a space that was often 

conducive to collaborative study and learning practices. This was not always the case, 

however, and Ben was able to distinguish between students who helped and those that 

hindered his own individual learning in this space. Ben had sufficient self-discipline to 
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extricate himself from this space when he found that it was not advantageous for his own 

learning. 

I would start in the common room. There are two different kinds of free periods on 

the different [timetable] lines that people had for their subjects. And so, one of the 

lines that I was on I had a really good study group to work with. The other one just 

wasn't people that I worked well with or had the same subjects to study with. So, I 

would either be in one of the spare rooms that was up in the top of Hill, or I would be 

down in the library to do my own work or even on Merrick if it was a good day. On a 

nice day, Merrick was really nice to work on. (Ben). 

 Henry was particularly ebullient about the advantages of moving outside of his close-

knit friendship group in order to maximise his academic outcomes. He spoke about how 

friends might downplay their dedication to their studies, often toning down the time and 

effort they have put into their academics leading up to an assessment task. He contrasted this 

with the openness of those peers outside of his immediate friendship group. 

Normally you just shy away from the majority of people who aren't your friend group. 

You never really experience their kind of study space and how they study. And all 

your mates mainly lie to you about study. You know, “I've done nothing.” “Yeah, I've 

done nothing.” And then someone like me who wasn't doing that much study, it kind 

of it made me feel less guilty. But then when I get in a space where people will open it 

up about study, and just give it a good go. “Oh, you know what? Let's do it.” (Henry). 

 The participants in this study reported on their favoured location for study and their 

flexibility in recognising which space was the right space for the specific outcomes they were 

looking for. They had their study spaces set up at home where they were able to customise 

the area to fit their needs, but recognised also the advantages of collaborative study groups 

that existed in locations such as the evening senior study centre in school library and the 

Senior Common Room, the Library or even the Merrick Quad during the school day. The 

challenge they faced was to have the self-discipline to find themselves in the right space with 

the ‘right’ people while at school in order to maximise their opportunities for either 

collaborative or individual learning outside of class time. 

1.2:  Strategies for Success: 
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 Each of the participants was able to enunciate those strategies that they employed in 

order to best ensure their successful navigation of their HSC year. Some, such as the use of 

headphones, were both counter-intuitive and exceedingly sensible. While some research 

supports the hypothesis that specific genres of music can enhance focus and concentration 

when studying (Teo, 2013), this remains inconclusive, with evidence in the literature that 

silence is preferable to sound (Chou, 2010). Applying the theory that blocking out extraneous 

sounds will enhance focus and concentration, David utilizes a technique he has learned from 

his fellow student, Charlie: 

I use noise-cancelling headphones a lot. And that helped me. Charlie got me on to it 

because he would always wear them and then I would just borrow my dad's during the 

day. I think in the library, it could get a little bit loud, which is where I was doing a lot 

of my study. So having noise cancelling headphones would distance me from 

anything else. Listening to music, I find my mind can wander, but the noise-

cancelling headphones helped me zero in on my academics. (David) 

Charlie  describes completing past papers and knowing the syllabus dot-points as his most 

important strategies. In the conversation, Charlie, Paul and Peter all refer to the importance of 

past papers as an integral ingredient in their study regimes. 

Charlie: Past papers, past questions are very key. Just going through the syllabus dot-

points to make sure you have everything covered.  

Paul: Definitely. You can never do too many past papers. 

Peter: I think past papers works [sic] for everyone, because that's what you do and 

there's nothing like practicing the actual event. 

 While recognising the importance of past papers in their study routines, these 

participants also identified that they employed other strategies in conjunction with this. Peter 

describes rehearsing for the pressure of time that is inherent in the HSC examinations. He 

goes on to explain how this leads to the confidence that, when the exam arrives, he will have 

practised those strategies needed to successfully attack the paper. 

… practicing on the time pressure because a lot of people could do so much better in 

the HSC if they had five or six hours. But that extra pressure of time; if you're 

pressured the whole time, you're going to make some mistakes that you wouldn't if 

you had more time.  So, like have the confidence in your ability to know that “I'm 
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going to get through this whole exam.” And read everything really carefully and make 

sure “I am not doing anything stupid that I know I should get right.” (Peter) 

Paul describes two strategies that he employs that the students have been exposed to through 

study seminars and advice from mentors and teachers. 

… definitely a lot of active recall and spaced repetition, kind of the two things just 

kind of get thrown around all the time. They do seem to work.  I use past papers to 

just kind of reinforce that spaced repetition. (Paul) 

Self-testing, that is activity that, as Paul describes, requires active recall of content and 

application of this to familiar and unfamiliar situations has been identified through research 

as the single most effective study technique in preparation for examinations (Dunnslosky, 

Rawson, Marsh, Nathan, & Willingham, 2015). Second is distributive practice, that is, as 

Paul describes, spaced repetition. Regularly revisiting and revising content (Dunnslosky et 

al., 2015) avoids the pitfalls of the Ebbinghaus Forgetting Curve that describes the 

importance of regularly revisiting content in order to ensure the transfer of information from 

short term to long term memory (Averell & Heathcote, 2011; Growth Engineering, 2020; 

Murre & s, 2015). Through the deliberate utilisation of past papers to satisfy both of these 

efficacious study techniques, Paul has enhanced his prospects of academic success. 

 Ben describes a deliberate planned specific approach to the use of past papers in 

enhancing his potential academic outcomes for examinations. He explains four stages of 

execution in his revision utilising past papers that had been suggested to him and his 

classmates by an experienced senior teacher: 

1. When I first started doing practice exams, I did them with my notes in front of 

me. I would try and answer it as best I could [sic]. But if I wasn't 100 percent 

on something, I wouldn't write something down. I would go back to my notes 

and use my notes to answer the questions so that I was only practicing the 

correct information to a question. I wasn't wasting time writing down 

something that wasn't 100 percent correct.  

2. …  I would keep having my notes in front of me. But the more confident I got 

in answering questions, I wouldn't look at my notes. 

3. And then I would put my notes away and do it in free time, like no time limit 

on the exam.  
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4. And then after that got easier then I would put the time limit for a three-hour 

exam on, and then I would do a full exam.  

So, I think going straight into closed book, three-hour exam is not that smart. 

(Ben). 

Jack’s advice is simple. “Do past papers because they're a Godsend.”  

 Developing routines and habits were identified by the participants as being important 

strategies they implemented on their journey to success. David describes the importance of 

repeating behaviours that he identifies as enhancing his opportunities for success until they 

become habit. 

As hard as it was, getting into that routine or going to the library every day was 

important for me. I didn't think of school days as 8 'til 3. I thought of the school day as 

8 'til 7 when I went home. And once I was in that routine, it was just the normal that I 

would stay until then. (David) 

1.3: Advice: 
 

 Similarly to Jack, all the participants were readily forthcoming with their gems of 

wisdom and advice following their HSC experiences. Again, not all of these ‘gems’ will work 

for each individual in a senior cohort, but there will be something of value to take away from 

the collective wisdom on offer. Much of the advice on offer related to the need to maintain a 

life balance and to enjoy the journey that is Year 12 and the HSC. Ben is emphatic in making 

clear his recommendation that social connection is crucial. “You've got to make sure that you 

keep active socially with friends, otherwise you just crumble inside.” Ben went on to explain 

his attitude towards maintaining a positive state of wellbeing: 

Stay healthy, have a balance and if something makes you happy, do it and don't 

sacrifice anything that makes you happy to fulfill something else… All the classic 

things like stay organized and just keep on top of everything. But I think you just end 

up overwhelmed if you're not happy. I had the best people around me I could have 

asked for to support me, there was always someone there. It was my favourite year of 

high school. (Ben) 

Ben’s advice to prioritise activities that support wellbeing and happiness is supported in the 

literature, with research finding that happiness precedes and enables success across the range 
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of human endeavours (Lyubomirsky, King, & Diener, 2005). As Boehm and Lyubomirsky 

find, “the evidence suggests that happiness is not only correlated with workplace success but 

that happiness often precedes measures of success and that induction of positive affect leads 

to improved workplace outcomes” (2008, p. 101). 

 Charlie was equally clear on the importance of maintaining social connections but 

was prepared to make the changes needed to ensure he achieved his academic goals also. 

Charlie doesn’t try to hide the fact that the HSC year is demanding and tough, but there is the 

reward of a sense of accomplishment waiting for those willing to persist through the 

challenges: 

Personally, I'd say, enjoy the journey. It’s not all about academics and, you know, you 

have to enjoy the social side of life and have that work-life balance. But at the same 

time, you can't have an imbalance. Too much social behaviour and no work at all. 

Enjoy the ride. It is a tough ride to go on, but you can feel accomplished by the end of 

it. (Charlie) 

Paul stressed the significance of consistency and the idea that we are often capable of more 

than we may think. We really are not always aware of our potential until we take on and 

persist through challenges. 

I think sometimes you don't realize that you can definitely work a lot harder than you 

think you can. Try and fill up your potential as much as possible. And then 

consistency, I guess, is the biggest thing that will help you do well. … So having the 

confidence to do well and approaching the work consistently over time. (Paul) 

 Following on from Paul, Peter had an interesting take on the relationship between 

success and failure. Often, we hear or read about the benefits of recognising failure and using 

this as a motivation to move forward and do better. Peter recognises this but adds his 

thoughts on the optimistic benefits of realising our successes also.  

Take the little successes to heart wherever you can because it's so easy to focus on, 

“Oh damn, I got this wrong”. Where I feel like I lost three marks is so easy to focus 

on “How do I, you know, get those three marks?”, but make sure you're taking the 

positives out of everything as well, because that then motivates you as well. Let 

failures motivate you, but successes also motivate you so you can use both your 
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failures and your successes to motivate you; Then you're doing twice as well as 

everyone else. (Peter) 

Learning research reveals that adults focus more on negative rather than positive outcomes 

from cognitive tasks and that this “leads to faster learning that is more resistant to extinction” 

(Vaish, Grossmann, & Woodward, 2008, p. 383). Through a series of experiments involving 

the completion of cognitively challenging tasks by university students, researchers found that, 

while they made judgements of others’ performances based equally on positive and negative 

feedback, when judging their own performance they exhibited a bias towards negative 

feedback. Further, this research showed “individuals higher in social anxiety exhibited an 

increased bias towards negative information” (Müller-Pinzler et al., 2019, p. 9). Peter, on the 

other hand, employs more of an optimism bias (Sharot, 2011), reflecting on negative 

feedback as a source of learning but also utilising his successes as a source of further 

motivation. As discussed in Section 4, previous mastery experiences such as described here 

by Peter are one of Bandura’s (1986, 1997) four sources of academic self-efficacy.  

 Making study and study routines visible was a strategy advised by a number of the 

participants. Planning ahead allowed David to maintain balance and a social life. He 

suggested from his experience to… 

… use that calendar planner that the school gives you. I only started using the last two 

years and it was fantastic. When you actually write stuff up there, you can visualize, 

you know, in two weeks you're going to, say, that party, so you need all this stuff 

done first. (David).  

He recognises also that there are times when managing the demands of study and assessments 

becomes a genuine struggle, even for the most organised and dedicated student. Here he calls 

on his experiences from other areas of his life – for Jack specifically he comments: 

The only kind of gem I could give would be something I took from rowing where, 

when it’s really tough and you're spent, it counts to visualize the end. So when you're 

in the middle of the race, you visualize the end line. (Jack)  

1.4: Explanatory Style: 
 

 Researchers such as Martin Seligman, the founder of Positive Psychology and a self-

confessed pessimist and his colleague, Christopher Peterson, have described the way in which 
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successes or failures are described by individuals. They have found that there are two 

dichotomous ways, or explanatory styles, in which we choose to explain outcomes of events 

such as, in the case of the young people in this study, assessment grades. 

 In the case of disappointing grades, a 

person with a pessimistic explanatory or 

attributional style will conclude that the 

disheartening results are beyond their 

control, are pervasive, permanent and the 

consequence of a personal deficit. In 

contrast, a person who employs an 

optimistic explanatory or attributional style 

will consider the disappointing outcome to 

be temporary, not universal, not caused by 

any personal deficit and within their ability 

to improve over time (Figure 1.1). This 

optimistic explanatory style has a positive correlation with high levels of wellbeing and low 

anxiety and depression (Gordeeva, Sheldon, & Sychev, 2019; Peterson, Seligman, & 

Vaillant, 1988) . Peterson and Steen report that “researchers measure explanatory style and 

correlate it with helplessness-related outcomes such as depression, illness, and failure. 

Invariably, those with an optimistic explanatory style fare better than those with a pessimistic 

explanatory style” (2009, p. 247). 

 Several of the participants, in reflecting on outcomes that were not what they would 

have liked or hoped for, exhibited an optimistic explanatory style. David describes using a 

series of disappointing results as motivation to improve:  

“I got low extension Math, low Physics, just an average English. But then that was 

kind of like a big, big turning point. And also, I would say that was when I actually 

decided I wanted to make an effort; more than just going to class and doing my 

homework.” (David) 

John illustrates his optimistic belief that one disappointing result is not a predictor of future 

outcomes:  

Figure 1.1:  

Explanatory Style proposed by Peterson 
(Terraskills, 2021) 
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I think you've got to just have the hindsight and say, look, I haven't done it this time, 

but I'm just happy about the effort that I put in. And I've, you know, done everything I 

could.(John) 

Charlie similarly reflects his perception of the temporary nature of disappointing outcomes 

when he stated: 

Obviously, I want to go well, but if I don't go well, I can't really help that. It was just a 

tough exam on the day. So, the main thing for me was prepare as best I could and then 

the stress goes away. (Charlie) 

 These explanatory examples illustrate the participants’ conviction that disheartening 

results are not a permanent feature of their academic journey, that they reflect a specific 

rather than universal occurrences, that they are caused by influences outside of their current 

individual capability and character and that they do have control over future outcomes. 

 

  



P a g e  | 15 
 

Section 2: Motivation: 
 

When you enjoy something, you're more likely to work at it. You're enjoying it more and 

you're working harder at it. You can work hard at something you enjoy and something you 

don't enjoy and you're always going to make the most gains with something that you enjoy. 

(Peter) 

In the quote above, Peter illustrates the relationship between challenge and skill that 

leads to something Csikszentmihalyi describes as optimal experience, (Abuhamdeh & 

Csikszentmihalyi, 2011) leading to a sense of Flow (Csikszentmihalyi, 2013). That very 

psychologically positive state that is characterised by a sense of total absorption and 

involvement (Beard, 2015). The motivational requisites to enter into this state of Flow 

(Figure 2.1) have been studied by researchers such as Deci and Ryan and are reflected 

through the experiences of the participants in this study. 

Behaviouralists such as Skinner and Pavlov argue that motivation is external. 

Educators are all too familiar with the behaviouralist psychology that extrapolates Skinner 

boxes and Pavlov’s dogs to student 

motivation. A motivation that is centred on 

stimulus and response, reward and 

punishment – the carrot and the stick. This 

model of human motivations based in 

operant conditioning externalises control, 

placing it with those who provide rewards 

to encourage desired behaviours and 

punishments to reduce undesirable 

behaviours (Boorla, 2013). In keeping with 

Skinnerian models of operant conditioning 

and motivation, schools continue to offer 

gold stars, certificates, praise and other 

rewards as encouragement for good behaviour and academic excellence despite the science 

that questions this form of motivation as effective for anything other than mundane and 

repetitive tasks (Kohn, 1999; Theophanous, 1975). Significantly, none of the participants in 

any of the conversations mentioned any form of extrinsic reward as a factor that helped 

motivate them to be successful in their academic pursuits.  

Figure 2.1: 

Flow: The relationship between challenge 
and skill for optimal engagement (Rutledge 
& Neal, 2012) 
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 Deci and Ryan define a theory of motivation behaviour that they have labelled self-

determination theory (SDT). Rather than debate the benefits and constraints of intrinsic 

versus extrinsic motivation, they refer to autonomous motivation (Deci & Ryan, 2008a, 

2008b). Through autonomous motivation, along with the intrinsic motivation made visible in 

the quote above from Peter, individuals are able to integrate into their sense of self the 

extrinsic value of successfully accomplishing mastery of outcomes that are not themselves 

intrinsically valued but lead to the accomplishment of intrinsically valued outcomes. High 

school students, for example, may not intrinsically value mastery in mathematics, but may 

see this mastery as crucial in the accomplishment of some intrinsically valued outcome such 

as the eventual entry into a tertiary course of their choosing.  

 By way of identifying the importance of mastery and competence in such areas for the 

achievement of self-identified goal pursuits, extrinsically valued outcomes become identified 

and integrated (Deci & Ryan, 2000), hence enabling volitional autonomous motivation as 

illustrated on the continuum of motivational states (Figure 2.2). 

  

 Deci and Ryan describe three factors that lead to this state of autonomous motivation 

which in turn can result in students entering a state of optimal experience. These are 

Autonomy, Competence and Relatedness (Ryan & Deci, 2000). They describe these three 

characteristics as “essential for facilitating optimal functioning of the natural propensities for 

growth and integration, as well as for constructive social development and personal well-

being.” (p. 68).  

Figure 2.2: 

Self-determination Theory and the continuum of motivation. (Deci & Ryan, 2009) 
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Through the conversations with the participants in this study, each of these aspects, labelled 

by Deci and Ryan as basic psychological needs, of self-determination theory manifested 

themselves.  

2.1: Autonomy: 
 

 Autonomy doesn’t so much refer to what we do, but rather how we go about choosing 

the ways that work best for us completing those tasks. In contrast to controlled motivation 

maintained through a reward and punishment regime, autonomous motivation is more likely 

to lead to positive life outcomes such as improved psychological health and more effective 

performance on heuristic tasks (Deci & Ryan, 2008b).  

 Ben reports that his teachers, while providing academic support and monitoring his 

application and effort, encouraged an autonomous approach to studies, leaving him with a 

sense of control over his own effort. 

I had a lot of control over what I what I studied. We were given a lot of opportunity 

and, I guess, freedom by teachers. If we showed that we put in effort in class they had, 

I guess, some trust in us that we could do our own study. Yeah. Do our own study and 

control what we did as far as study. And they just would check up on us to make sure 

we're okay. They'd give us a little bit of guidance where we needed it. But we had a 

lot of flexibility to work if we put in the effort to begin with (Ben). 

 David was able to engineer a sense of control over his academic progress by choosing 

how he would organise himself and his study routines.  

I was making my own study timetables and doing my own extra bits, that would be 

probably the biggest sense of control. Because in the class is still getting told what to 

do. But when you're doing the extras and you're making your own timetables, that's 

really when I had control (David) 

 Paul reflected on his own experiences, concluding that he had responsibility for 

deciding what worked best for him in his approach to study and learning. “100 percent or 

almost 100 percent me making my own decisions” (Paul). Charlie similarly notes that “It's all 

up to the individual.  If you want to do, you're going to do well. If you've not got the drive to 

do well, you're not going to be successful” (Charlie). Henry also recognised an amount of 

autonomy in seeking help when needed, stating “I feel like the one thing I can control was my 
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just asking for help. That was the one key thing I could control. I think that and my time is 

something that I feel like I'm able to control” (Henry). 

2.2:  Competence: 
 

 Achieving competence, or mastery, is an innate drive we, as humans, have 

internalised. Daniel Pink describes this drive for mastery, saying “we want to get good at 

stuff just because we want to get good at stuff” (Pink, 2011). Deci and Ryan (2000, 2008b) 

describe the need for competence as a need to feel effective and capable in important 

activities. Finding opportunities to experience growth, develop skills and extend abilities. In 

common with Csikszentmihalyi’s theory of Flow (Figure 2), this sense of competence and 

effectiveness requires individuals to be engaged in what can be described as ‘Goldilocks’ 

tasks – not too easy, which leads to boredom and disengagement, not too difficult that leads 

to anxiety and a sensation of threat, but just right such that there is an optimal confluence of 

challenge and skill (Ryan & Deci, 2017). Charlie reflected on his need to be the best he could 

be, motivated by the desire to discover his potential capabilities (see figure 2.2): 

I just wanted to be the best individual that I can be. I didn't want to waste my 

potential, that would be pointless. And that's what I had to do last year. I knew I had it 

in me. I wanted to be the best version of myself I could be by the end of the year. And 

by then I had no regrets of how I went through the year, and I was very, very happy 

with my Year 12 experience. (Charlie) 

Peter describes his drive to expand his skills once he has achieved mastery, experiencing the 

confidence to apply his skills in such a way as to expand his level of competence. 

What I think drives me to want to do well is, like, when you first get that taste of 

being good at something then you know that you can [do it] and you know it's there.  

So, then you want to set yourself up in a way so that you give yourself  the best 

opportunity to then use those skills in any way possible [to improve]. (Peter) 

 As Deci and Ryan explain, “when extrinsic rewards are introduced for doing an 

intrinsically interesting activity, people tend to feel controlled by the rewards … and thus 

display less intrinsic motivation.” (Deci & Ryan, 2000, p. 234). The experiences of these 

participants indicate their internalised motivation to satisfy their need for competence and 

mastery was their driving force. For Henry, the discovery of this satisfaction of his need for 
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academic competence resulted through experiences in his accelerated business studies 

program as a relatively recent phenomenon. 

It's actually recently that I enjoyed having knowledge. I enjoy, like knowing things 

and it might sound really weird, but it's like a trait that now I'm really interested in. 

Just expanding my mind, if that makes sense. Like, I know these ‘Four Key 

Functions’ really well. I could write a business plan and that satisfies me a lot. And 

I’m, like, ‘That's actually cool!’ (Henry) 

Ben similarly describes his desire to grow his competence in physics, driven by his 

internalised need for mastery: 

Physics was my favourite subject. As I have to say, I loved the content we covered, 

and I loved doing work for it. It was one of my favourites to study for and [I was 

with] a good group of people, and I genuinely just wanted to be the best I could be at 

that subject. (Ben) 

 The drive for competence was fuelled through the participants having a sense of 

purpose; a reason for striving to be the best they could be. Henry considered a mentoring 

session held early on in Year 12. He spoke of how a question asked in the session led to 

reflecting on his purpose for being at school. 

When you sat me down, you asked me one on one, “What do you want to do?”  And I 

mean, basically I was like all over the shop, but just kind of a simple question in a 

private environment, not around friends or not around other distractions like in your 

office made me really think, “Ah, what do I want to do?” Kind of made me go out and 

find a purpose, which then I found this business and marine science course. I'm 

absolutely  fascinated with the ocean and the way it works. (Henry) 

 While he hadn’t yet decided by the start of his senior schooling exactly what he 

wanted to pursue after graduating, Paul was still able to find a purpose in schooling, to keep 

open his options post-school.  

I knew that I did want to do well just to have the options available to do what I 

wanted, whether it would be something that needed, like a high ATAR or anything, 

like, sort of pre-requisites I think I had that from around middle school. (Paul) 
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 For Joseph, the validation of his need for competence began with the realisation that 

mastery was an option, achievable through application and effort. Academic growth for 

Joseph was punctuated with this insight into the requirement for a Growth Mindset as he 

spoke of his epiphany that led to his success: 

I was thinking if I stay at school these last two years, I was like, “How bad am I going 

to feel if I stay here, do the time here and I've wasted it?” I hadn't had lots of self-

motivation for school before. And then I thought about that and I felt, “Well, I've got 

nothing to lose from trying this year”. And if I can't crack it, I know I probably would 

have been pretty disheartened. But if you give something a really good go, you're 

going to see improvement. Yeah, you're not going to get worse. That's exactly the 

right mindset. (Joseph) 

 In the same conversation, Joseph spoke of his relationship with one of his teachers 

that was central in his experience of academic success. This teacher shared with Joseph, her 

belief that he could experience success. He shared how, “even when I wasn't doing really 

well in school, she always thought I could do really well. And she'd always taken the time to 

help me out along the way. And that was probably the subject that actually made me start 

working hard”. (Joseph). This drive for competence that James describes is supported by the 

third motivational need described by Deci and Ryan, that is, relatedness. 

2.3: Relatedness: 
 

 Relatedness refers to the fundamental human need to care for others and to feel cared 

for and valued. Research indicates that students who experience their teachers as warm, 

interested, supportive and caring exhibited greater levels of intrinsic motivation. 

Concurrently,  continued attachment to parents through adolescence “offers the possibility to 

develop autonomy and establish new significant relationships with others, such as friends and 

teachers”  (Guay, Denault, & Renauld, 2017, p. 417). Strong relatedness at school, a strong 

sense of school and social connectedness, is positively correlated with good educational 

outcomes, both academic and social-emotional wellbeing (Bond et al., 2007). 

 Ben spoke about the importance in his Year 12 experience of his friendships and 

relatedness with his cohort. When asked what it was outside of the classroom that was 

important for him throughout year 12, he responded: 
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Friendships and social connections.  I think that a very important thing to me 

personally, is having people around me and having people you could just be yourself 

and just completely almost forget that you were even studying. Just connections with 

people and making sure that you had somewhere to feel welcomed. And I can't 

remember when we started, but when we started playing handball, I think that gave 

me a lot and that was something that really wound us down completely. (Ben) 

When asked what it was that gave him a sense of purpose and a reason to be at school, Henry 

replied: 

Friendships that still matter today. And the loyalty was something that I learnt through 

my little Grammar circle.  Like loyalty is key and that's something that I cherish still 

today, and I hopefully will all my life. But that was key to me, being like a good 

friend, even just being a good person, just towards everyone. (Henry) 

While recognising the importance of supportive relationships, Jack also makes clear that 

ultimately, responsibility for success or failure sits with the individual. 

There are people there to help you. There are always going to be people that support 

you and want to do the best for you. But ultimately it comes down to, if you stuff up, 

it's on you. No one can take the blame for you, just like no one can take the credit for 

you.(Jack) 

2.4: Significance of Teachers and Student-Teacher Relationships: 
 

Jack: I mean you walk into a science class and all the lights are off. [Teacher’s] got out 
the lasers pointing them through the prism. You know this is going to be a good class. 

John: Yes. He is such a gentle and genuine guy that we all just sort of wanted to work for  
[Teacher], you know? 

 An investigation of the importance of relatedness in the context of schools needs to 

consider also the student-teacher relationship. Reichert and Hawley undertook an 

international study of effective teaching practices for boys across schools in the United 

States, New Zealand, Australia, Canada, South Africa and the United Kingdom, with a 

sample of over 1,500 boys from Years 7 to 12 (Reichert & Hawley, 2009). A primary 

conclusion of this research project was that boys are relational learners. The responses by 

students in this study strongly indicate that, for boys particularly, “the establishment of an 

affective relationship is a pre-condition to successful teaching” (p. 38). This primacy of 
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positive student-teacher relationships, illustrated by the conversation between Jack and John 

above, was emphasised by the participants throughout the various conversations: 

Charlie: I think it is important to build healthy relationships with your teachers, 

which I was able to do with all my teachers.  It helps in the learning process as well to 

develop a comfortableness to contribute well in class and to engage in class 

discussion. And last year, that was a very large contributing factor to why I was able 

to do so well. Just because all the teachers I had, [names teachers], all great teachers, 

were able to talk with you in groups and as individuals and be available when you 

need some extra help. 

David: With [Teacher], as simple as the questions that I asked him may have been, 

they were probably the simplest things in the world,  but he would never answer in an 

arrogant way, if that's the right word. Do you know the point that I'm trying to make?  

I never felt like I was putting a burden on him, even though I probably was. But he 

was, he was always very happy to answer my questions. 

Peter: Yeah, it's very important to have a good relationship with the teachers because 

when you have a teacher that, A, you like and, B, you have a good relationship with, 

you begin to enjoy being in that class more.  And then when you enjoy something, 

you're more likely to work at it. 

Paul: I think the teachers are, like, I guess [Teacher] is quite a good example. They're 

very invested in the students that they're teaching. Like the interest that they have in 

us wanting to do well kind of makes us want to do well ourselves.   

Ben: I had lots of really good teachers for every single subject that could help me in 

some way, in any way that I needed. Building a relationship with all your teachers, 

that was very important. And I think there were a couple of us boys in my friend 

group that had like a teacher that just helped us through our entire year 12. It was 

incredible for us. And I honestly don't think any of us would have done as close to as 

well as we did if we didn't have them there. 

Henry: You really want to do well for her because you could see her passion... And a 

couple of teachers more personally, as a student, I wanted to not let down. I could see, 

especially in my last year, I wanted to put in the effort… Maybe I might even see you 

in two years, and say to you,  “You know what? Here I am today. And I'm still doing 
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well.”  

David: I’m grateful for every day the “above and beyond” that all the teachers went 

to, because I don't think I would have achieved the result I did by just standard 

teaching every day. I needed the extra bit in those extra hours. And even just like the 

two-minute explanations that they give in recess and at the end of lessons. And that 

helped consolidate my knowledge a lot more. So, the teachers were a huge, huge 

factor. 

This positive flow-on effect from teachers showing care, compassion and empathy for their 

students extends beyond the classroom, with the benefits manifesting themselves in increased 

engagement and effort within the classroom. 

Last year where we're on the way to the holiday workshop, Peter and I were in a car 

accident on the way, a very minor one. But [Teacher] delayed the lesson, rang parents, 

and then asked about how we were afterwards and followed up a week later. So, she 

cared that we were there for it as much as she cared that we were in the right state of 

mind and that we were happy to be there. (Jack) 

Combining supportive, strong relationships with high expectations was recognised as 

instrumental in the participants’ mastery experiences and achievements. Joseph who arrived 

at the school in Year 10 and felt he was behind in several subjects, spoke of the confluence of 

supportive teachers with high expectations: 

[Teacher] helped me a lot, because I came to the subject late and I'd always tried 

really hard. And he'd sort of support me along the way. It was always, I'd be like 

trying really hard and putting in the effort. But he would say do this better and do that. 

And then we sort of forged a really good relationship. And that's sort of a natural 

thing. If you work hard for a teacher, it's because you feel like they're also trying to 

get you over the line and push you as hard as they can. (Joseph) 

Similarly, Henry spoke of a particularly busy teacher of his who had high expectations of 

him, cloaked in support, care, and commitment.  

Well, I feel like she was very understanding and. Yeah. And I feel like she would 

back her  students. If you just give confidence to your student even when they are not 

doing much or they are not going well, that confidence helped me hugely when I went 

to sit down at home.  But [Teacher] had that confidence in me that I could go well. 
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Sometimes I thought she's probably not being honest [in her positive assessment of 

my ability], but then what was the end result? I went really well. I think it's the kind 

of confidence she gave me to want to study. And also, again, passion, like the time 

taken out of her day, like she would run late sometimes. But because she was at a 

meeting at 5:30, 6:00, then she would come in and sit down with me for a while and 

she would run back and forth. And I'm somehow slotted in there, which I think, 

“Well, that's insane!” So it's like kind of the passion and the confidence she gave me. 

(Henry) 

 Throughout their conversations, the participants in this report spoke of their 

motivation to succeed in terms of the autonomy they experienced as students within the 

confines of the HSC and curriculum, the sense of satisfaction they achieved through 

experiencing competence, mastery and purpose and the importance of their relationships both 

within and external to the classroom with their peers and their teachers.  
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Section 3: Goals, Grit and Deliberate Practice: 
 

“I needed to pull my head in and give this study thing a crack. Ease up on the 

skateboarding and set some goals and priorities. I sort of had a debrief with myself after 

Year Ten. I was like, “I really should be putting in a lot more effort.  I'm here now.  I'm 

going to be here ‘til I finish Year 12. I'm not going to lose anything from trying to do my 

best in these last two years.” (Joseph) 

 All the participants indicated the importance of setting goals to provide direction as 

they navigated their senior studies. Joseph indicates in the quote above this realisation of the 

benefit of goal setting, persevering with effort over the long term and working to be his best. 

Many of the techniques described by the participants in their goal setting follow the 

principles set down by researcher, Gabriele Oettingen, author of ‘Rethinking Positive 

Thinking’ (Oettingen, 2015) and proponent of the goal-setting process that employs mental 

contrasting (Oettingen, Marquardt, & Gollwitzer, 2012). Mental contrasting as the basis for 

goal setting involves a series of steps; firstly, visualising the desired future outcome, 

contrasting this with the present situation, identifying obstacles between the desired future 

and the current situation and, finally, developing and implementing a plan to overcome these 

obstacles. As Jack remarked, “it counts to visualize the end. You visualize the end line. As 

James said quite a while ago, you just think, ‘How good is it going to be when I'm done?’” 

3.1: Goal Setting and Attainment –  Deliberate Practice: 
 

 Through her research, Oettingen was able to identify that this process of mental 

contrasting, with its future focus, had appeal to those individuals with an incremental belief 

about the malleability of their abilities and talents, identified by Dweck as possessing a 

“Growth Mindset” (Dweck, 2012; Yeager & Dweck, 2012). By contrast, those individuals 

with an entity belief about abilities and talent, described by Dweck as having a “Fixed 

Mindset”, rather than exhibiting a future-focus, will put emphasis on demonstrating their 

current skillset (Sevincer, Kluge, & Oettingen, 2014). Through these conversations, it became 

clear that the participants had a focus on growth – that they believed over time with 

perseverance, application, and effort, they could improve their skills and develop their 

capabilities. As Ben explained, while he recognised the need for a specific ATAR score, his 

focus was on mastery rather than performance.  
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I didn't just limit myself or say that I only wanted an eighty-five or an eighty or 

something. I wanted to make sure I knew this content as well as I possibly could and 

be happy with whatever result that gave me. It worked because the result didn't really 

matter at the end of the day. (Ben) 

The participants described their goal setting processes:   

Charlie: The main thing I did was to set myself small goals instead of large goals. 

That allowed me to get through assignments at an easier rate. And writing those small 

goals down really helps me keep motivated. 

Paul: I had like a kind of checklist that I would fill out for the day or the week or the 

end of an assessment period and things like that. 

Charlie: I set goals for every day. At night you feel a sense of accomplishment for 

the day when you can tick off all those goals. When you don't set goals and just mess 

around, you just don't know where you're at with stuff. 

Ben: I had goals established very early on for what I wanted to do after school and, so 

I knew that I needed to work hard to do that and get good results. 

Joseph: I set pretty high goals. I knew I'd have to put in a fair bit of work. That was 

something that really just keeps you on track and is so effective for study, because 

you lose so much time when you don't have a certain plan about going about study.  

David: I had a little sheet of paper pinned up on my desk. And I had a little quote. It 

was “Just work towards your goals” with the word work heavily underlined. 

Ben: My goals just were week in, week out to begin with. And then after that, then I'd 

have the goal for the entire day by day and week by week. 

 Deliberate Practice is a term first coined by Anders Ericsson and  describes a very 

specific process (Ericsson, 2008; Ericsson, Prietula, & Cokely, 2007). It requires deliberate 

and sustained effort over time, described by Duckworth as “Grit” (Duckworth, Peterson, 

Matthews, & Kelly, 2007), cultivating the understanding and mastery of novel, complex 

concepts,. A crucial element of deliberate practice is the seeking of and acting upon feedback, 

in the case of the participants, from their teachers. This process often precedes struggle and 

confusion leading to the temptation to focus on simpler concepts. As Joseph observes, “You 

lose so much time studying things that you maybe even already know because you feel like 
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you're comfortable with it and you 

don't really want to push yourself.”  

Figure 3.1 illustrates the processes 

described by the participants as they 

set out to realise their goals. Set the 

goal, apply the principles of Grit and 

Deliberate Practice, seek feedback, 

reflect and repeat. The employment 

of these processes as crucial 

elements leading to their success are 

illustrated throughout the conversations with the participants: 

Charlie: At the beginning of the year, I was really struggling with English. By the 

end of the year, I was able to achieve results I never thought I'd get. It is all about 

setting your own personal expectations and setting out to achieve these, working to 

improve on your weaknesses as well as your strengths. 

Jack: There was no option of sitting back and doing nothing. You either put in the 

effort and get there or you get to the end, and you're completely let down with 

yourself because you knew you should have done something better. There was no real 

third option. You couldn't sit back and then hope that you got there. So, you either put 

in the work or you didn't. 

David: I remember one afternoon, I think before the Trials, I was trying to get some 

essays together. [Teacher] and I had a little meeting, and I went to the meeting with 

what I thought was a great idea. I had two pages of notes and it's like, “This is 

definitely what I want to do.” And I came out of that meeting with a whole different 

idea. But I knew that with that new idea I was better off for it. 

Ben: I think lots of teachers were very happy taking drafts as long as they could see 

that you're putting in a genuine effort and it wasn't a last minute essentially doing my 

assignment for me. It was a genuine “I'm seeking feedback”, yes, for this assignment, 

but also to enhance my ability at the subject overall long past when the assignment 

was handed in. 

Henry: In my Extension History I had some drafts, but I wish I got more feedback in 

my English. But that's probably like one big tip. I would say the feedback is especially 

Figure 3.1: 

Goal setting, Grit and Deliberate Practice 
(University of Wisconsin, 2021) 
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helpful. Just send as many emails as you can and get as much feedback. But no, I wish 

I got more feedback, but I did get some. And it was so beneficial.  

 On occasions, it is the teacher that instigates the feedback cycle, encouraging students 

to submit drafts or to review their work. One of the participants, David, described how his 

teacher supported him through seeking him out, encouraging him to submit drafts for 

feedback.  

I think [Teacher] kind of sensed that I needed help. And I think, to be honest, she 

maybe more seeked [sic] me out. Like, whenever I would need drafts done, she would 

get back to me that night or even in class. Coming up to exam time, like she would 

come to me and say, “Give me a draft”. So, I think in English it was almost more 

[Teacher] like, encouraging me to get help, which I needed. (David) 

3.2: Grit: 
 

 The construct of “Grit” is defined by Angela Lee Duckworth in her doctoral thesis as 

“perseverance and passion for specific, high goals, sustained over years” (Duckworth, 2006, 

p.73). It encompasses effort  and maintaining interest despite experiencing setbacks, possibly 

failure, distractions and  boredom. As part of her doctoral research into non-IQ predictors of 

achievement, Duckworth investigated the predictor of retention of first year cadets following 

their first summer of training at the United States Military Academy, West Point. In order to 

gain entry to West Point, a candidate must gain nomination by a member of Congress or from 

the Department of the Army. They are then awarded a “Whole Candidate Score”, calculated 

as a weighted average of their SAT scores, high school class rank, proven leadership abilities 

and physical fitness and aptitude. Despite this rigorous selection practice, there is a dropout 

rate of about 1 in 20 cadets in the initial summer training. Through a study involving 

measuring the candidates’ grit, Duckworth found that, though grit did not correlate with any 

measure of the Whole Candidate Score, it did predict completion of summer training and 

retention. There was no correlation between any of the components of the Score and 

candidate retention (Duckworth 2006, Duckworth et at 2007).  

 Interestingly, at the time of the conversations with the participants, David had just 

completed his first term of induction and training at the Royal Military College, Duntroon, 

and had recently participated in the Graduation Parade signalling the successful completion 

of initial military training. David’s journey to enter Duntroon and his successful completion 
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of initial training reveals remarkable similarity to the findings of Duckworth’s research. 

Following is a segment of the transcript of the conversation with David (Table 3.1): 

 

Facilitator How was the parade? 

David Yeah, it was really good. It was pretty cool, 300 cadets. So, six squadrons. 

Yeah, and about 50 people in each. And so, we marched in squadron blocks. 

With about 10 metres in between. Yeah, it was all Livestreamed [the Covid 

pandemic prevented audience attendance] and all that. So, parents can see it, so 

it's pretty cool. 

Facilitator So, what was that for? What were you graduating from? 

David It was the graduation of our initial military training. So, I came down here on 

the 15th of January. Yep. And it's just basically to put a little bit of discipline in 

and to see how military life works, all of that. So, it's like now we are military 

members, you know what I mean? Instead of just throwing us in day one. 

Facilitator Yeah. I love the haircuts. Has it been tough? 

David Yeah. Yeah, it was pretty tough, what we had to go through. So, we wake up at 

5:00am early every morning and then had to rip our sheets off and put them 

over our shoulder. Run downstairs for roll call. Run back upstairs. Make our 

beds get changed, shave. That was only about 15 minutes. Then we shoot off to 

breakfast. We had like ten minutes to eat and then we go to a brief about ranks 

or whatever, march, weapons lessons, military life. And we'd basically go on to, 

like, 9:30 that night, and then go to bed and do it all over. 

Facilitator And for how long was that.  

David Five weeks.  

Facilitator Five weeks! Did any cadet's drop out?  

David Maybe 35 to 40 people. Yeah, it really wasn't for them. Yeah, yeah. So, we 

started off with, like, 340 or something and now it's down to 300. 

Facilitator How long was the process to get in? What have you had to do to get in? 

David I started at the start of year 10. I did some aptitude testing. Because I wanted to 

be aircrew I had to do further testing and I had an interview. And then I had like 

a week down here in Canberra where we just did more tests. and then I had a 

Table 3.1: 

David Describes his Initial Military Training Experience 
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big interview in December, which is like an hour-long interview where they just 

ask you about your leadership, how do you respond to these types of situations? 

So, it's pretty long. Took me two years, basically. 

Facilitator OK. And your school results, were they important? 

David I had to achieve just a minimum ATAR of 85. Yeah. but the school results 

didn't add to the competitiveness if you know what I mean. 

Facilitator In all those interviews, did you need to do aptitude tests or IQ tests, that sort of 

thing? 

David The aptitude tests were at the very start and the second bit of testing in 

Canberra. The interviews were like, the first one was a one-on-one, but then my 

big one in December was a three-on-one. 

Facilitator Do you know what they were looking for in those interviews? 

David I know the December one, motivation. There's a lot of people who have parents 

in the military and they think, it's a good career which is their motivation. 

Leadership, they're looking for experiences of leadership. What's the word? 

Potential, leadership. Potential motivation. 

 

 As with the West Point candidates, all cadet candidates in David’s initial intake to the 

Royal Military College, Duntroon satisfied the military’s selection criteria for academic 

ranking, intellectual and psychological aptitude, leadership potential, motivation, and 

physical fitness.  

 Despite this, David reported a dropout rate of around 9% of RMC Duntroon cadets 

within the first 5 weeks of enlistment. This might suggest that, possibly, in common with the 

West Point experience, Grit may be a better predictor of the likelihood of successfully 

navigating initial military training at the Royal Military College, Duntroon. In David’s case, 

since commencing his journey to RMC Duntroon in Year 10, he has certainly exhibited 

“perseverance and passion for specific, high goals, sustained over years” (Duckworth. 2006, 

p.73) which may well help explain his successful negotiation of initial military training.  
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Section 4: Efficacy: 
 

I knew I had the ability to do well. So, I felt I kind of owed it to myself to make sure that I 
did. (Peter) 

4.1: Academic Self-efficacy: 
 

Research indicates that those individuals with positive beliefs about their own 

competencies and abilities are most likely to develop the motivation, skill, and persistence 

needed to overcome difficulties and succeed in life (Bandura, 1986, 1995). That is, there is a 

causal relationship between self-efficacy and success. Bandura (2000) defined self-efficacy 

as the belief individuals hold that they have the capability to successfully complete a task or 

perform a function such that they have control over their lives.  

In a research project designed to examine the connection between self-efficacy beliefs 

and academic persistence and performance through a meta-analysis of the data (Multon, 

Brown, & Lent, 1991) it was found that there is a strong association between positive 

efficacious beliefs and advantageous academic outcomes. Multon et al.’s (1991) research 

concluded further that self-efficacy is especially significant in raising the academic 

attainment of those students with lower academic achievement. 

 More recently, a group of Australian researchers examined academic, self-regulatory, 

and social self-efficacy in Australian high school students (Carroll et al., 2009). The research 

was directed at investigating the relationship between academic aspirations, delinquency, 

academic achievement, and self-efficacy. In common with previously referred to research, 

there was found to be a strong association between academic self-efficacy and academic 

achievement and, significantly, an inverse relationship between self-efficacy and both 

delinquency and substance abuse. There is a strong relationship between academic self-

efficacy and advantageous characteristics such as intrinsic motivation, persistence, and 

lowered anxiety (Ferla, Valcke, & Cai, 2009), characteristics identified by Duckworth and 

Dweck as those possessed by people most likely to succeed (Duckworth, 2006; Dweck, 2009; 

Yeager & Dweck, 2012).  

 Bandura (1986, 1997) discussed four sources of academic self-efficacy in students: 

previous mastery experiences, vicarious experiences of the success of relatable others, social 

persuasion through feedback from significant others, and the emotional arousal experienced 

by the individual through engagement in academic undertakings. The participants illustrated 
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each of these sources of academic self-efficacy through their conversations. Examples of 

these sources of growth and development of academic self-efficacy are illustrated through 

Table 4.1. 

Source of 

Academic Self-

Efficacy 

Participant Evidence from the conversations 

Previous mastery 

experiences 

Peter What I think drives me to want to do well is kind of like 

when you first get that taste of being good at something 

then like you know that you can, and you know it's there. 

Charlie I knew I had it in me. I wanted to be the best version of 

myself I could be by the end of the year. 

Peter During the Trial music performances, I played five pieces 

back-to-back in one day, and because it's a live 

performance, anything can go wrong. I got those marks 

back pretty quickly and I thought “I did really well on 

that”. Even like through all those nerves, I still was able to 

perform at the highest level. That gave me confidence then 

through the written trial exams and then to the actual HSC 

music performance. 

Vicarious 

experiences of the 

success of others 

Paul When you can see people that are better than you kind of 

motivates you to want to make yourself better. Not 

necessarily just to be better than them, but to improve 

yourself. 

Ben There were lots of people around me as well who were all 

working hard and lots of my friends and people I 

surrounded myself with were all working hard. 

Henry These kids are really keen for it and, you know, they're 

same as me. And also, it wasn't just like a one-off thing. It 

was the repetition of them constantly striving for it, like 

working on each day. And these guys were, you know, 

Table 4.1: 

Sources of Academic Self-efficacy demonstrated by the participants. 
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really grinding down. So, I thought, 'you know what? 

Actually, time to give it a good crack." 

Jack I spent the entire year in software chasing him, and every 

test we would compare marks. And by the end he beat me. 

But if I hadn't been driven by that, he would have beaten 

me by more. When I got back the mark and he beat me 

and I just missed out, I was annoyed that I hadn't got him 

in the end. But I was also really thrilled with the effort I 

put in to actually get to that stage. 

Peter There's nothing really worse than seeing someone beat 

you that you know, “I should have beaten them”. And you 

can't say “Oh, yeah, it’s because I didn't put in the work” 

because that's on you. It's not their fault that they put in 

the work to beat you. So, like, it comes down to making 

sure that you put in what you need to do to show your 

ability. 

Social persuasion 

through feedback 

Charlie Teachers that want us to do well are really motivating for 

us as students.  

Henry [Teacher] had that confidence in me that I could go well. 

Sometimes I thought she's probably not being honest, but 

then what was the end result? I went really well. 

Joseph If you work hard for a teacher, it's sort of because you feel 

like they're also trying to get you over the line and push 

you as hard as they can. When I wasn't doing really well 

in school, she always thought I could do really well. And 

she'd always taken the time to help me out along the way. 

And that was the first of the subjects that actually made 

me start working, start working hard. 

Charlie I believe that a lot of feedback is the way you improve. 

And it supports the learning process.  If you don't receive 

feedback, you won't improve your previous answers. 
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Emotional arousal 

Ben Physics was my favourite subject. I loved the content we 

covered, and I loved doing work for it. It was one of my 

favourites to study for, and a good group of people. And I 

genuinely just wanted to be the best I could be at that 

subject. 

Charlie Every task I got, I prepared for it as best I could. Prepared 

for the task or the assignment or exam. And by the end of 

it, or when it comes time for the exam, I have no real 

stress because I know I couldn't have done much better. 

Henry It's actually recently that I enjoyed having knowledge. I 

enjoy, like, knowing things.  

 

4.2: Accelerated Programs: 
 

There is very limited research investigating the efficacy of accelerated programs such 

as those in which some of the research participants were enrolled. Anecdotally, however, the 

experience of those participants who were enrolled in an accelerated program had a positive 

influence on their academic self-efficacy which flowed over to their other subject areas. 

Several of the participants undertook either the Accelerated Mathematics stream or the 

Accelerated Business Studies stream. Through these programs, students are able to complete 

either the Advanced Mathematics or Business Studies HSC course during their Year 11 year.  

The participants in this research project did reflect upon their experiences and the 

impact of these accelerated program on their academic efficacy. Charlie reflected on the 

benefits to his academic growth that he gained through his participation in the accelerated 

mathematics program: 

I think particularly the accelerated courses really matures a student earlier and helps 

them switch on before Year 12, because before Year 12 people who don't have the 

assessment experience which we had. So, I really think the accelerated courses are 

pretty important for student development. (Charlie) 

Peter’s experience was similar to that of Charlie, reflecting on the positive consequences for 

him and Paul as students in the Accelerated Mathematics program: 
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Paul and I yeah, we both did the Math Accelerated course. Like, starting from Year 

11. And having that, you can have an HSC-like mindset and also going into the Trials 

and HSC this year or at the end of last year we already had a year head start on 

anyone who hadn’t done that. We had experience with, like, the pressure.(Peter) 

Henry was clear on how participation in the accelerated program benefited his academic self-

efficacy, positively impacting on his confidence in his ability to successfully navigate his 

senior years studies and the HSC. 

I'm so glad I picked [Accelerated] Business because it kind of gave me confidence, 

because I'd doubt myself when it came to my academic ability. But then Business was 

something that I enjoyed, and I did quite well at. And I thought, “You know what? I'm 

not too bad at this whole thing.” And so, it kind of gave me confidence to then study 

my other subjects. (Henry) 

 Ben recalled an obvious benefit of enrolling in an accelerated course – the decrease in 

face-to-face class time once the course was completed. This provided the students in the 

accelerated program with additional study periods in their final Year 12 year. 

I had free [study] periods because I did Accelerated Business so I had free  periods 

from a completed subject. And so, I designated those free periods to a subject that I 

felt like I needed to spend just a whole extra lesson on, basically to catch myself up or 

to master some topics and subjects.(Ben) 

 Given these positive outcomes of improved academic self-efficacy combined with 

benefits of experience with the requirements and pressures of the HSC and extra study 

lessons in Year 12, the obvious question to ask is if the accelerated program should be 

expanded and made available to a greater number of students. Interestingly, both Charlie and 

Peter were guarded in their responses to the idea of expanding the scope of the accelerated 

classes. 

That's obviously a very tough question. To do the accelerated program you need to be 

talented and determined and dedicated, so it’s probably not for everyone. (Charlie) 

I agree with that because, with smaller classes, you get, you get more from the 

teacher. And it's like the general competitiveness in the class just increases. So, you 

wouldn't want, like, three Accelerated Math [sic] classes. (Peter) 
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 While participation in an accelerated course may lead to improved academic self-

efficacy and opportunities for mastery experiences, it may not be the panacea for all students. 

It may well, however, be worth considering as an option for participation by a larger number 

of students.  
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Section 5: Discussion and Conclusion: 
 

5.1: What Works: 
 

As individuals, each of the participants was able to identify specific conditions that 

they found conducive to study and learning. In common, they discussed the need to minimise 

distractions and identified their smartphones as a major source of distraction. 

 Finding the right space and the right people was important. Several of the participants 

identified the school library and the senior study centre as a place that worked for them. This 

space provided opportunities for extra tuition, collaboration with peers and private, individual 

study. Ben and Harry identified the Senior Common Room also as a place to work and study, 

but also recognised the need to distinguish between times when this space provided the 

environment conducive to study and when the students present in the room were a source of 

distraction. Henry further identified the advantages of moving outside of his friendship group 

to become exposed to the work ethic of students with a strong focus on academic success. 

 The participants were able to identify a number of strategies that they employed to 

improve their opportunities for success. One simple but effective strategy was to use noise-

cancelling headphones when studying in the library or other space where ‘white noise’ would 

be a distraction. Silence rather than music was recognised as reducing disruptions to learning. 

None of the participants reported using music to assist with improving focus while studying. 

This is in keeping with the research which is, at best, inconclusive concerning the benefits of 

listening to music to assist focus and concentration when studying. 

 Past papers were seen as a key tactic employed by the participants in preparation for 

the HSC. These were utilised strategically, with Ben for example describing a very specific 

process he followed in using these. Paul recognised the advantages of past papers also, in 

reinforcing active recall and spaced repetition – study techniques identified through the 

research as being the most effective. 

 When asked for advice they might like to pass on to current senior students preparing 

for the HSC, the participants agreed on the importance of establishing clear and consistent 

routines and habits. A strategy common to most participants, in addition to finding the best 

space that enhanced their productivity, was to make their study routines visible. For example, 

through the utilisation of the study calendar/planner provided by the school. They also spoke 
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of balance and the importance of maintaining social connections and participating in leisure 

or sporting pursuits and activities. 

 They emphasised also the importance of remaining positive through the HSC 

experience. Their outlooks reflect an optimistic explanatory style, through which, for 

example, a disappointing outcome on an assessment item will be seen as temporary, not 

permanent, localised, not universal, not due to personal deficiencies but within their locus of 

control moving forward. 

5.2: Motivation: 
 

 When talking about those factors that they found to be motivational, none of the 

participants referred to the external rewards promoted by Skinnerian models of operant 

conditioning. ‘Carrot and stick’ reward and punishment as motivational inducements were 

not instrumental or effectual in the participants successful navigation of the HSC journey.  

 Rather, the experiences and reflections of the participants were indicative of a 

motivational style described through self-determination theory (SDT). This theory posits 

autonomous motivation that is dependent on the satisfaction of three basic human 

psychological needs – autonomy, competence and relatedness. The participants described the 

sense of agency and control they were able to exert in finding and applying those learning 

and study techniques and conditions that worked best for them. They spoke also of their 

innate need for competence, describing an innate drive to be the best they could be, 

discovering the sense of satisfaction and fulfilment that follows mastery of new skills and 

knowledge.  

 Relatedness refers to the need to be cared for and valued; the need to belong. The 

participants exhibited a strong sense of social and school connectedness and engagement. 

They valued their friendships and the support they received from their peers, while 

recognising that, ultimately, the responsibility to do their best rested with them. 

 It became apparent through the conversations that the boys, as revealed through 

research, are relational learners. All participants emphasised the significance of their teachers 

and the strength of the teacher-student relationships that developed over their time as senior 

students. The participants clearly felt that these strong, positive relationships with their 

teachers were instrumental in their experiences of academic success. 
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5.3: Goals, Grit and Deliberate Practice: 
 

 The participants clearly understood the value of setting goals as a promoter of 

motivation and a source of guidance and direction. While they employed a variety of goal-

setting methods, they had in common a focus on specific intentions of where they wanted to 

be in the short, medium and long term. They were able to visualise their desired future and 

plan their way to succeeding in achieving this desirable outcome. Without using the specific 

language, the participants were employing a process described in the literature as mental 

contrasting with implementation intentions. 

 Again, without necessarily using the terminology, the participants included the 

characteristics of deliberate practice in their learning and study. They exhibited characteristic 

grit; perseverance and passion for specific, high goals, sustained over years. They placed 

themselves at the edge of their current capabilities, willingly taking on new academic 

challenges. They valued the wisdom and support of their teachers and sought feedback as of 

primary importance in improving their current capabilities. Once more, the centrality of 

teacher-coaches as agents of support and wisdom was manifest throughout the conversations. 

5.4: Efficacy: 
 

Self-efficacy – that is positive beliefs about one’s capabilities and competencies – is 

an essential ingredient in the development of motivation, skill and persistence. Strong 

correlations exist between self-efficacy and intrinsic motivation, perseverance, academic 

success and lowered anxiety. The participants displayed high levels of academic self-

efficacy. Their conversations revealed experiences of the four sources of self-efficacy 

described by Bandura; experiences of mastery, observation of successful peers, support and 

feedback from their teachers and a sense of happiness and satisfaction generated through their 

academic achievements. 

 Exposure to an accelerated program of study in either Business Studies or Advanced 

Mathematics positively impacted on the academic self-efficacy of the participants. Possibly 

more significant than simply completing an HSC course in Year 11, the boost to their 

academic skills, confidence and self-efficacy was apparent. While the students displayed 

some hesitancy with the idea of broadening the opportunities for participation in an 

accelerated program, this is worth investigating as an option for students performing well in 

their academic studies in the junior secondary years.  
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5.5: Conclusion: 
 

Participants in this research project have shared aspects of their Year 11 and 12 HSC journey. 

They have demonstrated the embodiment of a Growth Mindset, with a focus on mastery, 

competence and growth ahead of performance. They have shared tips and advice, from using 

noise-cancelling headphones to minimise distractions to making visible in their study spaces 

their written goals and aspirations. Clearly from their conversations, the participants are 

relational learners. They have discussed the influence and importance of their relationships 

with peers and teachers on their success. They have approached both success and 

disappointment with an optimistic explanatory style. They have not sought external rewards, 

but rather internalised their purpose, embodying autonomous motivation combined with 

developing a positive and healthy academic self-efficacy. They have approached their senior 

school studies with grit and have encompassed the attributes of deliberate practice. They have 

lived up to their determination vocalised by several of the boys to “give it a good crack” and 

to become “the best they can be”. 

   



P a g e  | 41 
 

REFERENCES: 
 

Abuhamdeh, S., & Csikszentmihalyi, M. (2011). The Importance of Challenge for the 

Enjoyment of Intrinsically Motivated, Goal-Directed Activities. Personality & social 

psychology bulletin, 38(3), 317-330. doi:10.1177/0146167211427147 

Averell, L., & Heathcote, A. (2011). The form of the forgetting curve and the fate of 

memories. Journal of Mathematical Psychology, 55(1), 25-35. 

doi:10.1016/j.jmp.2010.08.009 

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. 

Englewood Cliffs, N.J: Prentice-Hall. 

Bandura, A. (1997). Self-efficacy: the exercise of control. New York: W.H. Freeman. 

Bandura, A. (2000). Self-efficacy. In Encycopedia of Psychology, Vol. 7 (pp. 212-213). US; 

New York; Washington; NY; DC: American Psychological Association. 

Bandura, A. (Ed.) (1995). Self-efficacy in changing societies. Cambridge; New York: 

Cambridge University Press. 

Beard, K. S. (2015). Theoretically Speaking: An Interview with Mihaly Csikszentmihalyi on 

Flow Theory Development and Its Usefulness in Addressing Contemporary 

Challenges in Education. Educational Psychology Review, 27(2), 353-364.  

Boehm, J. K., & Lyubomirsky, S. (2008). Does happiness promote career success? Journal of 

Career Assessment, 16(1), 101-116. doi:10.1177/1069072707308140 

Bond, L., Butler, H., Thomas, L., Carlin, J., Glover, S., Bowes, G., & Patton, G. (2007). 

Social and school connectedness in early secondary school as predictor of late teenage 

substance use, mental health, and academic outcomes. Journal of Adolescent Health, 

40(4), 357.e359-357.e318. doi:10.1016/j.jadohealth.2006.10.013 

Boorla, V. (2013). Burrhus Frederic Skinner. Archives of Mental Health, 14(2), 181-183.  

Carroll, A., Houghton, S., Wood, R., Unsworth, K., Hattie, J., Gordon, L., & Bower, J. 

(2009). Self-efficacy and academic achievement in Australian high school students: 

the mediating effects of academic aspirations and delinquency. Journal of 

Adolescence, 32(4), 797-817. doi:10.1016/j.adolescence.2008.10.009 

Chou, P. T.-M. (2010). Attention Drainage Effect: How Background Music Effects 

Concentration in Taiwanese College Students. Journal of the Scholarship of Teaching 

and Learning, 10(1), 36-46.  

Csikszentmihalyi, M. (2013). Flow: The psychology of happiness: Random House. 



P a g e  | 42 
 

Deci, E. L., & Ryan, R. M. (2000). The "what" and "why" of goal pursuits: Human needs and 

the self-determination of behavior. Psychological Inquiry, 11(4), 227-268. 

doi:10.1207/S15327965PLI1104_01 

Deci, E. L., & Ryan, R. M. (2008a). Facilitating optimal motivation and psychological well-

being across life's domains. Canadian Psychology/Psychologie canadienne, 49(1), 14-

23. doi:10.1037/0708-5591.49.1.14 

Deci, E. L., & Ryan, R. M. (2008b). Self-determination theory: A macrotheory of human 

motivation, development, and health. Canadian Psychology/Psychologie canadienne, 

49(3), 182-185. doi:10.1037/a0012801 

Deci, E. L., & Ryan, R. M. (2009). Self-determination theory: A consideration of human 

motivational universals. In G. Matthews & P. J. Corr (Eds.), The Cambridge 

Handbook of Personality Psychology (pp. 441-456). Cambridge: Cambridge 

University Press. 

Duckworth, A. L. (2006). Intelligence is not enough: Non-IQ predictors of achievement. 

(Dissertation/Thesis). University of Pennsylvania, ProQuest, UMI Dissertations 

Publishing.  

Duckworth, A. L., Peterson, C., Matthews, M. D., & Kelly, D. R. (2007). Grit: perseverance 

and passion for long-term goals. Journal of personality and social psychology, 92(6), 

1087-1101. doi:10.1037/0022-3514.92.6.1087 

Dunnslosky, J., Rawson, K., Marsh, E., Nathan, M., & Willingham, D. (2015). What works, 

what doesn't. Scientific American Mind, 23(5s), 47-53.  

Dweck, C. (2009). Who will the 21st-century learners be? Knowledge Quest, 38(2), 8-9.  

Dweck, C. (2012). Mindset: How you can fulfil your potential: Hachette UK. 

Ericsson, A. (2008). Deliberate practice and acquisition of expert performance: A general 

overview. Academic Emergency Medicine, 15(11), 988-994. doi:10.1111/j.1553-

2712.2008.00227.x 

Ericsson, A., Prietula, M., & Cokely, E. (2007). The making of an expert. Harvard business 

review, 85(7/8), 114.  

Felisoni, D. D., & Godoi, A. S. (2018). Cell phone usage and academic performance: An 

experiment. Computers & Education, 117, 175-187. 

doi:10.1016/j.compedu.2017.10.006 

Ferla, J., Valcke, M., & Cai, Y. (2009). Academic self-efficacy and academic self-concept: 

Reconsidering structural relationships. Learning and Individual Differences, 19(4), 

499-505. doi:10.1016/j.lindif.2009.05.004 



P a g e  | 43 
 

Gordeeva, T., Sheldon, K., & Sychev, O. (2019). Linking academic performance to 

optimistic attributional style: attributions following positive events matter most. 

European Journal of Psychology of Education, 1-28. doi:10.1007/s10212-019-00414-

y 

Growth Engineering. (2020). What is the forgetting curve? Welcome to the growth 

engineering blog. Retrieved from https://www.growthengineering.co.uk/what-is-the-

forgetting-curve/ 

Guay, F., Denault, A.-S., & Renauld, S. (2017). School attachment and relatedness with 

parents, friends and teachers as predictors of students’ intrinsic and identified 

regulation. Contemporary Educational Psychology, 51, 416-428. 

doi:https://doi.org/10.1016/j.cedpsych.2017.10.001 

Kohn, A. (1999). Punished by rewards: The trouble with gold stars, incentive plans, A's, 

praise, and other bribes: Houghton Mifflin Harcourt. 

Lister-Landman, K. M., Domoff, S. E., & Dubow, E. F. (2017). The role of compulsive 

texting in adolescents' academic functioning. Psychology of Popular Media Culture, 

6(4), 311-325. doi:10.1037/ppm0000100 

Lyubomirsky, S., King, L., & Diener, E. (2005). The benefits of frequent positive affect: does 

happiness lead to success? Psychological Bulletin, 131(6), 803.  

Müller-Pinzler, L., Czekalla, N., Mayer, A. V., Stolz, D. S., Gazzola, V., Keysers, C., . . . 

Krach, S. (2019). Negativity-bias in forming beliefs about own abilities. Scientific 

Reports, 9(1), 14416. doi:10.1038/s41598-019-50821-w 

Multon, K., Brown, S., & Lent, R. (1991). Relation of self-efficacy beliefs to academic 

outcomes: A Meta-Analytic Investigation. Journal of Counselling Psychology, 38(1), 

30-38.  

Murre, J. M. J., & s, J. (2015). Replication and analysis of Ebbinghaus' forgetting curve. 

PLoS ONE, 10(7), e0120644. doi:10.1371/journal.pone.0120644 

Oettingen, G. (2015). Rethinking positive thinking: Inside the new science of motivation. New 

York: Current, Penguin Group. 

Oettingen, G., Marquardt, M. K., & Gollwitzer, P. M. (2012). Mental contrasting turns 

positive feedback on creative potential into successful performance. Journal of 

Experimental Social Psychology, 48(5), 990-996. doi:10.1016/j.jesp.2012.03.008 

Peterson, C., Seligman, M. E. P., & Vaillant, G. E. (1988). Pessimistic Explanatory Style Is a 

Risk Factor for Physical Illness: A Thirty-Five-Year Longitudinal Study. Journal of 

personality and social psychology, 55(1), 23-27. doi:10.1037/0022-3514.55.1.23 



P a g e  | 44 
 

Peterson, C., & Steen, T. A. (2009). Optimistic Explanatory Style. In Handbook of positive 

psychology (2 ed., Vol. 1): Oxford University Press. 

Pink, D. H. (2011). Drive: The surprising truth about what motivates us: Penguin. 

Reichert, M., & Hawley, R. (2009). Reaching Boys: An International Study of Effective 

Teaching Practices. The Phi Delta Kappan, 91(4), 35-40.  

Rosen, L. D., Mark Carrier, L., & Cheever, N. A. (2013). Facebook and texting made me do 

it: Media-induced task-switching while studying. Computers in Human Behavior, 

29(3), 948-958. doi:10.1016/j.chb.2012.12.001 

Rutledge, P., & Neal, M. (2012). The responsive relationship between challenge and skill for 

optimal engagement. In: Positive Engagement Evaluation Model for Interactive and 

Mobile Technologies, Research Gate. . 

Ryan, R. M., & Deci, E. L. (2000). Self-Determination Theory and the Facilitation of 

Intrinsic Motivation, Social Development, and Well-Being. American Psychologist, 

55(1), 68-78. doi:10.1037/0003-066X.55.1.68 

Ryan, R. M., & Deci, E. L. (2017). Self-determination theory: An introduction and overview. 

In Self-determination theory: Basic psychological needs in motivation, development 

and wellness: Guilford Publications. 

Sevincer, A. T., Kluge, L., & Oettingen, G. (2014). Implicit theories and motivational focus: 

Desired future versus present reality. Motivation and Emotion, 38(1), 36-46. 

doi:10.1007/s11031-013-9359-0 

Sharot, T. (2011). The optimism bias. Current Biology, 21(23), R941-R945. 

doi:http://dx.doi.org/10.1016/j.cub.2011.10.030 

Teo, J. (2013). Please Mr DJ, give me better grades: The right music can help to stimulate 

learning and enhance concentration. Joyce Teo reports. Straits times (Singapore : 

Daily)  

Terraskills. (2021). Optimisms: Why Moderation is Necessary. Retrieved from 

https://terraskills.com/optimisms-why-moderation-is-necessary/ 

Theophanous, A. C. (1975). In Defense of Self-Determination: A Critique of B.F. Skinner. 

Behaviorism, 3(1), 97-116.  

University of Wisconsin. (2021). Grit: What it is and how you can learn it. Center for 

Healthy Minds. Retrieved from https://centerhealthyminds.org/join-the-

movement/getting-into-the-nitty-gritty-of-grit-what-it-is-and-how-you-can-learn-it 



P a g e  | 45 
 

Vaish, A., Grossmann, T., & Woodward, A. (2008). Not All Emotions Are Created Equal: 

The Negativity Bias in Social-Emotional Development. Psychological Bulletin, 

134(3), 383-403. doi:10.1037/0033-2909.134.3.383 

Wilmer, H. H., & Chein, J. M. (2016). Mobile technology habits: patterns of association 

among device usage, intertemporal preference, impulse control, and reward 

sensitivity. Psychonomic Bulletin & Review, 23(5), 1607-1614. doi:10.3758/s13423-

016-1011-z 

Wilmer, H. H., Sherman, L. E., & Chein, J. M. (2017). Smartphones and cognition: A review 

of research exploring the links between mobile technology habits and cognitive 

functioning. Frontiers in psychology, 8. doi:10.3389/fpsyg.2017.00605 

Yeager, D., & Dweck, C. (2012). Mindsets that promote resilience: When students believe 

that personal characteristics can be developed. Educational Psychologist, 47(4), 302-

314. doi:10.1080/00461520.2012.722805 

Yildiz Durak, H. (2018). Investigation of nomophobia and smartphone addiction predictors 

among adolescents in Turkey: Demographic variables and academic performance. 

Social Science Journal. doi:10.1016/j.soscij.2018.09.003 

 

 

 


	Abstract:
	Introduction:
	Section 1:  What Works:
	1.1: Finding the right space and the right people:
	1.2:  Strategies for Success:
	1.3: Advice:
	1.4: Explanatory Style:
	Section 2: Motivation:
	2.1: Autonomy:
	2.2:  Competence:
	2.3: Relatedness:
	2.4: Significance of Teachers and Student-Teacher Relationships:
	Section 3: Goals, Grit and Deliberate Practice:
	3.1: Goal Setting and Attainment –  Deliberate Practice:
	3.2: Grit:
	Section 4: Efficacy:
	4.1: Academic Self-efficacy:
	4.2: Accelerated Programs:
	Section 5: Discussion and Conclusion:
	5.1: What Works:
	5.2: Motivation:
	5.3: Goals, Grit and Deliberate Practice:
	5.4: Efficacy:
	5.5: Conclusion:
	REFERENCES:

