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Abstract k :

This research reports on an elementary-junior high
‘school transition study of ninety students from a suburban
x-(; elementafy school to a grade 7-12 central high school
in the same geographical area. )

By means of a questionnaire and student iy relavs
‘the expectations of grads six studgn£s ‘for ’junio‘r high
school were assessed. In a follaw-up study a year 1at'e'r,
these same students were asked to tell about thexr .
experiences in junior high school. sauenr_ themes 5#: ) ’
student expec:ac‘ions and experiences were drawn from "thead
two sets of data and several signifidant trends were
identified. The identification of these trends, which
sensitize ya to the student’ perspective. in schooling can. . be

summarized as follows: ’

*, Firstly, before entering 3unior high school, elementary

students experienced a high level of excitement regarding the -

transition. At the end of the following year, this level of

excitement had diminished somewhat, but still !euﬂ\aineﬂ

relatively high. ‘This high degree of exc’i_tamentv'i_s hasicallpw
seen as being related to the feeling of being mature and grown
up. Early adolescents seem to see this transition as one of
the first steps into jadulthood. . -

- Secondly, gra¥e six students generally expected the
grade seven program to bemore difficult and demanding, and

at the end of the q:ade seven year, this idea was. almost a
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general consensus. Most children thought that the academic

program demanded more of them and many were not doing as !

, well as they 'had expected fo do.

Thirdly, very,few of the qrade six childrep in the

“ship patterns aunnq their grade seven year But, “fn efsect,” ]

study expected, or were looking, forward-to, changing friend-

a surprisingly large num.ber "of these students aid report ©

bemq part of new £riendship yroups:

" ocour in friendship phfterns.

Fa rau::hly, wm’le st).ll in elementary schoal, students

Draat;c changes ik

generally. expressed some worry and concern about moving to

 the: new ‘environment.

also feeling this way.

However, from the grads

Some’ reported that their parents were

it was found that both students' and parents'| coneerns. as

seen by students, had increased significantly.

demi a

The two main -
i a4

seven' survey,

areas of this

older students.

These tignds, analysed from asymbolic interaction

persgactive thereby sensitizing us to tHe mager in which

students expenem:e the transition period,

are then discussed

in relatwnsmp to implications for teachers as well as for

future research into the student petspective. Such insight

into students' !petspectives is' seen-'as a necessary component

of ‘the understanding, teaching and guidance of early

adolescents.during this transition period.
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2 CHAPTER I

TRANSITION FROM ELF.MENTM‘[ TO JUNZOR HIGH s * ¥
' SCHOOL: A REVIEW OF THE LITERATURE ’

“Even though zésea’zcneu would probably. agree that

transfer fzom elementary schgol to ]unmr hlqh school is a
s:.gmfxcam: and pntentially dlff].cult stnqe in n cluld'
developmem;, nm:u recently: very nttle reseaxch +hag | been .
done on ehis as?ect ‘of schoal 11fe. As transfe; to . junior.
hi'sh schopl decurs around thé age giflelever e twelve, it
see‘ms’vthat‘ thé«rapid intellectual and pe‘rse‘nal .development
associated with ‘that period mlqht be affected by the
envuunnental change. However, not all z‘eportq f.end to

" agree. + For example, whxlst qu‘(1975). Ball (1975} and

Hawthorn (1976) » among O@hets, \found,that envxxomnent;ll

. change, that’ is,  changing one's—gghool; is' detrimental, the

opposing view contends (:hnt the extrd sumulation provxded
fosters| child development (Plowden, -1976)". The fac: is
that’ nefmer view is satxsfacta:y slmply because of the
diffu:ulty of generalizind among aacha wide variability of'
children, and more especlauy, because of the’ manner in
whlch most: studies have been conﬁ:cted. Most studieu_ hm{e *

‘not given sufficient attention®to children's perceptions of

the transition.

L‘ As background to the focus of cheﬁ present research

‘on the expectations and expulences of’ qfwm as th!y mve .

&

Ty



* from elementary to )um.cr .mqh school, chis chapter reviews
\ the lu;erature that pertams % that transition. To begin,

an overview of the, research oyientation is im order. . *

"+ . 2n overview of Resparch Orientatioh | .

.
Transfer from - elementa:y to Juxu.or lhgh schiool, is

" one of sbveral cnucal transitions identified by ﬁamhlm

‘(197&). But,'lnuch :esearch on transfeg does not_take into

‘account children's definitions or perceptxons. Rather, they?.

5 :enq to focus on evaluation‘, either of" prqgrams‘qimea at

- ‘facilitating transition (Bates, 1978; Hamblin, 1978) ‘or

assessment procedures’ (Rundle, 1979; Sumner and Bradley,

1977). Other researchers who have ekamihed elementary/junior

high school transfer have tended to éxamine xts stmctunl

arranqements (Neal, 1975) or age Of txansfer (Nisbet and
‘-Entwistle, 1959) .

, Several studies that'have centered on chilardi's
reactions have investigated .rather specific problems such
as schpolbfailure (Da].‘e and Griffith, 1965) or .the progress
o maiadj_\_u't;a pupils (Pumfrey and Ward, 1977). In other
studies, pupil reactions lean towards the prediction of
-pathological maladjustment (Dowling, 1980; Nisbet and
Entwistle, 19&9). ‘Youngman (1573) + however, was able to

show that’among chﬂdren in tnp tion there we:e six

e
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) : define the actual percepnons of the children themselves. ;=
Until recently, then, the general problém of school transfer
4 “as assessed” from a 1m1teg range of orientational foci. -
@ " " Recently, attention has been turned to the students’ 4
i perspective of transition. ) ~
L ; Amorig the most important studies to date.is the N

Elémentary’ Junioz_ Hi"gh'mxansition Study done by .the Far

L. West Lab.for Educational Research in San Francisco. This

¥ is a major study in seven volumes. The authors involved in

this majox study mc1uae Mergendoller, et al. (1982),:
. ', FRounds, et al. (1982), Mitman, et al. (1981), and Ward,~_.
et al. (1982). Another yroup of researchers whose works have

added to our L'mderstandi»ng‘ of school ‘tiansfer is Simmons,

|
|

, et al. (1978), ana

et al. (1973, 1977, 1979), Blyth
i . ' YNottelman (1982).  These authors have been cahcerned about

" 9 ,'dxfferent aspecis oF school transfer and how ehey are‘related

= to children’ s self-esteem Othex reseaxchl mterlals that

. will be"feferrea to aze those of Dutch and- Mecall (1974) "

‘Brown ‘and Amstrang {1982) * and Méasor: ana Wnods t1p83) . |

i s By way Of ofganizing the'mador ﬂnd;nqs of the

résearch ¢ dealing with the transition figm elenenta

Junior, high school, it is convenient to ais

&
@
®

findings s they. relate ‘to six. tdpics.- e should' be noted

that s’ha of the major studies, smue chey :epre!ent

» multigle findings,. will, be referred to in more. than one

s

* topic. The. si\heqdingﬁ for thle utezatuxe_feview;ax

e
Fed
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-
orientatiof; (2) participation in extra curricula activities;

. psychological development ‘selected for study"? (Blythe, — A

-

(1) the educational context of the elementary school;

(2') the organization of instruction and diversity of pupils'
work day; (3) student types and transition experience;
(4) teacher types and transition experdence; (5) the
interaction of physical maturify and transition T

(6) students' concerns. E -

The Educagional Context of the.Elementary School

It is important to note that the experiences in ithe

seventh grade are partly dependeht upon ‘the educational
contexts of the elementary grades (especially of the grade
six yéar). Blythe, Simmons and Bush (1978) studied grade \
sevenl students who %me from two different elementary

contexts. The resultsof a longitudinal study of sixth

grade students going into seventh grade in either an eighth

grade top school (K-8) or in a three year junior hi.:qh are 8
reportdd. In comparing the K-8 school with the k-6 school .

and its associated junior high, they examined five areas of

social apd psy cal (1) parent-p:

(3) early dating behaviour; (4] the value of different
personal‘traits and (5) the individual's self esteent Their ., .
hain questiaﬁ‘ for consideration was "does the type of school
étzuécg're a student goes thraugh résult in differential v

anounts of change in'any of the five areas of social-

simmoris and Bush, 1978: 151). ;
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In the Blythe, et al. study, each student was
personally interviewed for an hour by a trained interviewer
in both the sixth and seventh grade. The intervieys were
highly structured and covered a wide range of topics
including the students' self-image, perceptions of éth'é&s
expectations, the importance of several different personal
characteristics, attitudes towards school and several
behavioral questions. Part of the findings suggested that
K-8 students became mcreasanly more pcs;tive about them-
seives, participatéd more in hctivities and felt less
anonymous in their school environment. The seventh grdders

who changed their sthools, and especially the girls, felt

'\1es‘s positive about éhemselves, decreased their participation

in activities and felt a high degree of anonymity with their
school environment.

Further, in order to assess the overall impact of
the transition oh the students’ self-esteem, a factor notéd
to be of gonsiderable’importance by Wylie (1974); Wells and
Marwell (1976); Simmons, et al. (1973) the authors
denonstrated that both males and femals in the K-8 school
felt more positively about themselves in the seventh grade
than they had the year before. This growth of self-esteem
is notably absent in the junior high school students,
especially among. the girls. . 5

These findings are supported by Simons, ét al.
(1979). In a study of the impact of school structure on

the se‘f—estaem of adolescents, tl{ey demonstrated that, in

3
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1 tSTneioE sSLETeRtERH, GLELE WHOTHAG GRERYEN: & WeW! SVLEGHS
ment in junior high school are at a,disadvantage in
comparison with boys in general and with girls who have not
. moved. This is in line with the findings of an earlier
study by Simgons, et al. (1977). That research concluded
that” the combination of school structure and the onset of
adolescence was the cause-of the lower self-esteem in the
students attending the junior high ‘school. Also, in an even
carlier study. by Simmons, et al. (1973) in Which they |
investigated the disturbancesin the self-imagé at adolescence,
< the same conclusion had been reached. This study suggests
. that the lower self-esteem of twelve to thirteen year old
girls might be due to the school environment rathe'r, than the
chronological dge ‘and the life cycle. In this study it was
found that children who had entéred junior high school
appeared more disturbed along those lines than their az.;e
peers still in the K-8 school. v !
v One other study should be mentioned here. Dutch and
Mccall (1974) @id an experiment in a Scottish comprehensive
. school. In this study half the children from the primary
schools were. transferred to grade seven in a junior high
“¥  school, the other half were sent to an experimental
4’ transition depax\.unent. The transition depa;uuen:, although
separate, was operated as part of the junior high system.
buring this year pupils were gradually introduced to teachers
: for certain subjects (art and music) so that they would be
! )

{
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more ready for the multiple teacher structure the following

year. At the end of the first year, it was found that the

children from the transition department were better adjusted
: ,

in the emotional and social domains than those who had not

had this experience. These dif. were more
‘in the case of girls, children of average and,low ability
and children coming from small primary schools.

The Organization of -Instruction and
Diversity in Students' Work Day

s

If one were to ask a parent or an educator what the
\elementary or junior high school is like, a ready description
would likely be given to include rooms filled with students'
desks and chairs,.chalk boards and dusty chalk racks, book
cases and colorful bulletin boards dominating the walls, and
.at the front, a teacher's desk in a commanding position.
_Such descriptions, whilé accurate, tap only the more super-
ficial aspects of the school milieu. For, the jnvironmem:
of the school is much more than a mere composite of physical
~
things. For example, John Dewey (1916: 2) descyibed
environment as: . ’ |

< . . the particular medium in which an/

individual exists, which leads him -to

see and feel one thing rather than

another .... it strengthens some beliefs

and weakens others . . .-it generally

produces in him a certain 'system of =

behaviour. In brief, the environmen:

consists.of those conditions that prpmote

or hinder, stimulate or inhibit the /
characteristic' activities of a humap being.

AT i
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The school environment, then, is the result of a
complex network of human interaction which is significantly
related to the organization and structure of the classroom
and its activities. At the heart of this interaction are

the students, and, because they occupy Such a focal point, it

'xs important to look at their school experiences in the

light of different instructional arrangements. Some
researchers' have done that. .
. The o:qanlzation of instruction, that is, whether

the child is in an "open" or ,"traditional" classroom,

" whether he spends most of his day with one teacher being

taught as part of a large group, or whether a great deal of
timé is speft working on project type assignments in small
groups, and whether he is exposed to one or multiple teachers,
” p
will, to a large extent, determine the classroom environment
and the diversity in’the students' work day in that it will
ffect the types of interaction vhich will be ponihle. For
example, Postman and Weingartner (1969: 18-19) statea:
" A classroom is a learning environment

and the way it is organized oarrlau

the burden of what people will 1

from it ... the critical content

any learning experience is the method A

or process through which the learning
. occurs. .

A study by Rounds, et al. (1982) focused on the
organization of instruction in elementary and junior highy,
Schools during the transition period. It is their

contention that information regarding the types of
-




| structures students experience in elementary schools should

prove helpful in 'planning for and carrying out. junior high

school transitions. They wrote:

‘The ways in wiMich classrooms are
structured to. achieve some semblence .,
of order among individuals .and to -~/
_facilitate accomplishment of (\
classroom work activity, influence ™
.achievement, friendship patterns,

etc. (Rounds, et al., 1982: 3)

In the Rounds, et al. syfidy, issues such as the types
of responsibilities s}:udents were expected to assume within'
the elementary School and the numbér of different groups in
which they were required to function in any given school day
were of particular interest, since junior high school programs
may be texpected to require students to work with several
teachers across a school day, each of whom may utilize a
different ‘activity structure. Data collection for this X
.occurred in two phases. First, students and teachers were
observed in the sikth grade classes in May of that year.

. Written reports were made of student-teacher interaction.
Second, students were also interviewed during the seventh
grade and observed in early October and November. At each
tine also student interviews were conducted.

With regard to the organization of instruction'the

| authors feel that the students transition can be viewed from
at least two elementary dimensions., They are, multiple
teachers and multiple structures. aThe sixth grade activity
structures are described as complex and diverse (Rounds, et

al.; 1982, 48). Across any given day in the sixth grade




- .
classyoom, regardless of whether assigned to an open

(clusteF) or self contained arrangement, siA¥h ‘grade

students were required to understand and function success-
- fully in several different grouping arrangements, with
responsibility for c'omplet:ion"’of ‘their work, and in some
instances, in collaborative group project endeavors. The
results of this study showed that the structures of the sixth
. grade classroom were more diversified, required the students
to respox—m ‘to a uider range of instmc‘tional demands and
place§ greater responsibility for designing and carrying out
their. learning activitiss than the seventh grade organizational
structure. The diversity of the students' work day within the
_ tWo structures was quite different. !
Also, according to Rounds, et al. (1982: 52), this
Alversity in students’ Wbk day during \tiansstion was directly

VoL
related to the activity structure. Sixth grade experiences, i

) - with diverse activity structures across subject areas, <\
promoted success in transition whereas placemént in sixth
grade arrangeyents that required working with different

_ teachers, but not necessarily different activities, did not
¢ ~ seem to promote success in transition. In line with these
findings, data presented by Ward, et’al. (1982) suggested that
students tended to function differently in their various
classrooms and this seemed, in part, to be related to the
structure the teacher had created. .Bossart (1978: 3)

supports this idea "... the structure and methods used to

transmit the content of the curriculum and to facilitate

l‘——-—‘—< — .-j.,w.m AL i b et bt
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the development of required skills are also important”. As
Becker, et al. (1968) found, and as verified in the studies
by Rounds and Ward, students' experiences‘are vastly
different depending upon the interactional enviromment and
that mxﬂréeugce in environment is a crycial element
in the successful transition of children'to junior high
school. g

A iuxr.he‘x' p?hpt that needs to .be considered in
relattbh to ‘different ipstructional settings is.the amount
of interaction permitted among students and the amount of
E:ou.peration with others that is involved. Interaction and
cooperakion s required by certaln, Forne of dividion of
labour were studied by Salyin (1980), Grump (1980) and
Johnson ‘and Johnson (1974). ALl of these studies have noted
increased student motivation, increased altruism, and more
positive attitudes towards learning in students who engage
in cooperative group work.

As was discussed earlier, it was not the diversity
of teachers (in the "open" setting) but the diversity of

activity structures (in the self-contained.setting) that

"tended to promote better adjustment in grade seven. Contrary

%0 these findings, McPartland, Epstein and McDill (1972)
found that the y:tﬁ';mrom open classroom settings adjusted
to high school better than students from self contained
settings. This was mainly because they had already .
experienced multiple teache:_n as well ;\s more experiences

in group settings. In the/study by Rounds, e’ﬁ al. (1982)

v
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diversity in the structure and activity experiences was not

contingent upon their being in an "open" setting.

Student "Types" and Transition Experience

Probably one of the most comprehensive studies of
student types, as it relates to their transition experience

in junior high school, is that conducted by Ward, et al.

. .
,.(1982) which was briefly referred to earlier. In this

study an attempt was made to categorize students by."type"
based on information given by the sixth grade teachers. he
data base for this study also included student interviews
as well ae case descriptions for twenty-four: target students
who- were followed from their sixth grade classes in.
element\a\ry to their Seventh grade classes in junior high
school. ' Students were placed.into categories: (1) success
students - essentially task oriented and academically
successful; (2) social students - more person than task
oriented;. (3) phantp;n students - neither'noticed nor heard;
(4) dependent students - the élinking vines of the classroom,
always looking for help; (5) aliemate students - the
disadvantaged and reluctant anld (6) isolate students -
seldom interacts with othérs, Having done this the authors

tried to relate studeht adjustment at the junior high school

.to student type.

The key questions being asked in this study' are

How do different stydent "types" respond to and partlcin
-




\
in junior high school? Do students respond differently in
different situations? Are these differences, if any,
related to the success of students' transition to junior high
school? Dita reported here sugested that different "types®
%5 tudents tend to behave ditfferently in difFerent class-
fooTS. This was seen to be partly the result of the
structures which teachers had created. More importantly,
there Was a significant relationship between the student
"types" and the degree to which students adjusted-to or
enjoyed their seventh grade year. - For example, Ward -and

1 students had

his colleagues reported that success and soci
an-easy time in grade seven. Phantom students had a more

difficult time, but most adjusted. Alienate students

generally were unsuccessful. Dependent and isolate students
were successful only when given the présence of certain’
instructional features, tr;at is, availability of teachers

or others to provide assistance or feedback, clarity of

instruction and tions, and maint of a ble

2

-
work environment that allowed some freedom.

It is clear that who exhibit

.

isolate or phantom characteristics in grade seven require
instructional settings in which teachers are accessible to
students, establish and enforce classroom rules and norms
that allow some student interaction, focus.n the interests
and neads{ of students, rathér than coverage of subject matter
and are clear in their explanation® of content and procedures.

-

{
{
1
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They are the students who are most vulnerable if. they are

placed in an instructional setting in which the rule system

‘is rigid, the teacher is unclear and/or inaccessible and . ;
[ ¥ not understianding. Social and success students make
successful transitions, regardless of the classes to which
thay are assigned.  Aliemats stulents seer to be laidely. .
unsuccessful no matter which instructional :féatures are )

. present in.the class. : . o

Mother study relévant to our understanding of™—"
student type and transfer is that of Youngman: (1978). In
an attempt to understand the nature of idividial reactions
to school transfer, two, samples comprising the intakes of
three rural and three city schools were assessed on a
selection of 'in'ﬁn.igence, personality, ‘'self-concept and . *
attitude neasures, before and after transfer. The high

.ability students were placed in three categories

(1) academic; (2) di hanted; and (¥) bl Three

categories were also used for low ability studénts: g

(1) ented; (2). disi ted; and (3) worried.

in analysis of the findings showed that the two
academic profiles (rural and.city) are very 'similar with the
group characteristics filling the traditional dcadenie
pattern of high ability performance, Righmotivation and low

lety. Tr. on i§ iously not a problem for them.

The disenchanted group displays poor attitudes to secondary

’ f school, poor academic self-concept and motivation, but' they
s o ‘ ’ o ‘
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.scores are average. Apart from the relatively high

display, moderately high academic performance. Anxiety.

performarice of the capable ‘group, its most stpiking features

are’low personality and social -self-concept and only fair

attitud@ towards secondary school. Most of this group ‘was B
) ; i i . R

from the rural samples and in both the rural and usban
T —— boys. . ) o

Anong the low ability group the contented have a
favourable reaction to school. - Their balow averjge
intelligence is cofibined with good academic” performance,
above average .motivation and a fairly godd self concept. T .
The disinterested show Low abillyy and achxeven\em: combined
with average or below average motivation. There is aP °
tendency for motivation and attitude to deteriorate after
transfer, gspecially with thel city gromp. For the worried -
group, although their in‘ceueceua'lyabxjnuy is similar to
the previous group, the syndrome of high anxiety and low
self congept idéntifies them as a separate-and disturbing /1
group for whom transition is likely to be very difficult.

It seems that if one 15 trymg to locate RIGBB of .
contern in achcol t:anaiticn, the worried chud:gn toget_hsr
with the disenchanted would probably present major problems.’
The former who already experience low self-esteem ,and high

anxiety will likely deteriorate after ‘transfer. This could
e

cause serious malad: . The ai Y ,

representing a group with. moderately high ability but  _ 2"
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structures, arg, being uensmered, faxl\)re on. the pare of'a

. «of theiz qwn structures, that 1s, thwtructure they cxeated

s i . 2 £ 0
teachers' personality traits or "types®. The important ;
1m—.eracr_lona1 features atr_nbuted to teachers by students

were: - (a) accessibili y, (b) clarity of explanation;

(c) Reing concemed about and interested in students ‘as’ r

1Y ihdlvlduqls, Rnd (d) b€ing able l:D use discipline

strategies wluch facilxtated productxve studené partlc~ -

ipation. At thxs 1evel, whether Dpen or traditional

teacher m utilize these fous 1nteractional acciviey

Structures appea}:s to be :elated to student dxscontent and

unsuccessful transition A naiysls of st udent 'bplm.cms Y,

shows that teacher access;bﬂxty and «attention to student. n v N

interest, were most salient. < TR, . ol T
andther aspect of teaching research applies to the

findings reported by Rounds, et al.: As noted by Dayle (1979)

and Evertson (1980) 'teacﬂexs'fbshavibu: may be shaped more by

the'activity structure than by the needs of the $tudents..

Insthe Founds, et al. (1982) sthdy somé teachexs were victims

prevented their behaving ‘in ways conduruve ;o studenc O

sausfac:mn. several o£ the ‘teachers in: the Founds, et al.

(1932) study evldenced this chazactensnc. .
‘

.Another kmtereatmg and very recent study wmch has s -
xmpoxtant implicatibns for f:hm 1dea is *that ‘done by
Mergendollet. et al. (1982). _ The authors 'sonducted épen -

ended 1nterviews with tvam:y “two gtade seven studenr.s in a
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“even though affected by many faétozs, is partly dependent on -

", student "types WO have Phess expenences. Neithgr can the

. transition experience be evaluated:without.considering the

“inferipr performance will likely experience a deterioration
‘on transfer of both attitude and motivation. *

The six student types described here, as well as
those of the Ward, et al. (1982) study, not only verify.
that there are substantial differences in patterns of
adjustment after transfer, but point out the J.mportance
of student "types" when cansidennq the transition
experience: This suggests that; the E:?nnuon experience; r
the child‘ on his personality, and his 1evel of competence :
in academic ana other areas.

. 4 i

- : : co !
Teacher Types and Transition Experience :
___It has already been pointed out that.transition

~ c
‘experiencés’ cannot be truly evaluated without looking at the

teacher "types" who, to'a large degree, are responsible for
the organization of those student experiences. ) :
The study by Rounds; et al. (1982), to which we

referred ‘earlier, found that at the seventh grade ‘level the'
activity ettuchres utilized were ‘more* dlike than different. .
For example, there was more whole class teaching and less

' .group,Work than at the qrade ‘aix’ level. Ncnetheleés, sonﬂ
students -had markedly different learninq experiences compared S|
wi._t!n others. The authcrs saw chié purtly ‘as nn aspect of ﬂ;e




single school {n November. These children has transferred
from a K-6'school in September. It had been found in an
earlier study in this series that when children were asked
to describe their classroom experiences they automatically
described their teachers. -Mergendoller and his colleagues,
v in asking about teachere, expected to get information about

classroom life generally

" More specigicaliy, this study was designed to £ind -
out how seventh graders saw' their teachers. Students'
responses were analyzed accdtding to the meanings they gave

, to the teacher types: mean teacher, hard teacher, easy

' teacher, good teacher, strict teacher, boring teacher, fun
teacher and nice teacher. These eight frequently used
-dgscnpnons were used in open ended ‘interviews and they were
asked to describe what ‘a mean, hard, em;, teacher was like.

v The. study has revefiled many unpcrtlnt and xntetesunq "

findings regarding the efEects that_teacher type can have or the
transition of students. For most students the characteristics
of these teachers define the quality of their classroom

experiences. Other factors-such as the ‘nature of the o

assigned work or inStructional organization were seen as
resulting from these teacher characteristiGs rather than as .
* & separate feature of student experiences (Mergendoller,

. et al., 1982: 65).

Student emphasis on the characteristics of different

teachers would seem to reflect accurately the teacher's

% . Y




significance of defining the quality of students' classroom
lives. The major themes which were drawn from students'
comments show that teachers are seen as behavioral trainers,
entertainers and friends, rather than intellectual authorities
with something worthwhile to say. Referring to specific
teacher types, "mean", "hard", and "strict" teachers made "
students do more work, "easy" téachers, less work. Teachers
can be "nice" and "fun" if they do not work students too Y
hard, and this in turn adds to the enjoyment of the . '
transition experience. Block (1981) also found that sgbdents ’
prefer those classes which do not demand great effort’..’ The
characteristics of mean teachers as uficaring would.seem to,
follow as a consequence of the instructional, managerial and
disciplinary practices which students descride as unjust and
arbitrary exercises of power. "Good", "fun", and "nice”
teachers are caring. In such classes students seem to
appreciate being given a little freedom to'be responsible for
their work, to'associate with their peers and to feel that
the teacher cared about them.

With regard to the amount of freedom they were
permitted and the degree to which the teacher limited this

freedom, it was found that students spoke positively about

, who and self This .
also increased student enjoyment of and commitment to, the
work they were doing (Mergendoller, et al., 1982: 33).

Further, these students reported that they experienced both
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engagement and enjoyment in the classes of teachers dho
provided for self management. For one thing, such classes
allowed more opportunity to talk with friends and thus
p‘mvided some satisfaction for the need of peer focused
interrelations considered by most developmental psychologists
to be a major adolescent motivation. Research has also
shown that a need for autonomous self exploration generally
manifests itself during adolescence and finds expression in

defiant, stubborn and self B ¢ 1ller

and his colleagues: (1982: 40) ﬁspect that the initial
strivings of tha.t“. motivation might be behind the intensity
with which students criticized the nore constraining
teachers. For those boys a‘nd.gizu who feel a powerful urge
to express themselves and to manage their own affairs,
denial of the right to sharpen a pencil is more than a silly
inconvenience; X-t is an affront to their evolving status as
individuals competent to manage their F\‘ £fairs.

In sum, students seemed to be aware of the need for
a well run class, were willing to do a reasonable amount of
work, but expected and were much happjer with teachers who
were reasonable, understanding and caring about them. There
is little doubt that such teachers woul;i improve the
transition period from the students' point of view. -

Everhart (1979) uonciucted a study 1:n which he
attempted to understand the fabric of meaning shared by

teachers and pupils. Several of his findings correspond




with those of these studies. First,|the students spoke
favourably and acted positively towards teachersﬁ
communicated well with students, treated them fairly and
with respect, and trusted them to complete work on their
own. Secondly, stude:ts expected to do the work. assigned
to"them, but felt this could be accomplished with some

degree of enjoyment. Students, in evaluating their teachers,

basically concentrated on personal relationships between the

teacher and themselves (Everhart, 1979: 156).

. It does seem, then, according to these authors, that
teachers are able to provide adolescents'with a positive
experience in grade seven when they adopt strategies nien
include a reasonable amount of school work coupled with some
student freedom for self expression and decision making. As |
pointed out earlier, students put great emphasis on the
social side of schooling. This necessitates that tgachers
show interest in students as persons and take time to be

concerned about their individual and social needs.

Interaction of Physical Maturity and Transition

A number of investigations have proposed that

children's transitions from elementary to junior high school

have significance beyond envigonmental c’hange. Among others,

Hamburg (1974), Simmons, et al. (1973, 1977, 1979), Nottelman '
(1982) , Dowling (1980), and Blythe, et al. (1978) have,

stressed the interaction éf physical maturity and environmental

. <
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change. These writers have proposed‘ that in our society,
which defines adolescence more in terms of cultural rather
than biological events, the transition from elementary
school to junior high school has become a convenient
developmental marker for childhood and aflolescence. Thus,
it introduces major changes into childreh's lives. Once in
junior high school, it is expected they will assume the
social fole of adolescence and confork to demands for
increased academic and social competenkg, both inside and
outside of school.

At this period in children's lives, biological
changes play an important role. Sefch bioldgical changes
begin to affect children, but their onset and rate vary
widely according to individually set biglogical clocks. It
is likelly, therefore, that such deve).r,;&\en: will be less
uniform than the culturally synchronized}ransition pTriod.
Therefore, the impact of school transition is-likely to be
greater for pubescent. children who must cope with their
changing bodies and their developing sexuality in addition
to the demands of their new physical and social environment.
Kccording to Nottelman (1982: 4), "Transition .from
elementary to junior high school represents a sharp
discontinuity in children's, lives because it occurs during
this sensitive period of development = a time of important
biological changes". Puberty begins, for girls, on the
average, about a year to a year and a half before it begins

SN
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for boys which means that more girls are likely to be
undergoing pubertal changes as they are making the change
from elementary to junior high school. It follows that
boys should be less likely than girls to experience sharp
discontinuity. Research findings support this position.
Simmons' and her colleagues (1977) show that transition to
junior high school is more difficult than later transition
to secondary school, and that, indeed, it is more difficult
for girls, especially early maturing girls.

Dowling (1980) did a study of ten and eleven year
olds in their first year of junior high school to determine
general adjustmerit to school and behavioral changes. It
was found that the more dramatic changes occurred in the
first year of transfer. The author pointed out that this
might have been caused primarily by the traumatic and
stimulating effects of transfer, but is was more likely
partly due to the changes taking place in the children as a
result of the onset of puberty. Obviously, interactional
combinations of both would apply.

Nottelman (1982), in a study to clarify the
complicated relationship between the onset of puberty and
the transition from elementary to junior high school, had
children rate themselves on three domains: (a) -their
cognitive cofpetence in academics; (b) their social
competence in peer relationships; (c) their physical

competence in sports, etc,. They were also asked to rate

ISR - I



themselves on general competence which represents a measure
of self esteem. Teachers also rated the children. These
scales weré administered three times: (a) prior to
transition; (b) ten weeks after transition; and (c) at the
end of fhe grade seven year. In analyzing the results she
found that boys tended to rate themselves more positively™.

than their teachers did, gjrls consistently rated them-

"selves less positively than their teachers - more

dramatically on general competence and self ‘esteém.
Generally, boys over-estimated and girls underestimated
themselves. These findings are similar to other especially
those of Simmons et al’. (1973) and Blythe, et al. (1978).
Further analyses showed that more mature boys and less maturée
girls saw themselves as more competent in academic matters
than their counterparts. In physical maturity this also
applied. In the non-transient group the opposite was found.
Less mature boys and more mature girls rate themselves as
quite high in physical competence. Also, in the non-
transient group, less mature girls were lower than more
mature girls A

In :\;in, then, a transition eff€ct was evident in
their perceptions of their physical andﬁocia; competence,
which are likely to be most crucial for successful peer -
relationships and consequently important for their general
adjustment in school as well as outside of school. These

findings add support to those of Simmons and her colleagues
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(1977, 1979) and Blythe, et al. (1978). Simmons, ‘et al.
(1979: 28) commented: ' .

The life style necessarily presents

individuals with several major role

transitions, some of which coincide

with periods of significant physical

changes. The movement into early

adolescence is one. such. role

transition. ;
As a result of her study ghe pointed out that apparentby
the change from the mh/of a child to that of an early

adolescent is more styéssful for girls than boys and it is

particularly stressful if it.coihcides with a major environ?
mental discortinuity and if the girl has not mastered or
N —

excelled at the tasks of childhood. s}ww&s on to say that
prior vulnerability renders the child \less capable of making
this transition without damage to the self-esteem.

According to Simmons, et al. (1970) the exact reason
why girls are more vulnerable is not clear. But, as

Nottelman said earlier it is probably due to the fact that

girls are ohe’ to one and a half years ahead of boys in .
maturity and, at the transition to junior high schodl, boys
have not really entered puberty. It is probably difficult

for girls to cope with several major changes simultaneously.

|
1
|
]
¢

Thdcombination of environmental discontinuities, pubertal

changes and new social behaviors may engender stress; more

especially, adopting new social and sexual behaviots may be

stressful for those girls whose physical maturity is in

advance of their Lemotional development.



i
i

Students' Concerns

In a major study by Mitman, et al. (1981) an attempt
was .made to investigate students' perceptions of the junior
high school transition period. Student perceptions were
measured in two ways. First, students completed a Student
Opinion Survey at the end of grade six and again at the end
of grade seven. The ‘Student Opinion Survey is an. instrument
that measures attitude towards schapl by having students
respond to different st;temen?s ‘about school and by having
them rate different, school concepts. Second, students

completéd a Concerns Questionnaire ddfing the fifth week of

grade seven and in May of the following year. The Concerns
Questionnaire presented students with a list of pos‘sible -
transition concerns for which students indicated the degree
to which they were concerned about them. Students responded
to thelist twice, once in terms of the degree of concern at
the time they first entered junior high school and again in
the spring. The sample in the study consisted of the seventh
graders in the junior high school who had attended six feeder’
schools within the district. Waverly School was located in a
suburb near San Francisco and served a population that was
largely white middle class. It was a grade 7-8 school. )
When students' responses to the Student Opinion
Survey at the end of grade six were compared with their
responses at the end of the seventh.grade, a general trend

was found. This trend indicated that students were less »

-)
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satisfied with school at the end of seventh grade than they
had been at the end of the sixth grade. The only area where“
students indicated a mo:e positive response to junior high |
was in academic 'p.exfomance. This more positive stEtvude /
may have been in part a reaction to the unchallenging

curriculum offered in the junior high. Stud}lts filled out

_ the Concerns Questionnaire at the beginning, rade seven.

They were asked ‘to indicate the importance of thirty-two
possible concerns’ associated with transitions from sixth to
seventh grade. In May they were asked how important these
concerns were when they first entered and how important
they were at the present time. Descriptive statistics for
both the November and May portion of the questionnaire
indivated that most junior high (c“;:ilaren did not have/great
concerns about the items listed. Nevertheless, it was™,
possible to distinguish between the items in tewms of the
relative degree of expressed cogtern. In general, students
expressed more concern having to do with academic work and

relatively little concern about those items having to do

with the social aspects of junior high gehool.  When
students were given a total concerns score, results showed
a significant decrease in total concerns from November to
May. This su‘qgests that childx;én view themselv/es\ as having
adjusted to whatever few transitional problems exisfed the
first few weeks of junior high school.

; The results of the two étuden.t pexspeccxvé instruments

used in the Mitman, et al. study are worth comparing because
~

- '




there is some similarity ‘between the two findings.
Specifically, many of the transition concerns listed in the
Concerns Questionnaire touch on features of school that
also are the focus of items on the Student Opinion Survey.
But, in reviewing the results fox both instruments,.it
appears that they are quite different. The aifferences may
be summarized thus: (a) Student Opinion Survey showed
students vere dissatisfied with schoof in many ways;
(b) concerns ques‘;ionnéi:e showed up v'elry few: ;:oncerns_;
(c) Student Opinion Survey revealed academic work was.one
area ‘in which students felt more pc?itive; (d) in the
Concerns Questionnaire academic- work got highest concern
score. '

Perhaps the pest explanation tot the Jdiscrepancy in
the results-of the Student Opinion Survey and the Concerns

Questionnaire has to do with the times they were administered.

In sorting out these differences it is important to remember

that the results he Student Opinion Survey, which was .
given in Novembej{d May of the seventh year, would be
influenced by their whole year's experience. Therefore, the
results would show how they felt at the end of grade seven.
he fact that they showed themselves to have many dissatis-

factions with school, compared with only few coricerns on the

Concerns Questionnaire in that
may have been favourably inclined toward junior high school
* v
at the beginning of the year (the Concerns QuTstionnaize is
v o

based on ‘the November survey). Two studids that administered
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'_di:?ﬂlt. This explains phe high-rate of concern.on the

¢ e K

e, ’
the Student Opinion Survey both at the beginning and end of

the first year af junior high school lend support to this .
: %

claim. Both Evans and Ridhardson (1980) and Power and

Gotterall (1979) report that student attitudes werelmore

favourable at the beginning of the first year of junier high
i .

school than at the end. Thesé authors specifically sujgest -
that the. early period of the first yesr in juniir hish
school mj be the most satisfying period in the transxt:.cn J‘

experiencé; the reason for this being that students a_ze
generally more enthusiastic about change in environment; for
example, we might say, the "novelty effect" is evident. With
regard to academic work, at the beginning of the year, the
nature of-acadetic demands may have remained an unknown for
some time, especially because they expected it ta be more
Conferns Questionnaire at the beginning of grade seven. -By
the end of the year the Student Opinion Survey showed that

academic work was one are#in which students felt more ]
positive. By this time, they had practically fne the year's
work dnd had Yealized that it %as not as difficult as they

had expected. ) 3. ' .

" Given this review of the educational literature on
transition from elementary to junior high school, the - riext P
task is to outline the orientation and focus. of the present L

. I3

research. -
»

ES



CHAPTER II

"o & SOCIOLOGICAL ORIENTATION TO TRANSITION rwz\
*.  ELEMENTARY TO JUNIOR HIGH SCHOOL

« The aocioloqical\ orientation to thé study of society
«  has evolved to include both scientific’and humanistic ¥
approaches. By \uy of 'setting the stage for the present »
sociologically oriented study of tranaitxcn from elementary

to junior hiqh school itis’ deemed dppropriate to give an

overview Df the sociologacal orientacion. ‘It will be ¥
necetsgzy to gocun specifically on one theoretical peérspective
: in socioloq’y and to deal with interrelated concepts in the
perspective which are taken as theoretieal framework of the

present . The al ive in

_ is symbolic interactionism and the three concepts which

provide the theoretical anchorage for the present study are

I definitions, and subjective careers. =

: " The Sociological Ori i ] N o

e hms Desnraatd that dociclogy, were wilenca, is
different from all other sciences. This ci_sf'fezence consists
gl 5 | Of the fact that the person who wishes to make sense out of
: what is happening in society, to¥inderstand the web of
} Felationships tHat makes a soctety function, {m~gimself/ e
, herself a product of that spciety. In this sqnse, in trying

I 5 to understand society, one is, at the same time, trying to




. better unHérstand one's position of it. One is part of
N a3 x .
and, is ‘sensitive to the phenomena under ‘study. Abrahams
(1973: 18) sf;ates:

'1'0 understand a sociological gbject

is. more than just -to know everything

.abéut it. It is also to "feel® P . 4w '
. sométhing towards it, .so that such - ) *
“anderstanding, as, it! ‘acquired, is, . ¢

in & real sense, Sympal hetic . -
. unﬂerstanding. B i LI e T .

ther words, a somo].ogu: ¢annot take an entixely %

‘impersonal view of what e studies. Sécxolagy, in this way, -

is. nof. me:ely an 1nteuec\-.ua1 exexcxse, or 2 problem having

a certain practmal end. n-. is an inqegzax part of .dne's
. . education ana is its own Jusmfxcation.‘ This meistence on
) distxnguislung sociofogy from the other sclences, as it
4 ‘requires a special kind, of thinking, i apecial‘ kind of.
understanding, points out the close relationshlp ‘of aocm).ogy
¢ to the humanistic diaczplinea. Lo

In recent yem:l c;heze has been n growing emphasis on
"' the humanistic nature of sociolcqy. One’ oi the best known
socx.ol.ogists who has. beén, a long time proponent of humunistic
sociology is, Peser Berger- (1963; 1971). He observed that
. " sociolegy ds virtually concerned with what is, after all,

t’heﬂ p'dncipai ‘matter of‘the humanities, the human condition

(/u_sem abrahams (1973: 17y puts it this way:

'In making, out a.claim for sociology as "
a distinctive 'field of human inquiry,

. . ¥ saciety,. a place riot only in the « '
| " sciepces, but'also in the humanities.




The co-existence of scientific methods and humanistic
orientation in seciology and the idea. thit both have con-
tributions to maké in the sociology of education has been
cited by Martin and Macdonell (1982: 4) in their sociological
analysis of Canadian education. They wrote:

There is, however, a growing acceptance

of the idea that while sociology in

general and sociology of education in

particular, must be Scientific, they

must also be humanistic in that they .

analyse everyday life from the = -

perspectiveés of those involved. .l

The sociology of the school is being greatly influenced

. "
by this humanistic approach. Researchers have come to realize
that they must explore more fully, the ways in which the
students' definitions of the situation as well as the teachers'
definitions of it help to determine its social arrangements.

Sociology, then, represents a certdin orientation to
life. The essence of the sdtiological perspective is the
practice of viewing human groupings and behaviour as though
they were' things or objects in order to identify their basic

natures and charaetet;stlcs- The purpose of this perspective

is to provide the sociologist with knowledge of Bttucture,
.functioning and interrelationships of the parts of whatever

.social groupin’g'he is studying (0'Brién, ot al. 1964: 8). .

Furthermore, the sooiologists' task is to show that man is

. pssentially a social animal.and that the life of the

individual cannat be undaxspood apart from the socio-

historical situation in which he finds himself. ¥

\
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The sociologist does not think in

terms of people, but by contrast

places emphasis on social relation-

ships, and, these not only include

relationships between people but

between major parts of the society.

(Hurd, 1973: 1)

The sociologist, then, focuses on the interactions between
the parts of society. _

This discipline tries to undefstand the way in which
individuals interact in a group setting. Thus, one of the
aspects of a sociological study of the school is the study
of the interrelationships betwedn the students and teachers
of the school. This transition study will do just that. It
will help us to understand the complexities of the day-to-day
life in the classrooh, especially as it occurs within the
transition period. We will see the situation as it is seen
by its participants. In the present elementary/junior high
transition study an attempt is maqg to understand how the
identity, the meanings and definitions held by students
influence the school climate, and how the conflicting ideas
of influence and control can affect, not only the inter-
personal relatidns in the classroom, but also the amount
and kind of learning which takes place. Although outside
of t:r;e present study as such, it must be realized that the
micro setting of the classroom is not an entity in itself,
as in any classroom study, we must remember that what goes on
there is related to the larger society. The types ‘of
relationships that exist between students and teachers are

closely related to the class structure, the economic

'
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condition, the family unit and other fegtures of the wider
society. §
In short, then, the sociological perspective tries to
encompass the acting pergon and the acting group. Its long
run aim is to try to discover the basic structure and
processes of human society, to identify the main forces that
hold groups together, and to learn what conditions transform
social life. The main task in a sociological study of the
school isfto look for the interrelationships between school
structures and school processes. Such a study, frc:m an
individual, humanistic approach, ought to reveal the salient
issues and concerns of the students. Working with this

the 1 ive which the

analysis and reporting of this transition study data regarding
students' perceptions of and experience in junior high school
is that of symbolic interaction. This perspective deals with
the actions, interactions and concerns that must be q
considered in this period. It centers around the tenet that,
while academic achievement is an important aspect of students'
lives, other factors, such as peer and teacher relations, and
adaptatidps to classroom Filks A58 POTES aPe LW5 werily OF
mt’ie; 5 o

The remainder of this chapter will deal with the
basic tenets of symbolic interactionism. The intent is to
give an overview of this orientation, paying specific

¢ of " the

attention to the importance of meanings, definitiol
situation and subjective careers as addresded in the
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interactional orientation to school. This theoretical
framework will then be used as the background for the
specific problem of the present study. Finally, this

chapter will discuss data processes and analysis.

Symbolic Intsractin;\: An Interpretative
Approach to the School

e label, symbolic interactionism, was first used
by Herbe¥t Blumér and -has caught on as a label for a
distinctive approach to the study of sociology. The ideas
signified by symbolic interactionism, however, have a much®
larger heritage. This approach traces its roots to the
philosophical orientations of pragmatism, as expounded by
William James, John Dewey and Georgé Herbert Mead. Other
influentiak writers of this tradition are Charles Cooley,
William Thomas and Florian Znaniecki.

Regardless of the ways in’which symbolic inter-

actionism has beer interpreted, most of those who identify
with the perspective trace its primary origin to the works of

George Herbert Mead. Mead's ideas have been interpreted and

" expounded on by, several sodiologists throughout the years,

but the acquaintance bf most sociologists with his works
comes through the teaching and writings of one of his-bést
known students Herbert Blumer, and one of the clearest’
statements of the sociological implications of the works of
Mead can be found iq Blumer (1969). Another noi:evcrthy

e S




contributor to the early development of symbolic inter-
actionism in tha tradition of Mead and Blumer is Anselm
Strauss. Strauss not only expounded on the theoretical .
ideas of symbolic interactionism, but he also did extensive
field research using the symbolic interaction orientation,
thereby adding to the theoretical development of this
perspective by analysing concepts in interaction processes
of everyday life (e.g. Strauss,.1959; 1978).

While presentirg the basic assumptions of symbolic
interactionism, the main focus here is on the Blumer - Strauss
orientation. Here we find close ties with the theoretical
framework of Mead and emphasis on the more subjective aspects
of interaction. The essential features of Mead's analysis of

the bases of symbolic interactflon are as follows: that human

. society is made up of individuals who have sélves (that is,

make indications to themselves); that individual action,
through the use of symbols, is a construction and not a
release, being built up by the individual through noting and
interpreting features of the situation in which he acts}

that group or collective act‘ion consists of the aquninq of
individual actions, brought about by the individual's inter-
preting or taking -into account each other's actions.

Such a’ framework can, of course, be.applied to
schools and basic to this framework is the idea.that the
changing patterns of classroom life are socially constructed'
nve:.time and are constantly subjected to negotiation and
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renegotiation (Martin, 1976). Also, it has been observed
that symbolic interactionists assume that students can be
taught. These students learn, interpret, and define
situations, and they develop selves. All of these processes

require com\micatiol’l,/vlhich by definition involves meaning

(Martin and Macdnnelll 1982: 346). The Meadian approach to

clirroum life is neatly summarized by Blumer,

in short, one would have to take
the role of the actor and see the world
from his standpoint. The actor acts
towards his world on the basis.of how
he sees it and not on the basis of how
the world would appear to the outside
observer. (Blumer, 1969: 23)

The following focus on the two interrelated concepts
of meanings and definitions demonstrate the importance of

these notions in a symbolic orientation to the school.:

Meanings and De\

2 ’
To make sense out of a situation is to interpret it.

Symbolic interaction theory argues that the core of classroom
reality is active human beings trying to make sense of their
social condition. Their experiencessare dependent upon: the
interpretations they place on_:he things around them. These
interpretations give symbolic interaction its symbolic
character. Blumer (1969) calls attention to this process
and points out that symbolic interaction, as a point of view,

deals with the pérson centered process that takes place in




everyday life. It concentrates on process and keeps the
individual at the center of the stage.

At the heart of symbolic interaction is the idea of

-
the participants as constructors of their own actions and
meanings. '

The vast proportion of human interaction

is symbolic, which means it involves

interpretation....the idea is that when

two people are interacting, each is

constantly interpreting his own andothers

acts and reacting and reinterpreting“and

reacting, etcff (Delamont, 1976: 24) .

Human interaction is a positive shaping prdcess in
its own right. The participants in it have to build up their
respective lines of conduct by constant interpretation of each
other's ongoing line of action. As participants evaluate each
gtha:'s acts they have to adjust or arrest their own
intentions, wishes, feelings and attitudes, accordingly. In

addition, they have to evaluate the fitness of rules,

- consensus and norms for the situation being formed by the

acts of others. "It is the interpretation that counts as

far as are i, and people's own

thoughts and’evaluations, not instincts, nor simply the
‘objective' reality of the situation" (Woods, 1983: 3).

The term symbolic interactionism directs our attention
to the most fundamental proposition of the perspective, that ,
is, that distinctively human behaviour and interaction is
carried out through the medium of symbols and their meanings.

Man lives not only in a physical world but also in a symbolic




one, and people react through symbols. A symbol is a
stinulus that has learned meaning and value for people and
man's response to%a symbol is in terms of the meaning and
value, rather than in terms of its physical stimulation of
\the sense organs (Rose, 1962: 5). Language, as well as
gestures and objects, are all symbols. The meanings of many
of these are, of course, shared and this enables smooth-
social interaction. Some have even greater consistency and
we respond to them almost by instinct. These have been
called "natural signs® as distinct from significant symbols
(Mead, 1936).. The latter are learned. Mead,.then, i
identified two forms or levels of interaction: symbolic and
non-symbolic. In non-symbolic interaction humans respond
directly to one another, without gestures or actions. In
symbolic interaction they interpret each other's gestures,
and act on the basis of the meanings ylelded by those
geéstures. An unwitting response to the tone of another voice
illustrates non-symbolic interaction. Interpreting the
shaking of a fist as signifying that person is preparing to
attack illustrates symbolic interactions.

The concept of self is an important one in Mead's
interactional analysis. For Mead, the learning of signif-
icant symbols with their meanings and definitions is done in
a process of socialization, and the self develops through
the social process, that is, the self is an emergent from
the social interaction. - As that which can be an object to

itself, the self may be said to exist in the activity of_

i
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viewing itself reflectively. In discussing the self in the
context of symbolic interaction theory Blumer writes:

Briefly, the central notion of the

theory is that all humans are possessed

of a self and that they are reflexive

.or self-ipteracting. That simply means,

that we can think about what we are doing,

and that what goes on inside our heads is

a crucial element in how we act. (Blumer,

1966: 23) N
Woods (1983: 2) puts it this vay, "What enables the con-
Altruction of meaning is the individual's possession of
"self". We can converse with ourselves, we can stand outside
ourselves and look inward with others' eyes".

We also know that the self is not a fixed structure,
but rather a dynamic ever-changifig process (Blumer, 1966: 23).
Mead saw the self as a process and ‘not as a structure. The
actions of the self are influenced by and partly dependent
on the person's social situation, but, because of its
reflective nature, the human being is an object to itself.
That is, he may ‘perceive himself, have conceptions of nimsfm
communicate with himself, and act towards himself. Mead
regards this ability of the human being to act towards
himself as the central mechanism with which the human being
faces and deals with his world, This mechanism enables the
human being to make indications to himself of things in his
“surroundings and thus to guide his actions by which he notes.
Anything of which the human being is conscious is something
which he is indicating to himself. To interpret the actions

of another is to point out to oneself that the action has




this or that meaning or character. This process of gelf’
interaction and change puts the human over against the world~
instead of merely in it, requires him 't[mett and handle his
vorld through a defining process instead of merely responding
to it, and forces. him to ccnsmct his own actions instead
of merely releasing them. Hence, the self is not static and
is not solely a product of outside forces. One has as many
"selves” as he has social roles and in each'role one behaves
differently on the basis of the meanings and definitions his
interpretations yield. h :

This brings us,to the idea of role taking. This

v P
perspective recognizes that the formation of acr.i?x by the

individual through a process of self indication always takes
place in a social context. From cr,é standpoint of others,

role taking is the process through which the self is built.

Fole taking may be ibed as ing others'
]

on the basis of common participation in a communication

process. . N o

-
Each individual aligns his action to

that of the other. He does this by

-taxinq the role of the other, by

making indications to his "sell" about

the others' likely response. He \
constructs how others wish or might
act in a certain circumstance and how
he hindRlf might act. He might try to
"manage" the impressions others have
of him. He might put on a "performance"

. to try to influence the others definition

of the situation. (Woods, 1976: 16)

s N
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In\ role taking we take into account the attitudes of
others towards us and towards the situation that we share.
We attempt to see "oneself" from the outside (Martin IBl‘ld
Macdonell, 1982: 346). Teachers are familjar with the
egotistical and apparently selfish young child who wants
everything his/her way! Such a child possésses only an "I"
at this stage, the social development is ndt yet. complete.
But gradually one learns to put oneself inl“the position of
other .people and tq looks in on oneself from their positions.
This "taking the roleof the other" is vital for social life
and cooperati\;e activity. 1Its impartzfnce in the classroom is
obvious.

Thus, the individual can only become "whole', in the
sense of a social person by internalizing the ex\:;ectations
embodied in the generalized other; and, it is through the
generalized other that the community exercises influences
over the individual through his thought processes (Mead,
1936: 155). In the classroom the will of the individual
must be subjected to that -of the group; teachers and pupils |
must try to understand each other; and be sensitive to each
other's point of view, which is indeed derived from inter-
pretations of the situations at hand. “ *

when applied to education, the symbolic interaction
approach is important for the analysis of the processes of
scho&g in general and the teaching-learning situation in -
particular. From this perspective, social order in the




classroom, 11ke in any other setting in every day life, is
always in a state of becoming. Both teachers and_students
uge certain strategies as they develop plans of action and
then attempt to negotiate their identities and interactive
roles. Also, and especially in this study, Birice students
mbve into already developed structures, there is the quesnor;
of how this structure imposes itself on them. In this respect

.

it is to focus on > ives of the

s8cial order of which they are a part.

The phrase “"definition of the situation" was first
used by W.I. Thomas to examine the impact oE'defi}u’f_‘wns and
meanings-on- the structure Gf human actien (Thomas, 1928).
From the interactionist point of view, people are seen as
acting towards objects on the basis of meaning for them. To
derive’meanings, these people go through a process of inter—
preting and defining what they see by matching up their
impressions with their knowledge at hand and with their
typification which has already been established from past
experiences. Individuals interpret, define and then
organize their actions towards all social objects (Martin
and Macdonell, 1982: 346). e

Individuals, then, organize these actions in terms of
their definition of the Bituation which takes into account
phys.ical and social factors in the environment, as well as,
their own physiological and psychologicu]. states. In this
‘sense, although in itself an undisputl.bla~truﬂ{ f.here is,

.
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An m;;orunt gcint. in Mead's analysis of symbolic
. interaction is that human #®lrgs, in interpreting, defining
and drawing meaning from oth&/arp' actions can and do meet
« each other in the full range of human rellti&na. It
nn}a:aceu. equally well, such relationships as co-operation,
conflict, domination, expioir.ation ar. conserisus. The
participants in each of these relations have the same common

task of continuing their action by interpreting and defining :

the acts of each other. § |
Earlier we discussed the mnuning of symbols in
relation to interpretation. We shall now look more clos‘eiy- .
at how symbols are important for meanings and d"efinitians.
The ‘concept of symbol, or object as Blumer prefers to call
them, are fundamental conceph in Mead's scheme of analysis.
-Because human beings live in a world of eb{eccs, their
'actiwities are centered around them. But, for Head, -objects
are hmn constructs and not self-existing entities with
intrinsic natures. Such objects .are given meaning based on
the orientations and actions of people towards them. In :
- this sense, an object is anything: that can be designated or
referred to. It may be as physical as a chair, as imaginary
as a gmmt—cr as \lngue as a phuolophscal doctrine. .
i in an annlyliu of objécts and meanlngp, ssveul
“ 1mportant: points need.to be considered. We shall di!culs
.them separately.. Pinuy the nature o the object is = .
constituted By, the mgnikit ‘has’ for. the person or persons '
' v




nevertheless, more to the "definition of the situation” than
W.I. Thomas's (1928: 572) celebrated adage: "If men define
situations as real, they are real in their consequences®. .
Symbolic interaction, then, involves interpretation, or
ascertaining the meaning o; the actions or remarks of other

people. It also involves definitions, or conveying

lndicatlons to another person as to'how he is tb act (Blumer,

1969: 13) . Through t procﬂss, the partxclpants fit

their own acts- to the ongoing acts of others.

.-The process of i i anq its t

definitions and meanings is part' of. all human a'ssucs.acions.

The *heory suggests ‘that to understand the wo, kings of a

'gzoup (such as the classrocm) we ‘must first, understand how

ehcse in the group .define their positions and what n\eanlngs
mey attach to sigmfica/nc symbols.

AEtef all a group is'a collection of - 5) .
~ indiYiduals coatinuously in the process A
© of forming definitions of ab;eccsyana
events: around them, so that th
determine how they should behave within
the group. (Dodge and Bogden; 1974: 67)"

' These individuals bacgms part of an established peh—.r.em of

gm\‘p bahz.wiouz, as more -nd more deflnltmns becume common ~

;mong them. "But the behaviour is more complex- than a

. simple stimul ¥ model, and of group

: 2l 5
;behm‘itur (as well as of individual behaviour) are open, to

change ‘at any:time members' definitions'cease to be

éon_firmed" (Dodge. and Bogden, '1974: 67) .




or objects. In this case the task of the interactionist has

. teacher. const:nnt negotiations are required to preserve an

for whom it is an object. To understand this we must
realize that man inhabits two different wdPlds, the natural
world, where he experiences drives and instincts and where
the external world exists independently of him, and the social
wold, where the existence of symbols, such as language,
efiables him to assign meanings to objects. It is this
attribution of meaning, this interpretation, which makes
man distinctively human and a social being. The symbolic

i st is i in the world of H

> t
subjective l;leanings and the symbols by which they are
produced and represented. In relating thia to the school,
we are led to see the importance of sthe students' perspective
in the classroom situation. We realize that teachers and

students often assign different meanings to the same events k

been to explore the properties and dimensions of the various
processes. ™ .

Secondly, ‘this process of interpretation takes place,
in a’social context. In this sense ORe aligns one's actions -
to th-'?f\r.he other. . One does this by taking the role of 9
the other. One makes indications to oneself about how the

other might act and about how one might or should act. In

the case of the student, one might put on a performance to i
* i
try to influence the, teacher's definition of him. He might

try to impose his definition of classroom discipline on the




equilibrium in the classroom.

Thirdly, these meanings are handled and modified 4
through an interpretative process used by the person in
dealing with the things he encounters. The attribution of
meaning to objects through symbols is a continuing process.
Action is not simply a consequence of drives and attitudes
in the traditional meanings of these terms, but results from

. . A
a continuous process of interpretation and re-interpretation.

"The individual constructs, modifies, pieces together, weighs

the pros and_cons gnd barqains. The symbolic interactionist
then is interested in process; in what goes on in the schooL
One Hants to know how teachers negotiate with students, how
teachers, as well as students, react to different situations
and, how these ~::hssm(u: processes are interpreted by others
in the learning environment (Martin, 1976).

In summarizing these tht'ee points, it is necessary
to point out that, from a symbolic interactionist perspective,
the principal theoretical idea behind the socialization
process is the assumptions concerning definitions and
meanings. In other words, we act towards things, or other
people, on the basis of the meanings they have for us. These
meanings are derived from the socialization process, and
becausey 'c.fl our Abxlify to interpret and reflect on the

meanings in our social world, they are modified by us. From

this ive, an 3 ai ion of docialization is

the part played by reference groups, generalized others and

significant others in self and role processes.




Referring to the points just made an@ relating them
5 [His e lsRenEREy RIS EHGR ool Sty R Gh e ERY
that. the meanings and definitions that children attach to
classroom events grow out of the social interaction which
takes place there, and are changed and modified in the
interpretative process‘itself‘ Insthis case studentg will
act towards things on the basis'of the meanings that these
iccts or events have for them. Hence, the need to focus
on the idea of subjective careers in general and student

careers in particular.

Subjective Careers

The mosf¢ widely used theoretical approach to careers i
has been objeﬁtive in nature and with thls approach a commonly
undexstoad definlt:.on has been "a succession of related jobs,
arranged in a hierarchy of prestige through which persons
move in a predictable sequeg‘ce" (wilensky, 1960: 127). This
notion of career was originally borrowed fxom the sociology
of occupations where it Wﬂé also viewed as l:,he movement of

persons through a series of positions within some sort of

occupational system. Such a%iew approaches the concept in
a way not directly related to the pers;al view position of/ ]
the persons under study. Wilensky's definition makes this/
point clear. This moving, or series of adjustments, is o
typically considered in terms of movement up or down be«:w(aen
positions differentiated by their rank in some formal m?

[
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. informal hierarchy of prestige, influence and income. At

the objective level, an occupation such as teaching may be
studled concerning its career characteristics, or the career
line of the organization in which those involved in teaching
perform most of their duties. This pe'rspective of careers
does not take into account the persofal views of the human
actors. The fact that the view of the actors ought not be

be overlooked was brought out by Goffman (1961: 127). He
notes that one value of tl-;e term "career" %s its two sidedness.
One side is linked with internal matters held dearly and
closely by an image of self and felt identity; the other side

concerns official positions, jural relations and style of

life and is, in part, a publicly accessible institutional

complex.

~ When looking at the careers of either teachers angd/or
students, the public and private are obvious. For example,
we watch a teacher playing the role of music teacher and
doing all the ordinary things that go with that position,
but the actual experiences felt within that.role.are private
and known mostly to the individual. Similarly, we view a

student as a member of a grade nx)x a grade seven class.

We Kserve how that student p-xticipates in and %erfomu

tasks‘expected in that role, but we do not really undentnnd

the role as it is experienced by the child. When we vlew

careers "objectively", we miss this personal aspect.
Traditionally, then, the term career has been

reserved for those who expect to enjoy the promotions laid
3 <
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out within a respectable profession. The term is coming to
be used, however, in a broader sense, to refer to any social
and personal dimension of one's life course. The widespread
inclusion of subjective data and discussion in studies and
discourses on careers, points to the growing importance of

- this view and suggests that’'a clearer statement of this idea
and its integration with the objective approach is desirable.

The subjective career is the interactionists' focus,
and, as we shall see, it does offer us a means of linking the
individual's experience with the institutiondl provision of

" formal careers and ultimately with society-at-large. This
concept of career allows one to move back and forth between
the personal and the public, between the self and its
significant society. Career can be viayed subjectively as
a personal and real concept in a person's mind.

But, the idea of subjective career is not new. More
than four decades ago, Everett Hughes (1937: 407) was
viewing a person's life career as "a moving perspective in
which the person sees his life as a whole and interprets the
meanings of.his various attributes, actions and the' things
which  Happen to him". More recently, the subjective career
has received much attention from symbolic interactionists.

It is regarded as "the actor's recognition and interpretation
of past or future events associated with a particular identity
and especially his interpretation of important contingencies

as tﬂey were or will be encountered" (Stebbins, 1970: 34).

rp—
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It emphasizes, according to Stebbins, the actor's recognition
and interpretation of past events in one's biography. More
especially, a career is, in this sense, the person's
awareness of a particular sequence of events associated with
a particular identity. This sequence is usually seen as
extending into the future with some degree of clarity. The
individual's career is his personal view of these happenings
as they relate to the important features of his life. Such
recognition and interpretation of events, which aré\agen by
Stebbins to be. important concepts in the subjective ca;éez,
“results in a certain type of knowledge. It is this knowledge
which enables the individual to have a special view of the
world. When activated in a social situation, the subjective
career influences behaviour through this world view and
simultaneously heightens the individual's awareness of it.
Put into a classroom context, this means that students (or
teachers) in the process of recognizing events in their lives.
interpret them as well. This results,in meanings and
definitions which influence their actions. We cannot know
why students acted in a certain manner unless we know what
meaning the situation had for them.

Obviously, part of one's subjective career is one's
personal recognition and interpretation of parts of its
pat.tern. When personal interpretations enter the picture,
behaviour may appear that. cannot be predicted from or

explained by the objective approach alone. This personal




interpretation has been referred to as the definition of the
situation (Stebbins, 1967).

It also has been noted that career, in the subjective
sense, is most Icompatlble with our conceptualization of
commitment. Commitment is described by Kanter (1974: 126)
as "a consideration which arises at the intersection of
organizational requisites and personal experience...commitment
then, refers to ‘the willingness of social actions to give
their energies and loyalties to social systems". As we shall
see‘ later, the degree of commitment in a so::ial system,
especially the classroom, will vary. We shall see also how
it is tied up with the idea of identity. In referring to
identity, it is known that individuals carry an array of
charactaristics from ‘the different roles in-which they play
and project images of selvés to others in ﬂxeir actions. One
of the main assumptions of symbolic interaction is that
people are concerned with developing, protecting and safe-
guarding a desired image of sélf. This image provides them
with identity. But, .selves are not necessarily unilinear and
not necessarily unidimensional; th.at is, people may choose
to project different images of self in different contexts.
some might be complementary, others might be compgnsatory.
For example, one particilar form of presentation of self
might be t‘orz‘:ed, rather than self chosen, such as the
rebelliols student forced $pe dutiful or the kind hearted
teacher forced to be autocratic. It generally follows that

the greater the level of conflict between pupils and-teachers,




the more likely this forced, false piesentation of self will
occur. There will be increasing emphasis on types of
compensatory behaviour. In such a classroom situation, neither
teachers nor students are able to act out their real
identities, and this, in turn, will affect meanings and
definitions as well as the degree of commitment to the tasks
at hand. A

It is important to note, then, that the process of
recognition and interpretation along with the concepts of
commitment and identity are part and parcel of the subjective
approach to career. These ideas will be refgrred to again in

the section on students' careers.

Student Careers

In this discussion on student careers, two important
points will be made. First, students' careers must be looked,
at not only vertically, but from a horizontal perspective.
This idea has been ;tressed by Becker (1963) and Woods (1983).
Second, the students' level of commitment tptheir roles
will be influenced, not only by their own interpretation and
definitions of the work, but by the behaviour of teachers in
the classroom. T:xis wil_l come about through a discrepancy
between their personal identities and the roles they are
required to play., A symbolic interaction approach to the

classroom, based on the notion of humans as reflective actors,



54
provides an excellent view of student careers. Any individual
classroom encounter between a teacher and class can be
conceived of as .an interaction of student and teacher careers.
Delamont (1976: 27) argues that given t))e conceptualization
of classroom life as shared meaning, an understanding of the
development of such meaning is an essential prerequisite for
the comprehension of what is involved in classraom chreers.

Student careers, like other subjective careers, are

never static; they are situated in time. In addition, they

have to be seen in the context of childodevelopment.
especially ‘as this relates £o primary-and secondary
socialization. Primary socialization is the vexry early
learning that takes place in the family and prepares the
child to face the world. Secondary socialization, according
to Berger and Luckman (1976: 158) involves "the internaliz-
ation of instructional and institutional based sub-worlds...
the acquisition of role specific knowledge...role specific
vocabularies and understanding”. One "sub-world® phases
into another. For example, the first lesson the child has
to learn on going to school is how to become a student, in
general terms as distinct from a certain mother's child.
Other changes in student careers occur when they move to
junior high or senior high schools. At each level the child
enters a new "sub-world" with all its demands dnd
consignments. :

Thess cianges in socialization réquire students o

adapt various coping skills. Above all they must learn to
v
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next, making new demands on coping resources and ingenuitie

be students - not the role as designated by those in
authority, but. as made by students. Adolescents are less
concerned about how to become teachers, lawyers or anything
else than they are about how to become students. They live
in the present. They are called on to devise short-term
measures to cope. "At each stage there is a marked change
in the status and role of students. i:laving nastered the

previous stage, new problems and new situations arise in the

(Woods, *1983: 164) . This socialization, in that.it is a
;reparation for life, is undoubtedly one of the most valuable
lessons a child learns in school.- h

The students' careers, then, consist of a number of

steps or stages which comprise status passages. The objective

"aspect of those careers is visible to us. They are the

newcomers in different sclhiools or in the new class in the
same school. But,.the subjective aspect of their careers is
likely much more important to them. They have to establish
themselves into a different situation, -they have to interpret
and define new situations and events. Also, they have to
become invelved with and committed to a new system. They have
to learn how to be students, how to manage the demands made
upon them and to cope with problems that may arise while, at
the same time preserving their identity.

But, students' careers are not totally guided by their
definition of the situation. Students do not ,nlmnage their

careers alpne. At school they are instructed, directed and
-
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subordinated. The whole period is transitional, from being

unsocialized and ‘irresponsible children to being fully-

" fledged students and then citizens of society. 1In this

respect, we find the contours of many student careers laid i
down by teachers. Two major culturally defined channels for
student careers that are usuaxi/iaentifiea are those based
on social class and gender. The influence teachers exert
in the crucial process of subject and occupational choice is
of qreat,in;‘portance. For example, students are, in most
schools, channelled into different groups or strata
depending on the teacher's idea of the studeng#'s ability and
interest. Guidance counsellors reinforce this movemeng.
Cicourel and Ktsuse (1963) show how counsellors "typed"
students into appropriate channels, how the labeling of
students might launch them into delinquent careers, and how Y
teachers and couns\ellors “show" students into certain. careers.’
It was said earlier that one of the main assumptions
of symbolic interaction is that people are seen as being
concerned with developing, protecting and safe-guarding a
desired image of self. With regard to Qtudent careers, and
given the fact that they are often channelled or'labelled
into certain ‘slots or groups, which undoubtedly affects their . ,

idengities, we can assume that the student is fighting a

battle ‘to maintain a desired self-concept. In this respect,
we can also expect that chdldren, when confronted with |
Bituations which they deem gerogatory. to their desired self-

image, will seek out other®social situations to reinforce




57

this definition. 1In s.hozt, as Woods points out, -students’

careers are more noted for their continuities and channelling -
than for their initiated direction. On the surface it .
appears that students are given choices for their careers,

but the choices are heavily circumscribed and may be non- p
existent for some. bﬂent perspecdvn are oft:n}ade to
match teacher perspectives and they operate with a notion
o‘fu"app:opriatenesé (Woods, 1983: 170). Once students are
situated in certain slots, distinct career paths exist,

associated with a hierarchy of knowledge, baséd on the test

and examination systefp.. In this manner student careers are ¢

formalized in accordance with the stratified nature of the

structure.

mfl aiscussion on student Gareers has drawn-our

attention to the fact that they must be looked at-not onl}

vertically, but horizontally as well. Two other important

points need to be made. Firstly, since student careers are
seen in reYation, to child development, they are never s}.atic.

but Tontinually change as the child progfesses through the

* various stages of secondary-socializafion. These "status

passages”. are especially hnpoztant when ch.d:en transter .

from one school to another and muat make the heceuary
5 ¥ Py g .~
inflhienced by studbnts’ thémselves as they appear to be. It o

adjustments. Sacondly, students' careers may not be as much

has been noted that teacher management of student careers ig

an J:mpottnnbphenomanon, and we have tried to show how r.hill

= . i, S i
in turn affects’ students identities and commitments. - However,
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careers and “teacher

student interpretations'of ;their objective careers as laid

down by others are, nonetheless, extremely important. Hence,

. the focus of the present study on the expectations and
B

experienced of pupils ds they move from elementary to junior
high schoel. » ek

In conclusion, this discussion of student careers
has shown how im?—actioni_st studies can reveal the sense of

order .and ‘rationafity which lies behind much studeht

z, which on the surface could seem po:.m;less ana 7

meaningless. In’the gchool, interact).oniam n only induces

reflexxbilxty and analysis of éne's own careér, but also

draws attention to: ‘thdt of others. w:.r,n its emphasis on the °

imdividual it cognteracts the tendency tousé labeling -

induced by people—pra\cessing, :Ln!txtutlons. In reférence,to

 teachers' and students, it puts one in theyperspective’ ‘of- the

other qo that one can beﬂ.er appreciate alternative

Stives and ies. Jn other words, individuals
can ‘come’ to appreciate each other's career. - . # :
As was stated earlier, .one of the important phdses

in scudene.s' cueezs is_the t-.ra.nuition from elementaxy to

';yun.mr high school. JHaviqq highliqh_tad the' impormnc& of

inkeractionist studies in helping us understand -student

, an i ional h.to

the transition period seems to be a promls‘ing en;ieavo.ux. )
The following léc-\tiohl will present the problem for

Ehin study andqthe rese'arc.thrc‘cess. followed in focgaimj on

this problem. .
3

(O
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Research Problem

. Young people between the ages of -ten and fourteen
g0 th:ou;h some of the most dramitic life changes that they
will ever experience. It is during these years that puberty

" transforms the‘child into a young adult and the achievement
‘?’f the biological capacity to- reproduce has. profound
répércussions on all other dspects of developnent -
intellectual, moral, social and emotional. Yet, from a

socioloqical orientatwn, this penod is one of the }east

"and ‘most und eq of Ythe .entire epan of
human life. ; N : '

: As a: social ix;sti‘l:ution tha: serves all young peoplé,
the school xs Y pivotal position with respect, to’both the
problems and pmmses of the young. Tzana).tlon from #
elementary to junior high ‘school takes place during those
critical | yea:s and, as. reeearch showl, it is often a traumatic
change/ bringing new problems ‘and concerns to compound those.
connected with growing up. . .

Anong the problem ‘that. may face students in the
tranaxt;on from elementary to junior high school is a shift

from a se].f concained 1

or' from participati in ay\
limited number of claasrooms to a multiple classroom

environment 0f the junioz-high school. In the junior high

Bet'nq studemts must, udapt to a school environment that is ..

both inntructionauy and socially cmnplex. Not l}ly are
".there more te_u:hars to get ‘to know,,but good friends are |’

“often separated in various classes and often students must

e ’ (.. =

Rt oy ]
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make new friends. The problem resides in the child's ability

to move frém one social setting where he basically dealt in
2 one-to-one client relationship to ond in which he is part
of a bureaucxati:: social system, where power, compliance,
eward and punishment arp fragmented.

Early adolesgenGe, then, being in itself a stressful
pediod for studepfs, is complicated by the transition from
gra§e six to grpde seven when it involves a change of school.

Just me when the young students need some stability

to help them cope with their changing bodies and changing

self images, they are placed in a new social setting which

may demand of them new ‘methods of 4 , new work

X and. often to associate with new friendship gropps. . *

© It is for an understanding of students' perceptions

and experiences in this transition, that the present research

' ' is directed. The problem is one of trying to better . pe
understand how young adolescents interpret thls peucd of

their school careers. It is hoped that this rassarch will
sensitize-educators to the student perspective, especully

as it relates to.the 'c:anaitiu; from elepentary to junior

high. school.

™ 5
Data Collection and Analysis' . .

The first phase of the research| ‘uan_‘carried out in

'Muy 1983, in a suburban elamantiry school, (K‘-S) of about 450

i : »~ Btudents. (Grade six students from this and two other feeder
o 7




schools were trinsferred for grade seven, to a central high
school in the same suburb. During this phase of the research
an open ended questionnaire was administered to ninety grade
six students (three classes), who would be attending the
central high school in September. The questionnaire
(Appendix 1) contained questions that pertained to student
expectations of junior high school. These questions,
covering a wille range of topics, were directed at finding
out t:he students' expectations regarding study and academic
work, extra-curricular activities, friendship patterns, A}
parents' attitudes regarding the transfer a‘mng otherss
Student expectations were further assessed when tventy of
these students, selected at random, were interviewed on the
same toQpic. s '

The second phase®of the research took place in the
central high school in the same suburban area. This. high, .
school had an enrolment of nearly 1,400 students. Because
of the reorganized high school program and the necessity of
now having students remain in school one year longer for
grade e;ave',\&sw porgables weretattached to the school to
acodqmedate the incoming eight grade seven classes from three
feeder schodls. These portables were ‘somewhat self contained
and, no doubt, helped make the giada Seven Eranateiona
11::19 less traumatic than it'Would have been if they had .
been placed in the 1urqer area of the ucho‘)L with so many
students spanning such a wide age range. The second phase, 3

of the study was done towards the end of May of the grade
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seven year. Eighty-eight of the students, who were now
nearing the end of the grade sevexar at the central high
school were again asked to respond to a questionnaire. This °
was similar to that given a year earlier, except that
questions were worded to elicit responses regarding their
experiences in the grade seven program (Appendix 2). It was
not convenient, however, to do interviews with'grade seven
students. In this regard, students' comments on tape, which
were lom’timel used to support “comments from the grade six
questionnaire, are not available for the grade seven analysis.
However, given the detail of the comments from the grade seven
classes, this is not seen to present any drawbacks for the
purposes at hand.

©  These two sets of data, then, the grade six data,
which provided the students' expectations. for junior high

school and the grade seven data, which supplied their

experiences in ju

r high school, present a picture of the ..
expectations an\experianéel of students during the

transition period from elementary to junior high school.

The questions on eagh of the questionnaires relate to

somewhat specific themes in student tru-itien.' For example,
questions 5, 8 and 9 deal with student study and performance
and questions 1, 3 and 13'deal with student emotions. The
quesuop- on each of the questiqunaires collected data on

six themes. Briefly these themes are: (1) study and .

(3) parents; (4) extra-curricular

performance; (2) teacher!

x|
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i .
activities; (5) friends and (6) student emotions. These
themes form the sub-headings for Chapter III, (an analysis
of students' expectations for junior high school) and
Chapter IV, (an analysis of student experiences in junior

high school). The aim of the'data analysis is to pinpoint

more specific,cnpics within each of these themes. These

themes were identified and discussed by following the idea

of "theoretical saturation® as explained by Glaser and

Strauss (1967: 61). In other words, these themes were
identified as such when no additional data were. found,

whereby onegwould develop properties of the theme under °
study. . ' > g *




CHAPTER III

STUDENT EXPECTATIONS FOR JUNIOR HIGH SCHOOL
The expectatiofe which students have for junior high

school as revealed in the present research can be analysed
by focusing on their perceptions of (1) their study and
performance at the junior high level; (2) potential changes
in teacher and parental expectations for them; (3) involvement
in extra-cuzriculaz activities; (4) their relationship with
their- £riend- and (;) petsonal emotions about schooling.
This chapter gives a detailed analysis of each of these
aspects of student expectations regarding junior high school.
First, however, it is deemed app;opxilte to look at the
attitudes Qf these elementary students towards their present

school.

1
Leaving One's School

As background to the study on the transfer of students

to junior high school,- three of the questions attempted to get

" at their feelings about leaving their elementary school.

These questions' (Appendix 1) were (a) What do you think you
will miss about this school? (b) What have you enjoyed most '
about this _lch.col' and what have you enjoyed least? (c) Do

you feel you have had a good final year here? Why or why not?
Responses to these questions can be divided into seven

categories as presented in Table 1. -




TABLE 1 .
SALIENT FEATURES IN ELEMENTARY SCHOOL AS IDENTIFIED BY STUDENTS

! Features of School Features of School P : Reasons for Having
! as Identified by Expected to g:?:“:gs of ‘5chool. A Good Year in
H Studenti Missed oy School
| e YTy T e poe T
> N
Teachers and -
other staff 63 . 70 13 14 18 20
Friends g 19 21 : 5 6 10 11
Academics 5 3 . 18 20 29 32 ;
Feeling mature * 18 20 18 20 9 , 10
sports - *12 13 . 29 32 3 7
People and othéi- - &
+ activities 13 14 25, 28 20 . 22
Physical aspects 1 12 o 0 [
P other 2 2 4 4 2 1 i
- |
Nothing 7 8 7 8 - -

*Since several students gave more than one reason for enjoying school, for having a
good year in school, and several have identified more than one thing they will miss
about school, the total number of responses in each of these categories is more than
90, that is, the total number of students in our sample.

**These pexcentages are based on the total number in the sample 190) rather than on the
total number of responses, which, as identified before, is more than 90. For these
reasons, totals have been omitted from this and subsequent tables in this analysis.
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The first question asked students what they thought

they Would miss WOBE AbGUE the Slemsntary sehél. Tt vas

responded to by all ninety students and of those only seven
s

said that they would not miss anything. The responses for

the remainder of the students can be divided intd eight

categories and range from five to sixty-three responses.

There is a firm belief among elementary school children’ that

they will miss their elementary school teachers, In this ~

study some seventy percent .indicated they would miss teachers

and other school staff. This is probably partially related

to the fact that since it was getting towards the end of term

and students knew that going to grade seven would be dependent

upon their doing well in grade sik. they probably thought it

suitable and profitable tosay they would miss the tehcHers,

especially their classroom teach'ex.

But, this strong feeling

of attachment of teachers is generally widespread in elementary

grades. Many of the responses from this.group are similar to

the following:’

I think I will miss the school because
of the teachers, especially you.

What I think I will miss at this school.
are my favourite teachers - you and Miss

Miss

Nothing Except fox a couple of teachexs.
d Mrs

They're great!

I will msu my teachers, especially Miss
nd Hey




+ Another probable explanation for this high percentage is that
the music and physical education teachers were very popular
with the students. Each had been in the school several years
and spent a lot of time involving children in sports or music-
related activities, both inside and outside of the school.
This went over well with the children and would understandably
be something they would miss. Some examples will illustrate
their feelings towards the school's physical education and
music teachers. !

“1 think Y will miss the teachers,
especially Mrs. and Miss
because we've had them as
teachers slnce kindergarten.
I will miss my teachers ﬂmi ‘the fun
we had with Mrs. s d Mi

I will miss Mrs. and Mi

because they are evezyﬂunq
you could possibly ask for in a
teacher.

Another possible explanation for the fact that a large

o~ number of students said they would miss teachers is that some

non-teaching staff memberg seemed Eo get: along very wedl with
the children and had built up a good relationship with them.
The principal, who was in her !econd‘yenr at the school, had
woni Ehele TeApeOt aad) love, siille ‘st thePvane ike, getting
their c;:operltion. . i ’
I most certainly will miss the wonderful
teachers, the pxincipal and other
anortnnt people.
I will miss the principal who showed my

brother and I our -classrooms on our
first day. . .
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The secretary, who had been there since these
children werg in primary grades had become their friend.
They believed they could always go to the office if they
needed help‘or advice. . »

I will miss the becretary who was g
very kind to me my first day here.

The dffice, which was generally managed by the principal and
. 2
the secretary, became a place to go to get help or advice. It
was a place where scratched knees were bandaged and where
arrangements were made to get a ride home. Children felt an
attachnent to it and to those who worked there. ’
I will miss Mrs.
*  who I have enjoyed Havmg in the ofnce —
when there was trouble
Oh, I will miss the teachers and Mrs. '
, the principal, and Mrs./ ; !
‘the secretary. —
The janitor, who was spending his first year at the school,was
very popular with the children, It was not unusual to hear
him speaking in a fatherly fashion to the children, if they
were doing something he thought they should not be doing. He o
always took time to speak with the children. His question, >

"Relle, how, are you?" was a very common one. Children were

often heard telling him about their academic work," test marks,

or ‘about activities in which they- were involved. Their

feelirigs about him are evidenced in comments like ‘these:

a ‘But most of all I'll miss the janitor, !
Mr. . !
I think I will miss Mr. (spud) ¥

the janitor..
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Factors such as we have just discussed will probably
explain why such a high percentage of children said they
wouldmiss teachers and staff. Many students develop an
attachment and a love for certain teachers and staff,
especially after being in a school for seven years. This
vas obvious“from comments such as these: )

The teacHers from kindergarten all the

way up to grade six have been so nice

to me.

I think I'll miss all of the nice

teachers who helped me in my seven

years of school.

I think I will miss all the wonderful. %

teachers I grew up thh and all the fun

I had.
Even children who thought they would miss. nothing, had to
admit that they would miss some teachers.

I don't think I will miss anything
only the teachers.

Nothing, but'I might miss the teaches
a bit.

Excepr. for'a couple of different
teachers, nothing to tell the truth.’

of the other responses to this question, the mnst
interesting is that of feeling mature. This being their last
year in the-elementary school, these students considered
th@elves ledders. This idea vas reinforced by their
teachez, who put then in leaderstilp positions such as being
nurr;dor prefects, cantaen op‘szators, supezvuors for smaller
chndren, assistanta.tu ,t‘:he librarian and so on. Abouf

N twenty percent reported that . they. would miss being leaders:

— )




This i a”fai:’u high representation but given student
responses in class intefviews one is clined to suggest /
that more stydents actually feel like leaders than is
indicated by #his percentage. - Students generally equated
being leader With being a prefect R EsncE only a small
proportion of the grade six students were prefects during
| the year, many omitted to hention the leadershi aspect on’
the jquestionnaire. Seyer% students who had mot menr.:.oned

“the 1eaderuh1p aspect on the q\!estionnaue dld stress its

", impdrtance to them when they were being interviewed. The'

_ importance of this feeling to the students is shown by these

.comments..; ‘' R

- I think I will miss bemg lookeﬂ up
to by younger children and hearing
. . their problems.’ .

1 will miss being the oldest in the. ' -
school.’

About an equal number of students (shthly over

'twenty pen:ent) sxnd they Hould miss\friends. This‘would " A
unply that they will be leavinq friends bahinﬂ in grade five~.

. oxr that they expect thatwhen in high, school they would be
separated from them. a 'l‘hey alteady knew ubout .the fact that
classes would’ ‘not remain the same in qrade seven, and, 1n
many’ Lnatances, chlldren feared that this separation would
actually- occur. Tgus sepatatxon was a stmng concern in the
children's responses’, bol:h in tha (\.nterview! and on the "

; questionnaire :
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I will miss my friepds if we are
separated’ from one other.

I will miss my friends in the lower
grades. B = .

2ed next year, probably all of mys ' i
- friends won't bein the same class. . s ® %

Sports and other activities both received a fairly ,

« high ratxng (about thxrteen percent) but nojy as high as one

“Arould expect conslderxng the\-degree to wmch many. tudents

Wers thvelved in EHose actxv;uuss and-£HlE feetings ahout
them as expresseds in response to questitn number twelve, L
which is o be discussc/ Rext in, this section. »m’u,xs' .
pxobably dpe to” r_he fact that students are uwa:e that'at the

Junior, h‘lgh dchiool there ave ml\ny clubs and dctivities for . Ty
them to be involved in and also, thatdthe sports program i o .
no doubt as good as the one they had 1n the elementary school, T
So, 'whereas they did, in fact, participate in & lot of these,
clubs and activities, and would not want' to be wi_thum: them,
many children did not expect to “miss" thevq,~bécause' they -
expécted that at the next. schobl a similar proq\am woum e ¥

available to them R . 8. . e

I will miss all thedafter achnol G % s
activities. S L - ’
I will mis§ bea.nq in ‘track meets ‘and ' EE_E e
r.ou:naments. -

I will misg the field tzips.

The second quesnun reluted to J.eavinq orle ‘s school i
is num.ber twelve on the quentiunnairs and wag' d!.recteq towprdu

£inding out what students enjoyed most'pr least.about their, .
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e;emén:ary setioeL. looking at s ohtidzen enjoyed most,

agéin eight cateqoriaa are represented (Table 1). 0ver

%
cne—.thxrd of the stx\:dents reported they enjoygd sports. This
:

is not surprising because, as noted earlier, 'sports
activithies, including varieus games and tournaments were an

: important part of the qradefsix pzcgtam The ‘enjoyment .

related to this ram was . very § vely.
« I enjoyed sports very, very much. s
.. T have enjoyed extra-cyrricular P .
activities in sports the most.
L

% -enjoyed baing in aimose everxthinq
.- {' in gym and heing on teamg. .

* Mbarly ene-é‘ud ofs the students cited "other' psople
and’ acnviues" as” something which they really enjoyed. I
this category would be found various activities related to
music, art and drama. It would include the glee club, the
ukulele club ag well as the various functions and performances
which chxrdxa\\étendea either as participants or observers.
Many & these subh as participation in the music festival s

and other performances as well as seeing puppet ahowg, ballets,
. Py &

by local and bands were often shured'

(at- grade 1evel) and
the music teaahez. ch!ldren expressed their enjoyment of these
ac{:iyi’eieu. « L
The most en: yment I have had at the - S ' ¥
school was gettifng into activitiq\l
© with all the grade 6 teachers. 3 /,:
" I think what'I enjoyed mlt'wu plnyan»
the drums at tﬁ- conoert.

-y
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; bun} g!.v-n more bility, and more

The most I liked is the singing
coricerts and all the trips.

_Singing in the glee club and being
in the ukulele club.

In their té this ti were,

no, doubt, rgferrmg also to thei.: skatirng program, assenblies ’

held in the gym whi.ch invo‘lved stage perfomancea and to art

and other classroom contests. ® They would also be reterung L8

R gxoup projer.‘tu like ‘doing Cal)ndian scrap books for Geography

or, mbiles for Canadian writers which they' did during library
week. Sending and receiving letters to pen pals was always
regarded as a highly valued activity.

The thing I enjoyed most was a‘inq
movies on the VTR. & x N P

N mf vréach for the eop;' game. . ' o

The %ost I have enjoyed is parties . ' )
and field trips.

\ ) With regards to "fea).zng mture"..aqain there were
eighteen studem:s who nid they.enjoyed thil. ‘Thil wmparen
whth the fomet ‘question for which eiqhteen had said thag
they would miss being:leaders.  Students expressed a faslinq
of matu:icy und importance in uuch statements:

What I have enjoyed most.at r_he school M
is being prefect.

I anjoyed being a leader. '

The thing I enjoyea most was being the
oldest students in the nchoul. ‘ %

This feeling gave -tudam:l “the idea that they had

oo 1y, that *
o i
f.hcy were ready to uk- i, I 2.

. § 1 » ¥
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~ What I enjoyed’ most’was being a leader - \ o
and having a little freedom.,

At first it was hard getting used to ~

the younger children but now I really =

like it * "
. . :

Nearly fifteen 'pércent of the students said. they

enjoyed teachers and staff.
3 :

‘What I've .enjoyed most is my grade
teacher, M:ﬁ - .

v

. Well, the teachers were very nice - .
having Miss and Mrs:

for my teachezs.

. '\ I enjoyed the nice and fr&ndly
teachers.

Thisk is considerably lover e wa seventy percent who said )
they would miss them. A possible explanation for tlus is

that when 'asked what they enjoyeé most, acr_ivicxeu like those

in sports; where they Haze‘,peraonany involved ‘and where they
could have obtained a cer: _in amount of satisfaction and

identity were more saliegt to them. These were reauy the =
v

“things they enjoyed moft, and teachers were. si.mply there to

halp maké them happen. ] » . o |, 8

’ It is. interesting to note that eighteen of those '
grade six students said they en;oyed ncndemiqp m? than
anything else. The. renons given for theix' enjoying this
was generdlly that they liked the subjects and got goed lllA!kl
in them.” The following examst demonstrate this.

What I énjoyed most about thé school is
when I qet my mid-term report card. . 'y

What I luu -n;uynd most is getting v
. good grades.

. . Y
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only five respongp{i‘ndicatedﬁf;aving enjoyed friends.

I believe this to be related to the fact that at this age

friends are sort of taken for granted and it is not until

they realize that they are leaving their old school that theyl

seen to realize their :mpozcai;::e. o chimzén;aa‘xa.chac they
enjoyed the .phys‘ical nspéc:e of the bu}lding. even though
eleven(h';d said they would miss it. The former can be
explaiged by the fact that their school was -in a rather
dilapidated condition, had some leaks and had an overall
unattractive appearance. ‘The latter rééers more to'a
sentjmental feelinq towards the building. They will miss the
school because they had been in it Eeven years and they know *
most J{ the teachers. oOne girl put it this way. \_

I will miss the building  because it
has a lot of memories.

Another girl wrote:

I will miss this school because it . !
is the only one I have ever gone to.

One boy reported:
' E

The classrooms I've Deén in can be a
bit special so I guess I'll miss them. s 11

Children showed very little attachment to the phrlica].
structure of the building as such. In‘ other 'partl of the

questionnaire,’comments such as "it will be nice to get rid

" of leaks" would show. their di\htufauuon with the building, -

Question number twelve also asked children to tell
what they had anbcy d least nbth their -lun-nt-ry school
(Table 2) . & ].l ge atcmtl

i

(!orty—ninl percent)’ reported -
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TABLE 2
_ LEAST EN E ™ e SCHOOL
N .
Features feast Enjoyed By Students . N - T N
a)’ academics . ) I 4 4‘4 * = 49
b) ™ cancellation of activities ' 27 30)'
c¢) nothing . - : - " 1} - " 17
d) school: rulgs " b . fo 10.
e) physxcnl. aspects s T -8 .9
£) teachers and othet‘itaff// T -8
g) other people and activities 6 : P 7
| . .
B : [}

that they enjoyed some aspact of the academic pp&gzm least.
This is contrary to what they hag said in the first part of
this question when asked w}iat thay en;oy‘ed most.  Eighteen

" students had responded ‘that they -enjoyed academics; but now

over half of them say that tHere is some aspdct of the
academic pmgrmp which they least enjpyed.. This is not as

cont‘dietory as it might se e in the second ‘hd1f

of the queltion ahﬂ.dxen were ally _r:f.er:ing to one 3
specific aspect of the .academic program. l'o‘inu-::ut,g:

;' I least enjoyed :e;igion, I find it o
bo:ing

I hnva enjoyed -y;anc. leagt thh E %
yea i . At

‘nn :hingl I lnjoyod hau .
* ', and M.bury kills. . #




And the thing I enjoyed least was e :
- math because I can't stand it. - i

- This category also ifcluded negative-remarks con-
' cerning }iumework or xéfex;ences to achgl work generally, °
without reference to' subjects. ’
: ’ 1 'What 1 enjoyed least was homeyork.

“ : ' The least I ehjoyed was the mhjecta. . !
That & surely. true. . * H

It is not surprlulng to find such a.large mm\.ber of children

@isliking aspects of the ‘acadenic prograx\» Even when children
have a fairly healthy attitude towards af:ademic; there-is
\genexauy'a subject or so that they dislike. This is-the
type of thxng which showed up in this questiun. .
Except fgft the fact that ieverql children responded
that they disliked the phyucal a!pects of th:: building, "I

‘ i also hate the design of thd building.” and *I don't like the &
it 'jie&kqe-,' most (thirty percent).of the-other responses
complained aho;xt the caricellation of various activities. Thus .
T B far in this data it pas been pointed out that "other -
activities" ‘has been very popular wh_h childreﬁ nnd in
5 Addition to that.a fair umount f ‘"other activities" had ‘
3 v begn offered in'the gchnal. The fact that children uam to =~ )
Py L be dinntiu‘:‘ie_d wlif_h a x_ed‘uced\numbet of such activities can
‘ be exp! athed by the. oucu:ténce of a.three-week teacher _
1oakout in the spring of the school year. in‘question which

. neceuiuud the cancaunuen ‘of various commonly, held avem:l. 0y

These included an opiuttl, the major pll."t‘of the ori.n;utlon
75 . tﬂ‘ t;hn junior high school, Vlltbul\‘n!tl tournaments, fiald

R}
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“ was a sense of resentment. X / v

trips "and "fun" day. These cancellations took place in the

last month or so of the school year.

Students' dissatisfactions were very st:on{ and there .

The things I enjoyed lgast is the

cancellation of the track meet and

the basketball tournament.

Something I enjofed, least was the

strike. We didn't have any field ]

. trips, basketball tournament, track 5 o

and field day and we only had half a

day for, sports day.

Not being able to do the play.
. Even though several children (about ten percent)
complained about certain school rules, for example, having
,to wait outside until' the beli went except on wet or cold “
days, and having to stay in after school to complete
unfinishéd homewoxk, only two children reported hafing
disliked teachers. This again supports their high regard
for teachers as evidenced in responses to question number
one. Also, fifteen children seemed to have nothing ®
complain about and displayed a completely positive attitude
' v
What ‘I enjoyed lenst was' knowing that d

I had'to leave the s¢hool at the end
of thia year.

toward their grade #ix year.

I can't think of anything I enjcyed
least.

Finally, for the last question related ta. leqv:i.ng
one's school, children gave some interesting responses

regarding their feelings About ,tmii gxld.a_ six year,

Question ‘nunbnr/l!. 7"Do you feel you had a good year hlrez)




received some very thorough responses. Of those who replied
“"yes" there were no students who said that it was because of
the physical aspects of the building. «This falls in line
with their resp'gnse's to the last question. It seems, however,
that in responding to the term "good year" most students were
thinkim:; in terms of academics and whether or not their grades
had been good. Over thirty percent of the children said -they
had a good year acadenically. When this is related to the
twenty percent who said they really enjoyed academics
(Question 12, Appendix 1) we get the feeling that academics
were of a high priority to those students. Even ﬂﬂxgh nore
students reported that they enjoyed sports activities, when
it came to evaluating the year as a Whole), S Wik done Hore .
in texms of school subjects. One boy reported: "I thinmk I
had a good year because my marks are generally very high."
Another said, "Yes, I'm good in everything exeept French,

but'I don't think another language is necessary." Other

I never failed @ test. -

examples include the following:

I got straight A's.

I did really well ‘on my mid-tem
report card. . i *

T qut good qradeu and improved a

Their high regard for teachers and staff was ngain avidencad as .

twenty percent said they had a good'year ha!auue of thA help
they were given by the teachers.

.




* sports.

As in the other two questions a fairly large number
(about one-quarter) said that their good year was due to the
"other activities" which they were involved in. Students
made comments ].lke. .

I think I had a good year becau:e we,

did a lot of things like Reach for the

Top (a game) and had a fun time.

I had a ‘good year because we have a

good library and a VR@. I'also liked

the Jump Rope for Heart. .

Yes, I feel this has been a good year

because ‘a lot of things were fun

especially after school activities.

This evidence further supports what wis said eanxer,
that the school dld support quite a num.ber of extra-gurricular
activities and thls seemed to please the students. As was
expected, \iery_ few responses indicated. the good ye:ar being
due to friends. Students seem to be thinking more along the
,~lines of how well they difi academically or how well ‘they had

pe'rfomed in non-academio activities. They were concentrétinq
mora on ths.u- psrsonal performance as it related to the yeaz
in genernl. It was rnther uton!.!lung, however, . to f£ind that
only six children’said that their "good year" was because of .

This was aétonishing because of the. high involvement

and 15mezes§ demonstrated for sports thud far.\ But it ia

: und’ai‘stnndible AR’ that childrén ‘sdemad to ‘be évlh‘xating the
yeer in: tamu oi aaademicl and that 'a lArqe pa;cenhqe ” “
indiuated thei; \good year to be the result c! q;.l the 'axt-.z‘a‘
nchivi;&ai'. { This. term "nxtn uctiviti 8" could vexy wnll

ed by -:udann to lnulude pd:‘\-.u necmun -

* have been u
P
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alm.‘ I believe it is fair~’r.o assume that sports activities
rate more importantly here than the data would suggest. This®
idea is supported by student interview responses. When asked,
Do you feel that you had a good final year at this school?s -
over half of the iventy three students who were interviewed
said they did because of the sports nctivitieu.
b
Study a‘nd Pexformance Expectations

The first group of questions dealing with the students'

expectations for junior high school deals with their

P

_ expectations of their own academic work and p The

questions are as follows:
\ a) Do you think there will be a difference in.the

way you are’ t0 study?. (Q ti 5,7

Appendix 1) .
b) How do you expect to do in your courses?
(.oue:cio;: 8, Appen_dix 1)
c) Do you expect your grades will beypetter than,
) worse than or about the same as this year? - Why?
“*+ (Question 9, Appendix 1) -
Question number five asks if thare ‘would be a diﬂaunca in*

the way they would be expauted to ltudy in junior high %

school. Mudnn :&npnnded And only two !elt thnt thate &

would be no diftennue. 'mo responses o: the other utudentl

can be nted in _ﬂ.vu es. These st folt
there would Be'a difference in the way they would have to
-m&ljw'mu'o of . the following reasans:

-
w3 Z

o At e
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Student Responses (N) (%)
(a) school work being harder and requiring )
more (study . w ) ) 57 63.3
(b) being more mature and sheuld be capable
" of more ; . ’ 15
(c) more teachers, books and courses 1
(d) _having to write exams and ‘more ‘tests 28 311
(2) more homework "o 0

’

Clearly the majority of students expect the academic

load to be heavier. THby expect the work to be more”difficie’
E 1 )
and they expect to have to study more. Over sixcy—thra’?

percent of the responses were to this effect. These respcnses

will demonstrate how children felt:

Yes, because the work and the tests
*will all be haréax

- The work will be hatdet and more,
+homework. "
Yes, I'will have to take notes and
read a lot more. .

It seems as if grade six students are uqculized to

believe that the work will be more di!ticult in grade seven.

To speculate, it seems that this belief is reinforced. iy»)

different ways.

_ First, it may be because their alamnea;{y

“:'teachers ‘tall them it u-mpo:’émc to do well in'grade six'

hecnune things will be muuh more difficult m gude saven.

work and people ;luinq sts and cours

, Sacond, parents rsinfutca this idea und third, junior high' -
"ltudentl may relate to those students ltot:leu of dit!lcult

Iq_ this way they

go through (M last’ i ‘u ln elementary school knowing that

&
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next .year things will be "harder”. Related to mis is the

relatxvely hxgh number (over thirty percent) of studenu

who thought t.hat having exams would require them tp study

differently. Many students who had talked about the work
com.{nq more difficult connected this to the fact that they,

in addxuon to writing \mits tests, had f.n write exams based

on all the work covered during a‘whole term. This seems to

.be quite a high concern f£or these students as evidenced in

-their remarks: -

It will be different because we will
have not only tests but exams and will
have to study longer.

We will have, to study” ior tests and
after that we will have to study it all
over again for exams. "

Yes, because of a new advVenture - exams.

The Other categories were of much less concern to

students,Gnly qgout twedbe percent thought that having Ror

teagh€rs, books and courses would cause them to study

differently and just over sixteen percent r’lmuqht !:.hey,uquld

_ be required to study differently because of the greater age

: ) <
and maturity. In referring to the idea that courses would be

more difficult, -:?a‘engu often mentioned having to take notes,
having €0 gét‘ nltigmm_\tu in on time, and not hain‘g reminded
abiout Honeworks This ‘seems to be closely tied to uﬁ increade
in the numhaz of studunt- that tsnehazl vou,ld have ;n work

" with as indicated ‘in t,baua mupan-u.

You will have to do all your homework. .
T W L ¢ % s 3

N e e



Yes, there are many more children and
teachers can't urge you on as much.

Yes, there will be a lot more books ° :

and I will have to work hard to keep >

track of everything. . ¢

When zupondmg to the question of, "Hof do you
expect to do in your ' courses?”, most ltudant felt £a1r1y
confident. frha quglty of them, almost sixty percent,
expected to do fairly well. A very common phrase reported
here was "if I study hard". ‘The need.for more study which
is r‘elated’}:e their _exp,a%ations of "harder" courses’ is

evidenced.

Maybe I wi’fl do goed because my
- parents will be on my back to study. & = =

I.expect to do good if I study hard. -

I will do fairly well but I will have v 1
to work harder.

If I study real hard I will dn%l N
The thirty percent who expected to do very 'ul'l seemed much
nore confident and did not make as much ise of the "if I
study” phrase. l“h‘is il uhovm’ in these responses.
4 I expect to do very well. ) i

LI expect eo do well. 1 will -t.udy
“very hard. y " :
-1 expect to do well, because I un
.going to ltudy a-lot more.

I expect to do good becuuu I never
- failed yet that means 1'11 do: qood‘ .
1n high lumal. ‘

I. plln on’ iatthq A's and B'l- e B 1 ¥
. .




oOnly two stuéents"'seemed to beoverwhelmed with the
thought of academics in high school and thought they whuld
not do ‘as well." One student figured he would do abou;: the |,
same and one said he wasp't"really sure how he would: do.

E‘inally, ,m brder to assess their study una 5

s were goked to con\pare
what they expected to do in grade seven Hiél what ‘they had ~

done’ in grade six. This question was-worded as folluwa- :

"Do you think your grades will be better !han. wo:se than,

or the same as last year" Wpy?" (Que!tldn 9, ,Appendix 1

The r_esponses can'be Summa¥ized in this Way: "
. Student Responses ., - ¢ M (%)

(a) better than last year | * 42, 466

(b)." as vell as last'ydar’ . .0 .-
(c) worse than ear ", e

(d) don't knnw L

.Almost an equnl number cf students said th59 uqu'ld dn eithar ! R
as well as this year or bettez than this year. Of the thirty—nine

childr )n uho laid they y d do as wall a8 this. year, moﬂt

- gave as.a reason, the fabt “that they would continue to study

a lot and hhuf. ‘their parents yould be. urqing of ukinq ;hsm

do so. ;
| -My grades will be the same becnune
1£71 work hnq I onn get tha uama

marks. - - n

X uunk ny xaport card: wiIl bé. julc
as'good as. this you...but it all




I
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" their grade. axx year genetally

T think T*11 do_ about the' saimy.. uake N oo
my !amily proud of me. -

Those who sxpeeted or hopad o do battar\-.hm they had in

| a~gense o£ dusacis— + : -
fact},on wu-.h their. p:eunt pez’fom}ce and were det/ex.yéad

T t:h:lnk T will do better badauue my
parents will be on. nw back,

. I'm going to mﬁmvs m grades because =\
paranr.s will be happier and so will

< on1y aix ltudantu uwughc they adnta not ‘méasure up to ug
year 8 petfnmance and !amﬁd nkaly not do as well as they
had t.hi&,yezu:. 'J.'hesg comments were ald, based on ‘the fact af

-t.he ‘work, being more, difficult. !‘oux: children were “not %
siire: how- they iwould do. .l TR

g !':om the infomtian qiven 1n .A:hree qnestiona on

'parfomnca m;p.ctatlonu, it is quitc clau that tha mujorihy
. R i

of are, ing the tran ‘to junior High

n:huol with a vary poui xve uttitnd! about their academic

_only one qdautia}n wag dnkad\vhich au:embted to

‘aeumxna how students felt about their teachers' éxpectations,

for cham. 'l'hiu queltion ukad utudam:- if they t_lwught chuix "

4 junio: high school telqhsu would ha dlﬁfaxant ‘from those they -




“had_in &lementary school (Question 7, Appendix 1). The

reupnnses {o this quastion can be. place in si:: nntagorieu

('I'a_b].e 3).. Some children responded chat teachen will

-~ . TABLE 3. %
'STUDENT PERCEPTIONS OF
—IN JUNIOR BIGH SCHOOL' > - .

Salient Expeotat: ons of Tenciers " N
a) will axpect more academically _ v 36
b) .vi:l.!. bemore strict . .o . .0 2977 33
) will'not  be easy to get to know // 22 .24

a \ _ . ;
@ Will not be’ ditfctent ' . ¥ a3 13
e) . will be ‘less stri.r.'t‘ 8 9

£) . will tzeat you more mthz\y\' ’ o 27 -2

L

expect ore academically. Others thought that’ tlu n-ehe:P‘
kuld not get -to know them as well because’there vou:l.d bo

more students. About om-t.hi:d ‘of the children: laid tanchqtl

;d}].'bé more strict than those in grade six, a few f.houqnt
thay; would be easieér on' them, a couple 'expcctéd to be treated

more uza].y and some

no nhange in at all.
. [ -
'rha iden am teachnu would expccr. more nudnicnny

seemed bn uiqg%@ha most . xupenuau‘. 2 tly toxty p-rclnt

. fell in ﬂli‘l category. .This m.x- in 11na with what we fcund




- * 88
S S e

It 'was pomted “out there -that chxldren had qreat academic
concerns because they ‘believed the wurk an@ the testing would
get moge difficult and they would be expected t:o study much

: harder. .In answering qusstion nulnbet seven, as in- f_he last
'section, .children seermed to be taken’ up vsith the idea that
the more d&fhcult prcqram would demand more of them. 4Xn
this case forty percent of the children, when asked if teache:a
wculd be different, focused on the academic aspect nf,cheu .

/celutmnship Hith the teachers. The following student
comments demonstrate this-\ ok .

- Yes, I do because they will expect-a - . .. - ° .

lot more of you. -Théy'll expect you . _
to study harder and ‘more. i

Yes, because at (namL of school)

teachers are taught to téach easy . )
work and at the junior high school " .
they are taught to teach hard work,

Yes, -they will.give you 2608 bowpwoih e i
and hss:.gmnents.

Yds, they won't hel.p you as much, more

homework,” more school work and more ;
studying. A .

" But, over' one_—qua’rb'e’rmf‘t_he students were not
, thinking along ncadenﬁc lines. Wenty two st\:dent! expressed
concem that. their relationship with teachers. vould be
dxfferent becauue, as ‘there wquld be many more gtudents to .
qet to know, . they might not have much oppo:tunity to mix with
. teachers socially and to feel close to (-.hem.’ Theae utudants'

‘obviously were concarned with the- socinl npents ‘of schooling




_fand vere com:ezned with their ﬁrlonul relntiouhxps \ut.b um

teaching ‘state. . -

* They Wwon' t have a Lot of time to i
- spend with you, vhere there are so " '\
‘many students. )

.. I think teachers. vin be different

s because - theré are more people-and -

that means she won't.be able to be <
. wopeied about you as much as teachers
in the lmaller schonls would. = .

Proy . .

a few of this group ar:tually combs,nad lcnﬂemic and socia
.aspects. In ahtlnq that eeacha:l weuld nm: have tin\e to

* spend vith them, they xefeu‘ed o _the a8 he].pmg them

with thez\z school vo:k.

. They will be teaching so many
students, th®y won't have time
_-to help a particular student.

They won't have so much time for

you because of many more studant.l
- “to f.eac.h. *
Have more students to cope with \
and can't help you as much as g (i
teachers here. o

+ It seems as if those students were fearful that since’ teachers l
y

had to share their time among many moré students, they would
not have time for individuals and thbus less time to help them
with, academics. 2 .

Slightly more than ona-thi:d_ef the children in the
'n:udy expectaé teachers to be more strict. ’J.'hﬁ seemed aqain:
to be related to the fact that teachers would Have to behave
this way because of the qrutex n\mber of students. Teachers
would have to be £irm about homewoik and assigmments. his

was obvicml from uudnne eomem:l. .

-
.
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For example, when something has to ' -
be in, it has to be. in,  They mean
sbusiness. - . s g

"'If the project isn't in.on time you .
. don't get any marks for it.

They will besmore strict and will
make sure ydu get your work done.

The «:eachers won't be p!;;hinq you too- *
because they.think you should have -

‘your assigmuenca in en t‘ime.

Being more strict is also. tied in with the idea. bf a P
heavier académic pmgtan\. Bécause there are a lot of bigger

.children to manage and a lot of work to be done," the teacher .

| woild be more. seyious and work.oriented. Children expncted~ -

't’hiu. - “They are mostly concerned about good marks and zome
can t even take a_ joke", menning thexe uould be 11n~.1e time

fur fool!nq around.

They definitely won't tolerate a
foolishness in. class. Definitely! ’

"~ They won't allow ‘people clwmng
. around, forgetting their homework'
not listeniny and things like that. .
Very few students thought that teachers uoum be less strict.
" :
For the eight, who da.d say this, be;ng 1esu strict was tied up
with the nouon of the teacher having more students and ‘thus
woirld not have time to oheck every piece of homework, would
not check to see if hame_lssaona were copied and ‘would not -

bug them too much to’ get assignments in. ~These children

ro.
seemed to s‘ock forward to thiy situation.and figuz‘ed it would -

l

be a way to get away-with being less ntudiouu. One girl

xapo:ted,‘ "Teachers won‘t bug-you as much for your homework"




A .
e A boy gaid, "They won't care if you don't. pass in your org T
. assignment"”. :They seemed to be preparéd for the i lces

[ . that 1£ assxgments weré not in on tune they would loae marks.

Pon RIS orle. of tfgse students. saw beu.g able o .chev gum in

. ..~ some classes as an indication of the’ teacher being less strict.

She reported :::Ac-,'"swg' Eea:;hexa will be meaner. Some will

,allow you to chew guln in class while gthers don't." !

In spxte of the great emphlsls on large n\imberi of ..

students and a headjer academic ‘prograw which would probably

cause teachefs to be more ferict, twelve students indicated
- that they expectod to £ind no change’ in teachers.. A couple . ° -
‘of these responses are of interest here. Said.one boy, w6, ]
T think of it as - you've seen’one teacher then you"/é seen
the all"’ ‘afother girl said, "I don't-think ghey i1l ve
aifferent.” Teachers are teachers." And still anotfier boy

his_confidence.in the stability of teach ypes;
B " v

"No, I don't think they will be any diffezent;ﬂv-yrhmd%’”*
fo . that they arejnice just as they are here." . 7
e By way of summarizing these findings on student
perception of t[ h\:, it-is noted that child:en 8. expecta- :
tions of -teacherssare dcminat:ed by academic concerns. As
was pointed out over fort:y percent of the children falt ‘that.

y ’ teachezs wu1 expect more academically. Another:thirty

‘percent expect teachers to be more strict and, it was pointed .

out that this can be seen in relation to "qstting the work . & 5%

done", that is, with emphasis onithe _acadenis, aspects of

schogling: Taken together these two cuteqories xndicnte - B




" students teachers are required to teach each ki:y.

92

heavy-academic emphasis i‘studem:s' expectations of ¢

teachers. In addition to this concern, studéents seemed to

fear the loss of personal contact with teachers.. It was

pointed out earlier that students had a deep attachmént for'

teachers in the &lementary nchuol. Their responses ‘here |
indxcaee that many 'children feel that hhxa might not’ eentinue

in the ;umoz hth school due to t—_he latqe numbera ofs

B g N

. Parental zg'ect'aeions e \\ T o

TWO questxons were umed at finqu out ahout patental
‘expectations (Qudktmn 6 and 15 Appendxx X)) ‘Quaat_ion v_Sl
asking if they thought tHat parents! expéctations wouid be
@ifferent, tended to set children thinking-mostly along

academic lines, but a considerable number were: responding '

£rom a personal and social perspective. Eighty-nine children

cap be cg ized |

to_ this and the
- as follows: 0 : N R .
4 vtk Student. Reagnn-e- 4 m b
(2) yes,.they will be different d 76
(b) no, they will not'be. dxfferent ; 10 1.2
S o | 33

(e)* don'tknow i

Very few, only ten said tha.theit parents' sxpeccatlann wauld

not be differenc, thne said they were not Bute if they would

or would not be different, and all of'the other .students vere




. parents’ expactatmnﬂ uo\\ld ‘aiffer because of ncademcs

time for TV. -
. . ".My parents will e)pect me to work
« harder because a lot of people fail ’
. Grade VII. ‘

L studenﬁs hut parentu also expect the acarlemxc work to be T “

' sixt:ylpercent of -the utudents said their purents would expect

o pltepti’ expettations would be different, but this group '

. .did not mentidn'academics. Théybelieved. their parents

sure that such.expectations would not be thie same.  These

seventy—s].x responses ‘¢an be placed in two,categories: : i

pcadamic reasona\ (sixcy percent) ’and reasons bnied on maturicy

(twenty-four percent) . g 5 . !

A.great majority of those who said that their .

i

were not referring to the x@ea that parents: wnuld expscc

them to do better, but xathe: that parentg would expect *

then! to work and study “hatder" both -in school ‘and’ at homs. - *

Thia seemed to be elatad ‘to'the idea of ‘school work being

- more difficult in grade seven ‘and this would require more &

effort. A few examplee will illustrata-
. They will want me to Atugy‘.hardet. B

“fhey ekpect me to bring homework
home every nxght, study hard and no

Yes, 'my.parents will expect more
because of the ‘extra subjects.

My pa:ents say its a ‘higher grade fua” o H
4 ' .’its a'lot harder.

Some of the above co&ments iuggeat that not only

more diffmult in’ grade ueven. tt is little wonder thac
them to' put mnxe effort into school ‘work.

_ Over thirty pewenc of the responses snid that

% 'S B ) "

S (M



* though” demi were' xiut

would expect more of them because they are now older and °

more mature. |

They were . vaiting \mtn 1'got in!
the jupior high|school 'to be . - s
respanuble. ; . v

Yes, because y will accept the .
fact. that I'm grow

They uu.l\thi . we are mr‘e .

responsible -because we are getting

T oldet. \. ‘

I think my garents‘ expectations will

be different, |They will put me in

chdrge of thinqs I have not been in -

charge of, bofota., . . E .

An analysis of these éwenty-twu respcnses uhous that, .even

mumy of them have
academic o'ver'tones._ Dne\ girl said, "Yes; my parents'
expectptions of me wil% uhang&becau!e I am in junmr high
school and more and.more a;esponslbu;ty will be put on me
this year." smuarly, andtherqurl put it this way, "It
wiu be dxffaxent becnule t}\ey'll t.hmk you aze nore gxown .

up and they wnl expa: mrg\of you. 2
L §8 evident M that the majority of children are
coqnizant of the fact that parents will expect more of them
acaqemicuuy --more in|the sense of being'more responsible
for [their own !t;ady gn‘ (conséquent. par.fonhunce. This was

o : \ ) :
also brought out. in many of the responses in the interviews

wmx . Of the ten .

vhich stated that there

wo’:ld be no diffe | in puem:al ,, most’ seemed

t:d be from'those studant! ‘who saw themselvas wexking at the

AN
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i best of their ability and who had a fairly good understanding

of that idea with theix parents.

No because I'll be the same. I will
: be studying when I should and I'll be
i : working hard. ,

-No; because they have - confidence 1n me
i

D T . that I can go good. - /
ety ’ s (
~ . No, because they always expect me| to .
I # do my very bes
i%, Yoonite those students, there ia evidencé of quiet as¥urance i %
| H

l o "' that; "I think they Know I'm doing my beat." Thig was
AN ) evidenced in the above responses. The fmal group, that isy

those who responded "I don't know" seemed to be saying "I

L " haven't had a chance to talk to'my parents yet. I really . 1 ",

don't know." "I don £ know what my parants think." These

A\uderits held a sort of "let's wbjn; and .gee” attitude. . i

Rasponses td Questibn 15, which asked the students how ", .

PN % nthex.r parerits or family felt about their move, were divlded

I into three categories.’ Some children said "I don't krow"
t ‘(4 responses), others said that their family members were
! confident and not worried (61 responses)- about their move Co
e 8y and a third group thought that they would be concerned .'a_nd'

, worried (25 responses). Only four c}xildgan said they didn't
L .know how thei: family members felt about their move, ALl of

these four responses suggested-“that the issue had not been’
- discussed and probably would not be discussed.

i - The laxqant group “of mipcnns (nenrly sixty—eight

percent) were that family mmn.bera were confident and not' - il

I . worried. The reagons why students said this can be
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categorized as follows: .
!, . N . Student Responbes ‘™ L m
| T s
" (a) factors related to maturity . ©3s 38.8
(b) factors related to academics : . 17 1.8
. (e) are just happy - 16 - 7.7
B g
| ¥, (@ .physical aspects, - e 6 6.6
. Tte). have e brothérs or sistefs in “the school 5, 5.5
i
vt
'} ; Pacto!:s related to maturity got the hlqhest rating in che
. ‘canndent/not woiridd group: 'These cmmxen (nearly io:ty
. percent) were'saying that they belicved their parents to be
) confident about the transition because they noy saw their -
) (children as beifig' more grown up and better able to cope, ¥
” . Children were Aware of this and 'said sq in their responses. '
{ * - They think it is good and’I will . s
3 . "learn to take ‘ome -responsibility.. .
st T My family aﬁh pleased about my' move -
- because. it that.I.am grown up
and tesponslble for. things. £
v .
ey thxnk its great! They can
" hardly believe I'm finally goihg
. to junior high®school, - S
Alimost twenty’ per‘cent madg mention of adgdemics,' These',
children'believed that their parents were not worried because
5 hat. the: ] g
they’ (the children) had dohe well academically in grade Bix
¢ ! and would likely'do-the same in' grade seven. ¢
| . _' They are happy becauue they. know 1
| passed grade s
’ 7 .




I think my parents and family feel
B that I am going to do as well as I.
| & did this year because my parents
1 d have a lot of confiderie in me. s
“ . Nearly «:wem—.y percent of the students did not elaborate, they
just said they. kniew their parents were confident and that

the move would be Buccessfu* Vel:y few uusc sixp children)

= . | _based their resp Hises on physicar aspects, that is because’

the, school was near, homie Which wnuld pe!‘mlt them to.walk tO B !
school and to walk Tome Eoz l\mch. ‘a furtheﬂ five patcent- 5 .
beueved ;hat the;.r_ parents thought the ‘move, Hould be.. "

succeusful exther hecauae the chm.ld had a brother or sister

1

|

i

|

1

|

|

8| in the school who was: already successtu?. or because having
| an older sibling.in the school would'hélp the grade.seven
. student in the process of adjustment. ' . ) ol
I mokan at the group ‘of twenty—-f:.ve students.eho said e

0 : . .r that their parents were"concegned and worried, an 1nte:esting

phenomenon is xevealed. ALL but a couple of the responses - s

‘fall- into one category, which repre : about” the'

* influepces ‘from older children. ,These children felt that ' ' "w i

their parents were ekperiencing a’ feeling: of congern and

R j}fmuy mostly because, of the fact that at ‘the high school :
theTe ware many ‘older childreni There were' ‘fears uuc such -

older children might not be'a.good influence on cheu— sons

or daughters and mighbentice theln to be invs1ved in RO |

" undepirable axperiencas.- R '. e . .
| . I think my dad and mom are a little .

concerned because they probably think. - h
I might get hooked into smoking. R DPTLE




Because I'll be with teenagers. *

They feel I'm going to'bg up there = -
* with students ‘twice my age and « 5 *
almost twice as tall. :

At the high- lschool a- 1at of peaple -
'smck;

wéz'xied.begeuué of the big xms: .

“'They think thete’ ar “tpo many older
8. kids wp them.

Much eencexn was expressed ‘about the use of druqs ana the ok

* practice of smokmg. l'hus, twenty pezcent of the s\-.lidents ,
behgveg that their. pax‘enl:s wera con eznedaut chei: socml

ad]ustment. - Parenta seem w be_ worried about their cmldrens

. change of friends, the groups they wilL *hang around" with

and the expeuences they. w:.ll have. Accofdgng to many

s:udants this :eems ‘to he a vezy r_eal concern uf juru.cr hlgh

parents. several students b:ought out this 1dea in cheu

taped’ intexviews when asked: how. fheir families fsu-. about, the
move, Of tha twanty,—thxae studenta mtarviewed ahcub sxxty
percent lnade reference to this idea. ~ ' |

Extra-Curricular’ Activities *

O 1n an attempt to £ind out what interests childrens

»nadiand what activities they expe:ted co e part of at thé

juxu.ur high sghool, students were.asked "the following
quketion:” Wiat dheresovrriovlar ddiivitias will you get '\
{nvolved in? [guesuen 10; Afpandik v, Responues to this

question are divided into five cucegories as aet»out. in
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N S . : / C .
) o . Table §. As has nlteady beén po.’mt:ed ofit in this research,
) ‘ \ studams, when asked what theyenjoyed most about' their
: fomr achoal, vary often indicated sporta‘ to be oné of ﬂ\eir
high priarities.\. The fact'that a 1uge percentaqé of " ut\!&nr_l

; ey T "mar.z«z i ; i ..

N iy, SeeEl \zxpzcz-znmvo:.vmmmmmcumcmw'
Sboee it Tl ACTIVITIES mmxonumusmoon . J

Jumior High School Activities AT R
DL e epores U g e 67

e %
b) other clubl -and uctivities 5 Tooar 52 | j 4

d} ‘arts and music ‘activities e . 36 .. 40

i d) -, none/don't know : g ‘s R

L vhen asked Wy—wuld’miu, ‘said teachers and other .

- staff, was ag uin paxtf\ :e].nted to. the popularity of the

8po; ) g:m and the te-cher who “conducted h—.. It is not

luzpriling the:sfore, that vhan nsked about Iihat extra-

¥ : cuzricular ucdviuas t.hey would become involved in at_

LR their néw lchool, lixty of the ninety studentn ciug sponl.

g, en ® ’ Students, at. ehh time in the lchocl year, hlve some . . !
: hmilhri:y with the type of lportl pmgm\md: wiu be mn-,
uhl.e in the junior hlgh auhuol. sports, having bsun. !uch a’
_po-!.tlva experience in grade' six, would be, expuctad to' be a e
mnjur interest in qude seven. This h ‘avident.from t{melr ,’ k|

. comments. .. i A A
LA . ) ;




«many had had*s.\.t;ve exper

2 i = 100

The extra-curricular activities I
would like to be involved' in are
basketball; floor hockey, -indoor 4 -
B soccer and outside activities such
s aseice hockey, road hockey, baseball
and ‘soccert -

@ :
Basketball definitely. ! I-will also
‘try for the volleyball ¥eam.

‘ . " All kinds of sports-and the Canadian °

fitness award.

R /

Physical edication because Atdsmy o i
favour:n:e‘ activity. - -

Amthez. area where children ingicatea a fairly high degree
Of xnterest iS in the arts and ’I\\IS:LC actlvlties. CA t:Dtal of
$hirty-six responses feil, intn this cateqoxy unuke' the e
sports cateqnxy whiche involved ‘an’ almost equal number of boys
‘ana girls, nearly all the responses in. gms group were gu].s

’I‘hese qirls ‘had had a faix amoum—. Sf exppsure tor these

actxvxtles in grade six and it seems that, their in: rest has

continied: There ‘was' ho art group’ as ‘such in: grndé ux, but

L]
cﬁlldx‘en knew theté wnuld be ,pna in grade Beveﬂ, and sane .

ces with art poster contests

‘and other such pmjactu, some’ interebt was éscub_nsn‘ed,and

_rémaifed. It'is unually founa that, for boys vxntezas': in

" being, invol\xad.. Many of the .gi.r].s h}oke with enthuaiasm a'na :

exal:emenh.‘. i 9 _". LI o

£ hope to. be: 1nvolved in nrt.s. L.aip
a vex‘y 5Q04 dancer o

R AT




“out that they' would'have to choose with caution or under thei

-, . . 1

. _Thope to be in ‘the drama club, the s
. choir and dancing. I ehjoy that a -

lot.

A Art, ‘music, drama and things like .
N that. ' \ AN

w %
: I like'to take jazz lessons and play

an ln.!trumant in_the !chDol band.

Over ‘fifty percent of the 5tudents reported an \

interest in dther cluhs and agtivities.: These ‘clubsiincluded
the sexiens' .:xub, the stamp &lub;’ cheerieader group, baéminmn

cluh, and debatlng clu.b. :Some of these groups had hot: hsen

".. available ‘to o g;ade six anda high degree of excxtm;

and’ enthusiasm was expressed. . : -

- 'I've heard they have a stamp club,
and I might 4involved «in that,

I would 1ike\§§qha in the high

g school cheerlexders group. . .~ * - | to, o Ve

I will be in theé sevens'-club.and I £
will be‘a cheezleader if my mon\ lets ¥

me. . .

4A very xnceresting obsetvat;on that ‘can be: drawn from
these ‘responses, is ‘that the high mgurd for academics %hich
was evmeneea ‘earlier was brouqht out again in esb responses
to thq_question x:e].atinq to extx’a—cux‘ricular uctivztiea.

Many of t:he st\xdem:a, ln :esponqu to the queltion "What

extra-cu:nculn a,ctiv; :.es -will you be 1nvalvad in2" po,\.nced'
g

parents‘ dis;:ra:ian hacnun of the faah that hore ti.me would

bs needed £ar tudy. one boy \wtoce- .

1 Wil be in ‘some clubs, but not toc f g
* many 80'it qu'c interfere Mth ' o
studies.’ i :
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N A girl reported: o .

I would like to be in all extra-
curricular activities but I'll
have to study and do homework, so
I'1l choose about two.

4
Another girl said: \
« 1'1f be'in the sevens' club and ’

the cheerleaders group (if Mom lets

me) .

X B J
, By way of concluding this section, and in. looking at
i the preference for extra-curricular activities as a whole,

it seems that ‘students going into grade seven fiave a great -

desire to become involved in available activities. Of the

total of ninty responses-only five students reported that they . |

‘would not become involved in any extra-curricular activities,

.\ot‘}.h:f. they did not know what they would prefer. The ~°
remainder had some preference for either sports, the arts

. activities, or other clubs and activities. Basically, there
is a trend for more girls to steer towards the arts ”

. -activities such l.l music and drama, whereas f.ha boys seemed

¢ ‘m prefer other gxoupi; and clubs like the s club, the

Y e _debating ¢lub and so ofi. There seemed to be quité a bit of

' interest in the sevens' club, ‘including just as many girls as
boys, Interest in sports seeméd to be equally a_x'vxd.d i i
mjoriéy‘b! both boys and girls in the study expressed 3

interest in being inwlvad‘lluﬁq‘ those'lines.
* B . i




Friends

Two of the sixteen questions on expectati;ns regarding
the elementary - junior high school transition focused on
student relationships w.i'hh their friends. One of these
quegtions (Question 11,>Appendix 1) ssked students if they
thought their moving to junior high school would affect their

relationship with their fuends_. Students.were also asked

to elaborate on their reasons for their belief in t.his regard. ¢

ALL children responded to this question and .of this nunber '
eleven stated that g:l;ey were mt‘&x

the "yes" category, forty-twd fesponses fell into five
aifferent categories. In the "no” category thirty-four
responses represented two.areas.. These &lassifications. are
uhown in Table 5. : 3 i

Taking 3 closer look at the "positive” responges of

those children vho id that the new lc.llool nuld affect

their frxendshipl, we £ind that being placed in aifferent

_classes vaa a big concern. Twenty-three children £elt that

friendships would ot be the same bacause their present

clasmaces and friendl ni'ght be placed in different classes.
-meu- grnde six friends were now in three uxnuen, but in the
junio: high school they wotild be disbursed. in aiqht classes. '
B‘gg in different hluaal would p:ubnhly necessitate being
friendly with othen and I.o'-i.ng contact with "o].d" friends.
sone chilaren considored this to be a seriois matter.

re if it would or not. In
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TABLE 5 'i
i f S s
: _ EXPECTED RESULTS OF MOVE TO JUNIOR HIGH SCHOOL ¥ 1
. ON RELATIONSHIPS WITH FRIENDS 2
. Reasons forNo Change in Relationships I é
: a) will try to remain friends 39 43
; b) because of.factors related to’distance . = 5 6
: f o) other L e s 2,
; Reasons for Change in Relationships
i a). ‘won't be in same.class - ;23 ~26
| : b) will have more and new friends ‘ 8 9 ;
f 2 c) will have less time for friends 4 5
t . ./d)  ‘'some friends still in Blamentary school . 4 5
: e) other . PR .4 4
\ ) factors related to aistance [y 3 PR
, ;
e .
. 1€ will ‘be.hard because my suendu / -
will be ip different classes and I
won't get to-see them that much. o /
It will chanqe the relationship with ’
my friénds because people in yoyr™ -
‘class this year mighe not Be in 'your
} class next yeat. :
b Most of us will be in different £ S
b classes. -~
b %, s . We'will be all split up.
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Most of the twenty-three responses were of this type.
F v
Very few. students (about five percent) felt-.that N
friéndships would change because they would not have enough

time| for friends due.to the increased amount of study and

homework. d /

‘I will be in all the time domq work
:and not get a chance to play with my
frlenda

' You' don't, have much ting. for nnything
byt study. 3

More than Eout pexcent felt that Etiends would change because

they had good friends in grade five whb wWould be remaining in-

the elexﬁ'entazy—scnom. "Yes it will because my:best.friend
is in grade five." One boy figured that some of his' friends

sight not bass and \'uld remain in the elementary school.

"Yes because some of my friends might fail." Lonly three

percent felt that.the distance of their hdme from the school’

might change their friendships. For example, students wlo
nd ordinapily walked to school together felt that friend-
ships. would ch‘a_nqe if one had to stay for lunch and the

other didn't, or if one wilked to school and the other got

a drive.

N

I will be Home £or some of my lunches

* and my friends might not be home' for -
theirs. .
My friend lives farther away from the
school than, I ‘do and she will probably
walk home with someone else.

" A little more than nine percent of the respondents

"‘expected friendships to ghange, not necessarily begause of

o
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being in. different classes, because of spending more time
" studying, of remalnlng in the alemm.ary school or of .

dxstance, but because of the fact that the new uchool .would

be more peopla and that some of those could possibly become

ey friends. It was 'poxnted out earlier .that a. 1n;qe :

of were - about- malnt(gu.ng

their present. friendship groups, but feax'ad that it mighh

be difficult due ‘to- classes being split u Tha!e M:udentl
© expressed great ccm:ern ovez the peasfé:: qf lo'sinq
friends. Those nine percent who'seemed to look forward to
making. new friends appear to be those who did not have m;xy
frieids in elementary school; or who were ‘relvatively new to
the area.: fméy saw thevp.csli-.bilit'y of meeting new people as
an voppértun@:y to'make new friends: )
Looking at the students who said that going to junor
high school muld not affect their. relationship with their
Afx:iends, that is, r_hs L category in Table 5, we ﬂnd that
‘over ane-thf.rd of the nf-nety itudenf-s zespan&d to thnt effect. .
Except for a couple who aid not elaborate only . tvo cuegozxn'
were diutingu&shable in thil "no" group oz forty-six
relponus. Over !ox-t:y pe:cem: o£ theae chi].dxen were very

conﬂdem: that tRe change woul.d ot ‘affect their Eriendships

because of their ‘loyalty to each achu. This is vexy intez-
eatinq, but noe. suzpthinq because uarly adoleucanta tend *
to davalap ltmng £zhndship patterns. Such comments as "tb,
it won't because friends won't uccp hsing yout trianda
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because of the gchool.® shows this commitment to friends.

Other comments go like this: . e
No, because if they are really my

FRIENDS, we'll see each other. You

won't lose your "good" friends just

because you're not in the same class.

NG, because I will still be the’same .
and nothing will ever change me. :

My friends are life time companions.
I like my friends. .

No, because my friends will stay my
fxlenda forever.

Such comments_indicate that childxen eonsidez their

friends to be "true" friends and did not expect transition
.o affect the relationship. ' This feeling, no doubt, afforded

them a certain confidence and security about moving to a new -
< ) - g
school. The remaining five percent in the "no" group felt

that friends would mot.change duedto the\fact that, as they
] Ld t .

~1ived near each other, they would walk or drive together and,

Ln some cauas, wuuld have lunch tagethez at school.

Another question [Que:tion 14, Appendix i), also
relating to friends, asked, _"Do you think that your friends
axe pleased to move? Explain.” Responses for this question
were grouped "yes"‘ "no® and "don't kmw" A large pu:cennqe
(over \u.van:y percent of the ninety children‘who responded)
said they' thought their friends were pleased to move. Another
thirty percent said they figured friends were not pleased to move
and the other eleven percent said they did not know (reble 6).

The responses that fell within the "yes" category, R

that is, the responses of children who said that their friends




TABLE 6
. 2 L
' STUDENT PERCEPTIONS OF THEIR FRIENDS' ATTITUDES
TOWARDS MOVING TG JUNIOR HIGH SCHOOL
o ;

T 2
‘Reasons Why n—ienés Are P]!easéd'to Move N s
.a) to be involved with nev panple and 5. "
- activities 27 30
b) physical aspects | \l . ; 17 19
o) to meet new friends | . - A
.d) will feel more mature ,‘ & 7 8
e) other . ) - 4 -4
£) academics ; " ‘3 3
Reasons Why Friends Are. Not p).ease‘cl to Move
_a) fearof older chilaren ami new expenencea 14 16
b) will not be in same class p 7 8
I s
c) - other ! % -5 6
. | ] .
d). fear of aciddemics . . 4 4

will be pleased to move cdn be divided into’ five groups which

represent thair reasons for being pleased. They are: (a) to

be involved withnew peopl tivities; (b) because of
physical reasons, that 4ps structure and conditions of the

buildings 1nvul.ved or distance of home from the s::hool,

(c) to meet néew friends; (d) to ' feel ‘more grown up and mature;’
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and (f) for academic reasons (Table 6). .Of the sixty-six
children who answered "yes" only eight of those seemed to:
think their friends.were excited about meeting new friends.

.’ Yes, they want to go up i‘n the high
school to meet new friends

Seeing old friends and meeting new

‘friends. . .

They want to get up there so they
can meet’ ‘new friends too.

The relatively small- number who anéicii:ated the
Breaking .u§ of or disturbance in friendship groups is
another indication of the closeness and commitment of these
children to each other and supports the data collected by
the question which sked if the jove to junior high sehool
would affect their relationships with their friends. There
is evidence of a\degree of concern that, because of the large -
number of classruoms and children, some fnandship changes
wmight occur. One hoy saw it this way.
; Yes, friends might change because
some of my friends might find so called
_better friends at the high school.
About eight percent of the students fe].r. their friends'
moving to junior-high school would make thqn fedl more grown

up. " This relatively smau nul!\bet is understandable since most

children didnit really sae qcinq tc the junior hiqh school as

"representing the idea of being: ‘more growd up. There was

eviderice that a lot of children felt "grown " in grade six

because there, they had been’prefects, the oldest group in the ’

R

school and were given positiops of responsibility. Further,
5, 4 § :

.
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there is evidence that going to grade seven caused them to _
fear being small, the youngest, and having to start all over.

again. Clearly, then, the feeling of being grown up is not'

a big concérn at is time. One girl put it this way.

“fh's life going to kindergarten on
e«fu day.

f S
Dcwn ‘here we are leaders, up there
we will be followers. °

e
A considerably hlghex number felt that friends would

be glad to move to-the new pnrta.bles and to be finished with

the old school, with its leaks and ot_her structural

imdeq\;acies (physical aspects) .. Seventeen children made

such comments as:
They want to see our new classrooms.
They are very excited because they

are going to a different school with
lockers and cafeterial.

Again, there is an ‘indication of excitement related to the

new physical plant. Some of the comments in the "phys:.cal"

sectxon ‘had to do with distance.

Most of them will live cloae to the
school.

They will not have to walk so far.

The idea of being involved with new people and

different activities was by far the most popular reason for

friends being p].eased. to move. As has been pointéq‘out.on

several occasions, this study hias revealed a high level of

excitement related to’the transition from elementary to

junior high school. It was found that a great deal of this

/




excitement is related to the fact that students are looking
forward to being with all the new pe_ople (but not necessarily
hecarﬁinq friends) and being, involved in activities with them.
The nature of many of these activities, that is, that they
are different ltz'cmv those u:_ the Eémr'nﬁhcol,’ gives rise to X
favourable atti‘tudes and anticipation. Of the' sixty-sl’x

"yes"™ reupon.ses to the question "Do you ﬂunk 'your friends

. are Flenued to mve. Explain?" twenty-saven said- that thei.r g5

friends would®look forward to new people and activi_t_ies. .

Some are pleased about the new
uctivitiu at the junior Righ school.

@
There are new ‘experiences at that
school. .

Being involved in activities and
. other things. \

These responses may be taken to indicate the interest in
activities 1’nc1udxng “clubs and.groups. Dthér students
cnncentrated on the new people who wnuld be pmsent ud the
opportunity to< vork with them.

Because. they will meet new people. € iy ']

They want to ‘leavé because they vanr. toa
to’ be among older people.

In all of these responses there is an 'i‘nds.sytim of excitement

about ‘the ‘sense of a f with the nsition to
junior high school. - : ’
* Thirty ltudgnts felt that thelt friends werd nm:“”’

- exolted about going to junior high ‘school.’ ‘Thése "no*
responses were divided into tﬁreu groups: ' (a) fear of
\olider children and néw exp.erianéera’:‘ (b) viJ.iI. nof.‘be Ln ‘the
< . g .




same class‘as friends; (c) fear of academics (Table 6).

as is evidenced by f_ha smaller number of "mo" responses, -

-most students thought t.hexr friends were excited about the

move. This, as we shall see in the next section, cox‘ncldes =
with their. own feelings telated to the fove.  They were. . . .
generally excited as well: But some students thought chexr -t
friends would not ‘be pleased o move. Thesa thiree groups ix ; Z
the "no" categoxzy zepreseqt,thne of the most 11ke]ly concerns .
of children vhc’miq’he not be 1ug!d.ng forward to. the move:‘ .
fear of losing friends, "b'ecalme we might not be in the same
class"; fear of acddemics, "I don't think (pupil) i because
e%s siot dalig good Hese, wnd ﬁ; might ‘An up there"; and "
finally, fear of older children and new experiences, "fhey ¥
really don't want to go up there because they are afraid of
all the older people”. A ok

. >
i Student Emotions

) The Gral aspect of is an

rtant part bf their ive. »It'is ¥ , to know

how they "feel®.about their schooling. Heénce, the present

. focus on.u:a pelul.t( of three a i relating to s

emotions. We want to know what the students .feel about this 2

whole transition period as it rglates to ‘thnm persohally.

- This nection will de’al with t.ha responses cn three queltionl,

"are you excited? Why ax,uhy not?", (auunon 1,. ppenatx\l) ;
'
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1
Vit o 49, 54
l, . . X physxpal aspec&:s 23 26
: e, will be cnauenqx' i
X e E [ g
i . mqht lose frxands e N
LA ay ® 4% L
A s b) ‘nothing t0 be exclted about . - - 3¢ .
. % 5, e . %
i 3 ol ‘wor.ned ubout auademias w e 2
Lay ‘Lother . % 2, ,
N v wiu have nsv' \Lbjsct!, g:oups % 7
‘ : . and a cafeteria. " - I
'mmre nxe many, many things o do i e . e
: and’ many paople to ap . 3 te 7

~are similar to those we cited’ m the uu section as

;
g
ot
§

i
i
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w3, " 3
. "Are you worried? Why or why not?" (Question 3, Appendix 1); S
and "Are. you pleased To be moving? Why or why mot?" (Question

13, Appendix 1F. Responses for these questions are

represented in Tables 7, 8 and 9 respectively.

The fi:st question on our questlonnalre to element:ary

P, designed: to.get students' views of the level of

" their' xcitement about' going tb-the Juhior high school.

Bighty respondeiits said they were exoited abovitwie e

R ; : e %
. A_ " rémaining ten indicated that they werd nof excit’e(x about it -

S dt .all.

bemq or hot bemg “excited. !

groups:

about ;

n aome cases students ‘gave two or more reasoms for

T

Those in the"'no" category were divided into* three

(a) mqht 1cse fnenda, (b) mthing to be excu:ed

{c) worried about academgcs. The. yes'j category
represents responses g -six aifferent areas: [‘(a) different

people and acnvﬂ:ies,

(b) ‘physical aspects,

(l:)‘win be -

(f). vull feel riore mature (’L‘ahle e
[\ 1 ihere seems to bea generally high’ 1&vel of excitement
about moving to juniet high school:

Almost nin_etyj percent of

< u th atudents related that they’ were excited. This excitement’

. seened to bs centered in the pmspect of being involved with'

. new yeop).e and new actxvitnes ‘Forhy-nine smdents responded

- inthis’, nwnnar. To - illusﬂ-ate,

\.-f'

such ‘comments as . T

/i will. be meeting new paople‘ and i a
.".taking on new xalpohuih(litie b s . .

" New ‘faces’ zu;d new places’ to¥see. 1, te oy .
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pleased to move?".  ‘Also, in that question, we found that

the excitement was' _1ax§é1y related to. new people and

. activities. ' This séems o be related to a sense of
adventurs, of being with and working with new eople in new
sjtuations. It is 11ke19' that students whose ‘responsés are

. Placed ‘in thé .categcry “n: mll ‘be diallengmg » were also

- €hinking, along those shme 13768 when they made suqh

& =tatements a *

I am exclted because f the. challenge

and.all, the different faces. : 2

eanew

; A ‘néw schiol Seems 1
\ +adventure, .

-, Its going’to be a whqla new*
N expensnce for m

Impll.catlons are that thase chimren were excited about new
peuple and activities ag well. '

a fairly large numng of .children {over twenty-five

percent) ate excited abolit physical. aspects. As was pointed *

. olt earlxer, these fall into fwoomain [aréas, Mostiof the

pex'tahles an vthey were exciced ubout that.‘
¥ ‘There are lockers and ‘a cafeterxa '
there. WA T

Becaus% x'a like to, get out of. these
g 1 old portables and get a pettez
. clnssrcom. d

A’ couple of xespcneas unnce:n' {:he ideu ;hat some children
wu.l live nearer to the nnhuol and 80, would he a.bla to walk

‘to schonl and ‘not hnva :o st:ay forclunch. whan childten "

§
i




were asked if their friends were pleased to move (Question

.14, Appendix 1), we found that the responses were very

similar .to-thosé for this question, both in number and kind.
Only ten of the children said they were excited over

R o ]
the prospect "6f meeting new friends. Considering the

_evidence of strong friendship bonds which have been shown so

far, and the fact that only eight chilfiren said their frfends

"'were probably glad to be moving so that they could make new

friends, - this £1ndinq is mt surprising.- Returning to the
group who expect the move -to be chullenging, thirteen out of J
ninety said they were excited because the move would be

challenging for -them. Raapc_msea in .this category seemed to

come ifrom the more academically capable.students who felt .

that being faced with new and different experiences would be
a personal challenge. It will be sort of like an adventure.

I'm excited because it is going to N
be a.whole new expexience for me.

It's going to be. challengxng with all
the ‘new subjects. -

* It will be a cha].lenqa having new and
more of the subjects needed to completé
my education.

Some of these comments related to the challenging academics

wliereas others saw’thé whole experience, including meeting

new friends and teachers, a chalienge in itself.
only about éleven percent of the students said shdy _

were excited to mect new teachers. This is.understandable,

" because, as was shown above,. there is a rather strong sense
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of apprehension about meeting new teachers after.having been |

in the same school with many of the same teachers for seven

years. The fact that most teachers in the junior high school.’

would be men has been mentioned on several occasions. Another

ten percent were excited about feeling more grown up m the

high school. This is as expected because theze has bgen wilich: .

evidence that most chuaren, having ‘felt ‘grown up ang
responsible in grade six, are conscious of being the smallest,
the youngest and having. to Start !11 over again in grade
seven. One girl explained. H - S
Becduse now we are the ieaders. we '
are not afraid of, anyone, but up there

we will be the yo\mgeu and I will be
afraid of them (I think).

.
One question' asked.students to indicate whether or
not they were worried about the move and to give reasons for
their feelings (Question 3, Appendix 1). The thirty<two
students who said they were not worried gave sthe following
raasons for thair choige: . (a) ‘nothing to worryffhout ;
b) physical aspects; (c) still have my friénds; (4) will
do well acadenically. ‘Thé “yes" category (57 respondents)
containéd the following responses: (a) oma:yaQudems ana-
influehce; (b) academics; (c) losing friends; (d) physical
aspects; (e) }:s'achers (Table' 8). ’
It was g\}id_ent that -many children were aﬁam of the
large numbers of clder children with whom théy would ba
required to mix. fooking at the group who gaid they were

warried, fifty of /the eighty-nine responses to this questicn
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L TABLE 8

REASONS FOR BEING WORRIED ABOUT THE MOVE
' TO JUNIOR HIGH SCHOOL

Reasens for Being Worried

a)
b)
c)
d)
e)

£)

W{tudentl and influence

academics
losing friends
i:hy‘sical aspects
teachers

other ' s

Reasons for Not Being Worried

a)
b)
c)

a)

nothing to vorry sbout
physical aspects

will still have my friends
will do well academically

50
13
13
1
10

20

13-

22
14,

®

said their worry was due to the older students in the. school.

This is a significantly high number and indicates that,

whereas there is a high degree of ‘excitement about going to

high $chool, (Question 1, Al.ﬂpendix 1)'“23 is an even greater

degree of worry. An examination of these comments indic’ate_

't-h.t: many -:iludnn are worried about,new experiences in

’

%
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which they might be influenced by clder children. Smoking
and the use of drugs were mentioned on sevéral occasions..

. I am worried about the drugs the
teenagers sell to younger people.

The older students try to get you
into trouble up there.

I'm worried because of clgarettes
up there.

I.am worried I might go hanging_
around with the wrong gang.

I am worried about the people I
socialize with because mom says
not to géet in-with the wrong crowd. -

Because .the high school is one of
e worst rackets with drugs and
smoking in Newfoundland.

on" ‘them or beat them up.

Kids might pick on me, and I heard
people say you might get’beaten up b
the

em. - \
T 4m worried be_caune of all the big -
kias. ° »
) “Thirteen childrep said they were worried about A
academics. This is a reasonable number because there would
.certainly be some children going to juiior high school,

having barely met the requirements £6r grade séven. Such

. children would'probably be concerned about their performance

in the grade seven program. Of caurae, even d:oae with good
dcademic records might alsg worry about how they will paffam

in junior high sehool."

O S S e o A b L5




However, most of the worries that were pointed out
were related to the idea of having exams at mid-term and at
the end of the year. This is a different system of

evaluation' from what they had been used to having at the

R elementary school. Such comments as, “I am worried because

We will be having exams for the first time" are Fairly
commior, responses, But, in spite of the fact that these
students ‘expressed vorries about acadenics, there is still
a pcaitwe attitude towards the academic progtam. As noted

in the first section of this chapter, a. large percentaqe of L

studepcg contributed their "gdod year" at the elementary.
school to the ‘fact that they had done well academically. In
talking about.their expected personal academic performahce in

grade seven, as.presented in the above discusgicn on study

and , students to be extremely confident

and ex:n:husiastic. .
Mnte than fourteen percent of those respond:.nq were

worried about’ los:mg friends. ‘ This ‘is consistent with the

srnaings da has above ‘section on Friends. There, we found

‘tha& nearly fifty;percent of the children thought that the

new school em}ir‘onment would affect thai:'telitionship with

their friends, and they were concerned about it. This éencem

was largely due to beyi} different classes and t-_he facr_

that »_Old fnend's miqtl meet up with new friends. This qirl %

was not alone in stating: . : “
I an afraid that all of my ffiehds
will be in differert‘'classes than : - 4 iy
I wi . N .




3 d 121

Rou@{gly, an e numbax of students had concerns
about the new teachers or ?‘.he physical aspects of the
building. With regards to teachers, one girl said, "I think
the teachers willbe kind of mean and I might not be able
to adjx/lsé.% I don't know any of the teachers that I might
get.t éoncems‘ahou: the building itself had to do with
size and the possibility of gettmq lost and confused. “I
feel I will get lost at 13;“ five times the first week',
said one girl. "I don't know where all the rooms are", or
"It's a big schoal and I'm not familiaf with it", ‘said -
others. . !

) 'xhé other éne-third of, the students (32 respondents)
said they were not worried about the transitioh. - Most of
these simply stated that there vwas\- nothing to worry about,
and thirteen students cited reasons relatéd to the fact that

the school is in the.nei (physical .. Such

comments went like this:

I'm hot all that worried because I ’ !
know a. lot of ypeople there. .

“Bécause I have an older brother in
grade twelve and he will give me a

lot of help, . R o~

It's right near our house. '

" Many of the comments in thiu group seem to be b‘;.d on “the

fact that since the .Jnew school would be in their present

rieighbourhood, they would be familiar, at.least, with the

* exterior surroundings, even though many had not been inside the

building. Also, many students in addition to knowing other
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students already there, had brothers or sisters attending /ﬂ\
the school. This afforded them a sense of security and cut
down on worry. Obviously this is a very significant factor
and it seems likely that if the new school had been located
in a vdifferent ne‘ighbourhmd the level of students' worry,
even thoug}; ‘alteady high, would likely be consi_de:ahly
higher. )

A final question on student emotions wag stated-as
follows: "Are you p).ea;zed to be moving? ‘Why or why not?"

Responses to this question (Question 13, Appendix 1) were at-

first _into two ies: "No"/"Not Sure" and

"Yes". Ninety students responded to this inquiry and :evex’tr"
said they were pleased to be moving., Those "yes".responses

were then divided into six categories. The "no" responses

were placed in four categories (Table 9).

Looking more closely gt the "yes" category, generally,
students said they were pleased to be moving because ‘they were
look.ing forward to Weing with different people and being
involved in different activities. This is consistent with '
what we found in Question 1. In that question over fifty
HeEGETE OFIHe: CRLIAYEH WeEs EXGLEed BedAIHS OL LHE ProRpEsE
of xﬂw people and activities. It wn. pointed out earlier

that the el y School’ in tion did have a considerabl

number of activities in which children were involved, and

children did indicate in responses to'Question 2 that they

would miss such activ’itie:. The high dégree of enthusiasm g

it




~ TABLE 9

REASONS FOR BEING PLEASED ABOUT EXPECTED.
’ MQVE TO JUNIOR HIGH SCHOOL

Reasons for’ Eeing Pleased N %

a) dlffetent people ‘and activities 38 42

b) ' physical aspects ©o24 27

c) will be challenging * : Lo Mre 21 -
d) feel more mature . o too 19

) will make new Friends 3 9 T 10

_f) Other < : 5 6
g)"me"at new teachers and staff " Sa

Reasons for Not Being Pleased =

a) fear of new people, influence and

experiences ) 10 1
‘b) physical aspects 3. 10
-) " will miss teachers Lo ' 8 9
& will miss friends . 6 7
e) academics , . 0 0
regarding people and activities in grale seven can probably .

be explained by the fact that students were aware of many

new clubs and activities which would be available to them
in junior high. A large number of the students eiéher had

friends or siblings attending the school and vere well




© were not looking fn;va’;a ko it.

" experience at the.elementary school

versed on what went on therey, The junior high school .

undoubtedly offered more and different types of activities
) -~
which those grade six studenty aspired to. High on the-

. - i}
prference lidt, -as we saw earlier, is the Sevens' Club.
Such comments were commonplace:

There will be more clubs and i S
sports to be involved in. .

To g in extra-curricular ﬂ

activitxes that'we don't have hel:e.

Again, as we Eeund in respanses to question)mmber
one in this'section, only ‘a smau number said they were
especially Iookinq' forward to maeting new fx‘iends._ Whereas
the excitement of being with new péople seemed to run high,
there is evidence that the majority of students did not
expect to finge their friendship patterns; at least they

More -than blenty percent ‘thought that gx'ade seven wuld
be chauenging. This ties in with’ t.hexl— responses to t'_he~ .
question of whether they are excited about .going to junior

high school. As was pointed out then, these responses seem. =g

to come from who \had had 1

nd_were x‘k}g for

further challenge. One boy put, it thil way:

I ,am pleased to be moving becauge. YRS
I went through elementa!

z
B
ga!
e
3
25

I
-
"
)
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a

£,
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o
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to. high school means new challenge.

“ Slightly more than ¢hat humber were pleased to be




is similar to our findings-in Question 1, and as has been
pointed out earlier, refers to hanaw portables which were
being attached to the high school. This was necessary
because of the Beginning of the reorganized high school
program which necessitated that children remain in high
school one ‘year longer to do grade twelve. Thus, new 2
portables were added to the schodl for the ihcoming grade
seven classes. These new portables were egpe[cted to be
quite a coneru: tvom «—_he old portables on their elementary
school wheze.t.}my haa utudx.ed in grade five and six, and
thus added to the dsq:ee Df_enghus@nm surrounding the
transfer.

Whexeuvs, in xespon'ies to the quelti‘on, ‘"Are you
excited?”, (Question 1, Appendix 1) only ten children said
that they were not excited, in the responses to the question,

t
'Are you pleased to be moving?" (Duen:lon 13, Append:.x 1),

2 tvxce as many children said they were mt pleued or that

they were not sure if they were pleased or not. The response
of one student will indigdte some of the indecision amongst
students. He wrote: "I am sot sure 1E. T an gleaned bo be
moving becaul’a I don't )‘mow what it will be l}ke.' Such -
responsde probably suggest that éven though, as evidenced
thius far, there is a high degree of excitement about_moving
m' -grade seveén and the new school, there is also a éeqree of
upprehenaion brought on by not knowing what to expect in the

new nchool. These chud.ren are flcinq a lotyof unknowns and
[

|
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this could explain the twenty-two percent response of "no"

" to the question of-whether or not they were pleased to be

moving to the junior high school.. A close look at these "mo"

responsps reveals that children are not pleased to be moving

because they expect fo miss either teachers’, friends or the
building. These responses can'be viewed as indicating that -
. children would be apprehensive and cautious of new teachérs,

friends and the new school. As indicated by one girl, M

“Everything will be different and I'm so_used to this school™. ~ Y

- o 3
It seems that students in this group are simply expressing a
fear of the unknown rather than having a dread of,or dislike

for, any specific aspect of the junior high transition.
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. . .. CHAPTER IV =

©  STUDENT EXPERIENCES IN JUNIOR HIGH SCBDOLr\

Chapta! three £ocused on-student expectations of

'what j\uu.or mgh school would e like for thed Fhe present

chapter deuls Hith student experiences in juni'

2 hxgh schoe:l.
The experiences whioh clu.ldren have in thefx new school, as
' reveaded in this ‘study, can be’ analyzad by fncuninq on

student pexc:ptionl <of: (—FF ntudy and psrfomance expexi-

. ancei} (2) teucher expectatxon (3) parental expectations;

(4) extn—cuzxiculu: actiutxas, (s) fxiends- and (6) studzrit

emotions. A detaued description of studem: pexceptmna of
theu actual gxperlences in grada seven is pze:anted here.
< Before addreninq each of the above topics, it is necessazy.

I ' .r.o 1oox ‘at studant attxt\xdea regarding their Lenvmg the
elenentary lchool and their overall’impressiom of their
‘first year in the: *junior high uchcol. Their smpresnnns are

‘discussed. in relation to their feelinqs -hour, leaving. tha ‘:

. " elementnty school. | v E

- teay ) e

En xﬂgcguu«schgu g T R e

‘i’nrca of the. quentions on; h\ha grade levan quution-—

rpnxra attcmpe-d to t# ltudent-‘ feelinqr regarding their -,

i axperiancu in the new school :~as compared wir,h those .of,

the elmnca!y lehool.. One ot‘ thqle,;;uuﬂ.on'n' (Quaa_tion 2,
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e : LTABLE 10, . g g
O vt sauzewt FEATURES OF, BLWN’I‘ARY AND JUNIOR HIGH SCHOOL AS, IDENTIFIED BY s’nmx)u‘s
- _9::1?: of of Junior muom Tor-Havin
efenta . High School- a*Good:Xear xn Juniot . o
- School Hilled . Enjoyed High Schoo]. s . N
g . e 7 e R L o g
&=
togg J
- 35 s <
40 -
30 ik
j 11
* . People and other ~ . %o a” s
activities . . . "19. 21 8
Physical aspects 1517, . I, ©
" other a o4, . o 2
v nothing L S g o : - .

liﬂ "no". + !

In answen.nq Oueltion 16, 73 tespondant- said "yes" and 5

'Smce sevéral students qave more ithan -one reason for anjbylng -,cheol “for having a good
year-in school, and several have “identified fore tha ;thing they will miss about
school, the total number of responses ‘in -each of these natnqoxhl 4s more than 90, *

‘that is, - f_he total- nuanr of ltudann in oux, sample. ” " &

**These percentages’ am bascd on the toul. number Ln the. sample (90) r_uthaz than of the /
total number of-responses, which, as.identified before, is more than 90." For these
" reasons, totals )lave been omitted from this “and '\.Iblaqlllnt tub}- in thi- analysis,’ 5

Note 3
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; M 5
Appendix 2) asked what they missed about the elementary

" school. Two questions (Questions 12 and 16, Appendix 2)

asked them to think back over their grade seven year and

elabolate on it in terms of what experiences they deemed to

ibe worthwhile or enjoyable for them. The classifications

of resycnsas for Questions 2 and 16 are presem:ed in Table

10, and ser Question 12 they are listed .in Tables lo\&é;/
Lookinq first at Question 2 which uks what they hi I

missed about their ‘previous school, over sixty percent of

‘the students said they had ﬁxilnﬁ teachers and othe;' staff.

Their copments include the Eonu‘wing-
I think what I v e ‘most are the -
women teachers; all the subjects I have
this year, men’are teachers.
I have missed gome of the teachers.

‘The thing.. ‘T missed from the previous school
are the teachers. .

. . TABLE 11
ans1:\' N, R ™ SCHOOL

Pea‘tu‘re_l'nea.at mjoys§ by Students .. . N ' Al

2) ‘academics | v ¢ .t U s
“b) ethex paople and activities ) : 24 27
&1 Taachere and ‘othéristatt | . 1z 13
ar physical aspects L 10 2y
‘@)’ school rules L 3 ' L 1P 3‘
_£) nothing :‘7 . . ) oeh 2

q) cnncd.:l.au.on of act!.vh:!.e- - o 0
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Some children, looking back over their relationship with g
teachers throughout the primary and elementary grades, '
expressed their attachment to them.

have missed some of the teachers because
have known them since kindergarten.

A

I feel that the teachers had a little more
time to spend with us.

I miss my old teachers. I knew all of them

and could chat with them. & /‘*y‘

Even children who said they had not missed anything, admitted

missing-teachers somewhat. Ohe boy sai

Nothing regfly because it's the same up here
as it was down there, except thé teachers.
The teachers in my old school were wonderful
and kind but ‘up here they have tq be more
strict. .
. =
As was pointed out in the last chapter, such an attachment
to teachers is understandable due to the fact that most of
these children had spent seven years in their elementary
school and had known any 'of those teachers for that period.
Only ten of the responses to this“Guestion indicated ).
that &\ey had missed friends. Not only in relation to this

question, but from the responses in other areas as well, the

-majority.of children seemed to be happy to be making new

friends in g!'ade seven .and the fact that.-old friendship

- groups were eften breaking up did not seen to bother them

much. This idea will bé taken up in the next chaptér. :
The fifteen children who said they missed acadenics

were generally referring to the fact that.the academic

program was easier in grade-six and they enjoyed not having

'to do exams' in the elementary school. One girl reported:

i
|
l
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e/ thing I miss most is having easy work.
n this school the work is much harder. -

Another girl said: ; g

' I have missed t‘ha easy tests because here you
have hard tests and exams.

And a boy ‘saw it this way:

I have missed the lawer a:nount of homework, ‘7
tests and assignments given. ¥
No chiiargn said they missed sports because at the =
junior high school the sports p)oqvnm was varied enough to £ 3
lcaeat'ta the ne £ all children and thus they were able to ;
be i_x}wolvedbéinq they pzafer_xad. over twenty percent 3 i

repurtéd milling other people and activities. These "people”
referred to often meant, not teachers or other staff, but
rather other students.inrthe school, who were not' really '
friends, but with whom they associated in varioi;s .school
activities. The "activities" referred to here often implied

‘co—m,ln

those groups or clubs which were absent.or not 2
junior high school. One boy said;

I have missed the times.we went swimming or
“skating.

Anothe: reported:

I have missed all the after school activities
and{elp g the teachers.

Other comment: ude:

Ca
I hsvc mhud helping to make dhplaya

and, ’ ¢ ‘ 4 E
I liked all the times we went places on the
bus. . ‘ o
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In many instances such activities were those more appropriate

for elementary school and were not now part of the program.’
Students seennd genaraily ke be expressing o sentimental
feeling towards. "things we used to do".

As was pointed out earlier, of the fifteen who said
they missed physical.aspects, the majority of them were .
referring to the. smaller size ‘of ‘the building or the con- - .
venience of beinq near thE elementary school and not that
they actually "llked" the building itself. _'I'he!e seems_tu be
no real attraction to ‘the physical structure of. the ele-.
mentary — Referring to the location or the size of the
school students Eaid. 2 - % *

I missed going home for lunch at lunch time,
because here it is far away from the school,

and, . S

Our school was-big, -but not this big, I
like being in a smaller school.

Our grade seven data also revéaled that children
actually-feel more mature in junior high school than they had
‘expected to feel. " Tt was reported in the' st chapter that
children generally felt mature ih grade six becaiise they were
the oldest children in the school and weére placed in positions

of responsibility Iike being corfidor prefécts, bus and .

canteen prefects, and were aften left with responsibilxty fo! /

yo\mqe: ‘children. Purther, the g:ade six students did not/

expect to feel mture in grade seven. However, this was no:

the, case. Only about ten percent of grade seven students
reported that they missed feeling mature. These grade seven
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students, generally did not miss feeling mature, because
9 " .

they did, in fact, feel mature in grade seven. This was not
due to being the oldest students in the school, or being
Sivin extea responsibilities around the schpol, but somehow
or other, being in junior high school made them feel more
mature and more grown up. This idea will be further dis-
cussed in chaptér-five.

* Interestingly, more than ten percent of the grade
seven students theu‘g.ht they haq-migsea nothing &bout the
elementary schodl. These children, according to their com-

‘ ments, seemed to be either very happy to be among older
children and to feel grown up; -

I have missed nothing, because there is nothing
to miss. I only enjoy my new school.

or, had had'a bad experience in élemenfary school and were
glad to'get away from it as is the case with these girls.

Absolutely nothingl!! Especially certain
teachers.

No, I certainly don't miss nothing about that
place.

one of the quelcions asked the children what they
enjoyed most and what they léast enjoyed at the junior high
school .(Question 12, Appendix 2). 'The responses to the first

. part of the quen:xnn vere dxv1ded into nine cuteqcries (Table

10 an nnalyl s ot grade six data,revealed that children

thuuqht they uould be upset about’ hlvinq to be ueparated from
some of their Eziendl in junior high school. By contrast,

_over forty percent of the grade seven students reported that




and, still another boy said, -

they enjoyed making new friends. There seemed to be a
certain excitement about being able to be with students from
other elementary sehools whom they had known ‘through activi-
ties outside of thelr elementary‘school; for example, youth
groups or sports teams. They were Sble to enlarge"their
circle of friends and appeared to be not overly concerned
about being separated from ffiends they haa known the pre-
vi;ﬁs year. Two girls repofted:

«; .+ I am enjoying all the new friends I am’
naking, ) ) ; s
and,

What I am enjoyiny most is being” able to have 7/
a-lot of new friends.

Some children commented that they had friends in ti\g higher
grades and were glad to be near them. One of -them responded:

I am glad tD be H).th my friends in the higher
grades’

With regards to feeling mature nearly forty percent
related that what they enjoyed most about junior high school
was having a'feeling of maturity. One girl reported;

_+ I am enjoying the way théy treat you up' here.

A‘.'boy seemed to enjoy the extra responsibility as he wrote:
- 1 am enjoying being .:given' some resgonsihility,. )
I am énjoying being given more privileges.:

Children's positive feelings about the' hew portable
classroomu for grade .seven were evidenced in this data.’
Nea;ly twenty-five percent repcxted enjoying the building.

This, as was pointed out before, was expected, since students
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genePally disliked many physical aspects of the elementary
school aid, more importantly, were looking forward to the
new portables at the junior high school.

I like the cafeteria most:

I like the new classrooms and desks.

I love the new portables.
Some children indicated their preference for the class
scheduling and other ‘aspects of the junior high sn\r{ol such

.
as the cafeteria or the lockers. N

The lockers are just great! b

I like the cafeteria most.
" I enjoy moving from class to class. "

" Just_over fifteen percent of students reported having
'enjx;ye@ people and other activities. ‘There seems to-.be a
certain amount pf excitement about being with so many students,
especially older students, but, as will be brought out in
other sections of this analysis, there is alse a certain
agE) OF abprehension. The activities referred to generally
.Ainclude clubs such as the Sevens' Club; the Stamp Club and
“the Badminton Club Which were not available to students in ‘
grade six. A great.deal of interest was expressed concerning
these. A substantial number of grade sevén students reported
having enjojed the sports program. More than one-third of '
thie Féspondents GLted sports as their greatest source of
enjoyment. 'This, along with other data in this study, indi-
cate a high level of interest in spgrys and undoubtedly shows
that student involvement in sports activities affords them a
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great deal of satisfaction.

n T S
=

Only seven students reported having enjoyed teachers
and other staff. This is -due to the fact that compared with
elementary school, chudxené not really had time to get
to know teachers and staff as well. Couple.d with this is the
idea that Ghildren in primary and elementary school tend to
} Y form p‘louer relationships with teachers. This is probably
because they spend more time with one teacher due to the relative
1 absence of subject teaching which. is more common in junior
high school. It is probably also a factor of the children's
age and maturity, in which cise, beginning with juhior high -
school, there is a gradual breaking away in the close teacher-' <
stiderit Felaticaahip cokess 15 PEIRALY Al leaeRtazy school..

Following along the same line is the category of
academics. Only about ten percent said they actuqlly enjoyed
academics in grade seven. This relatively 1w number cam'be
partly explained by the fact that children generally saw
academjcs as being more difficult especially since it involved
exans, which appears to be a distasteful area for junior high
students (evidenced in other areas of the responses to the
questionnaire). Those who said they enjoyed academics gener- -

ally said so because they did well in their courses and would

- probably e the top -academic in the. grade.

-’

I lo%e getting good marks and all my.
marks are good. . g
What I have enjoyed most is being a top
student. -
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Many students, it seems, regard academics as a 7

| g necessary evil, and could not say they really enjoyed it
| unless of course they were exceptinnuuy-qood in that area.
: Most children, as has been pointed out in this section, seem
i ) * .toiget more enjoysent cut of sports, clubs and just hanging

around with friends.

The second part of Question 12 asked the's\udents -
what they enjoyed least about the juniot high school\, These
zespoﬁsés‘re divided into seven categories as set out\in i
Tahle 11. A substantially large number (nearly £ifty—five
percent). repdrted having disliked academic¥. The comments
regarding the dislikes seemed to focus'on either a dislike [ :
for one particular subject such as: * . L

I dislike the French Cla!!.

I am not enjoyan Math. L =

What I least enjoy is Health and Religion,

or, a dislike for the increase in the amount of work expected

H
which include comments such as these: . \
I least enjoy the hard work.

The tHing I enjoy least is when I get a low )
mark on-a hard test.. %

We don't have as much fun,' but nore vork.’ N
I don't like all the studying. . 5§
or,a @islike of coratiastaatd ex&\ur} g
I dislike exams.
What I am least enjoying is exams. : N o

v 5N o
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Given this type'of response to the aca.demics it seems evi-
dent that most children see academiés as a very importantr
but sometimes urpleasant aspect of school life. Their dis-
satisfaction with an increase in work is expected and the
number of complaining students {s undoubtedly higher due to
the introduction of mid-year .and f£inal exulls,) vhich 1s a
method of evaluation students had not been famillar with.
Tagre seems to be a high degree of dislike for, and fear of ,
such sxaminations at the grade seven 1eve1.

only exrght students reported-a dislike for  physical
aspécts and nost of these were related tothe distance'of their
home from the school. sw’é\ chudz‘:en complained about having -
a longer wall! or having to stay.for lunch or having t; use
the bus. There were no complaints about the physical aspects
of the building kitself'. As will be seen throughbut this
research, -there seems to be fairly positive attitudes to the

physical plant, especially -the new portables which housed the

eith. classes of grade seven ltudent!.

A fu:f_her look at othe: categerx.es shows that elueze
were very few can\plum-.u ubout uchoel rules. Children seemed
to feel that, in some respects, rules were more relaxed than
in elementafy school. One important factor here is their

having permission to_chew ggn a8 was evidenced by these two
boys: . ’ ’ &

Yeah',‘her_e some teachers let you chew gum,
) : _—

and, ! ¥ £ .

The teachers don't have the rule about :gum.’
_Some ‘teachers let you chew it
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Tvelve students reported not having enjoyed teachers and
cilier ataf®. Wost of thass' Gammsnts Bad académic overtones
and such students seemed to blame the teacherp for the fact
that they were expected to work harder. One Pirl said:

The least I am enjoying is having work and
. having the teachers yell at you. \

o A boy datas ‘ | \
: ; . |

What 1 am enjoying least is a few subfjects
and a few teachers,

’  and another child 'reported:

~

v

What I am enjdying least i detention \fox '

homework and Mr. . )
S o=

Mith regards to the category "people ;.e‘.a other

A activities®, twenty-four children said they disliked this
aspect of their school year. Most of the comments are along

this line. T &

I don't enjoy seeing people smoke.

What I-am enjoying least is a few people
I've met are always locking for trouble.

H : SI'm not enjoying the drugs and smoking
1 that's going on.

When xenpondinq to this question such chudmn‘ were not
thinking aboue organized acuvu:ies as such but ‘geherally
about the older children and the various undesirable activi-
ties sone of them were involved in. “As will be evidenced in
other parts of this study, this idea was very prevalent in
the minds of these young grade seven students. /A would be

‘expected, a cn\luof students were cunpl.etaly satisfied with

their grade seven year and everythinq connected with it.

- p 8 & -

U ————
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There was nothing which those children,did not enjoy. These
comments will demonstrate. ’ -
I am enjoying €Ne 'hole’ school.
T just love being here. .
question in this section (Question 16, Appendix 2)

drew responses which fit into the same categories asQués-

,tions 1 add 12 and was again dizectad at having children

evaliate their first year of the junior high s‘cheol. They
were asked to explain why they did or did not havq a good

year in grlde seven. Seventy-three stulents said’ they had

had a good year and fifteen said it had not been good for them
(Table 10). When children were asked to evaluate their ssbgoi
year, a large number (forty percent) were thinking in terms

of academics. In other words, it had been a good year for '

them if they had experienced a good year académically. Of

the fifteen stfidents who said they did not have a good year,
several based their reasons on having done poorly academi-~

-
cally. Such responses are commen.

No, because I did not ltuﬂy enough and that
will cause me to fail.

No, because I know I could do better if

I tried, but I don't think I'm-going to
pass. -

No, I don't 11ke any subjects, any teachers
and thare is too much work to do.

T do not think I had’a good year, because
©  they gave too much work for us to start of
with.
Others based their reasons on their dislike for older childfn
in the a;hool. -Many children expressed fear'of Béinq,mért.by

E '
3
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a favourable attitude-towards teachers because teachers are
so-closely involved with' them in their académic progress.

" In ‘some responses teachers and staff#Mfre directly mentioned
in relation to academics. One girl said:

)

- ' *Yes, because I have a wonderful teacher
- who makés work really easy.

Another girl's comment went 11ke this: .

Yes, becduse I have a good teacher who helps
me Get good ‘grades. .

In other commenta the likinq Eor teachers was connected with
various activities that teachex‘s organized for students.

Yes, because I have got involved with many
activities with the teachers.

The téachers are involved with us a lot. !

over orfe-third of the respondents said.they had a-
good year because they had felt more mgtu:e. ’ The responses
Ain tlfuls category siggest that'students had' different ‘reasons

-
£or feeling mature.  Some were thinking in terms of bemg
able o take more, responsibxhty.‘ ! B
Yes, because I have adjusted well, I am with
more students and I have moré responsibility.

t::’j?):e thinkan along the lines nf feelinq more inaepend—
nd self-nu(ﬁcient. v s - ! L -

Yes, because ‘it is £un to be a teenagar and
yuur parent's let you stay up later.

e o .
. As vas found in comments on Questian 12, fziends were

. given a. high tatihg.‘ Mau than one-third hnd a qood year in
grade seven because ot friends. Conments axe n‘ two types. .

There are those vho enioyed thej.r friundl, puticularly

their "Dlﬂ"(fziends. ST g oY Yy P




Just z\r’uidezed to be average.

them or of being influenced-by them to get involved)in, as
one girl said} "older boy things". This girl was referring .
to smoking and other undesirable beh.nvioux.u. .

2 The thirty-six grade seven students who uid‘tl;ey .
had a qood year because of acadmi:s' made” some interesting
comments. mu aquin u evxdence of a high teqard for

academics, not only by the top students bnt by ‘some who are
t Yes, I'feel I had a gdod year in this
LA school bec'uuae my gzades are still average.

Yes, hacnuue it hak shown me that I have to 5
study te gat through this school. “

Yes, because I am getting the same marks
as I got last year. :

AVeﬁge 3

'Yea&ecauu 1 still ‘have an ‘A
‘Even, though very"few stndents repox‘tad having ‘enjoyed
teachers most, nearly twenty percent said that ‘they had a

® go0a year because of teachers uia other staff.. The number of

responses favoyring seachers a_@ statf is rather low, but?,

“this is understandable.when one locks at wiat cneh najoney of

students reported ms being enjoyed most., Friends, physjcal

y "upecta, sports, people and\her activities were often cited

.as being mol'r. enjoyed. In thin rglpect. studentl prnbably

saw, teacheu as ‘being partly relponsibls for much of, -the

& anjoymexw. cnnnmed with. some’ of theae aatlviﬂan, .and thus

“saw .no need toymention them separutely. Sun\e of them were

prompped.to say that their good: year was partly due to
beachers and staff. The fact that a large percentage had

lnid f.hnt :hair qood year was dua to academics would indicate
' Sa ity ot T g o
2
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‘people and other activities. As was evidenced earlier in

- 143 o
Yes, because I still have my friends,
and, " B \

Yes, me and , are still best fxiends,
just like last year,

then there are those who enjoyed having new friends.

1 have had a.good year because I Have.a
lot ‘gore friends now, )

and, -

Yes, because .of all the new friends'I made.
This making” of new friends seemed to be very important to
the ltudedts. In fact, a large number of children spaciﬂ-
cally mentioned makan ‘new Eriends completely or addinq new
friends to their already eatablished group.”, o
2 Before concluding this discussionion: the responses < —
to mg' question which asked if they felt they had a good year
in grade seven, one other category deserves ment!.‘orfr only

seven students reported having had a good yéar because of

this chapter, some children disliked certain behavidurs 6f the
older children and the low number in th‘l“s category refers mot .

%0 much to the activities but to older children in the school.. -
This idea cah be clariﬂad somewhat by‘ thinking again nbout
e "no" category for this question. gxtteén children said

they'did pot have a good year at the junior high schooli The
reasons for this are ‘no'\: lirlt‘d in the table.but they can be
categorized-as !allowsx ‘(;)' aia not havﬁ\qﬂod year because’ .,

of academics, and (b) did nuc have.a good.year because of

people and other lctivltial. ona nlght assume that children’ <




1

who are not doing well academically would have a feeling of

R

.
dissatisfaction and would consequently say they had a poor

year. Two boys, no doubt, spoke for all who felt this way, 4
It was a bad year. I think I'll fail,

and,

' : = I didn't have a good year. I did bad.

The majority of responses, however, were related to the ‘

. presence of older children in the school. Several of the

: . ; .
grade seven students said they did not approve of the behav- .

jour of some older children. o
T @'t like all gge smoking and drugs _ )
was a cornon theme in theése responses. Others voiced some
" concern about ‘being.a little scared of them.

; () .
Some of them.act right big and might beat
us up, »*

may-be taken to represent these concerns. . This idea further
‘explains why only seven students actually said that they had
a good year because of people and.other ‘activities. It was

: not the activities they were complaining about. For, as was

evidenced earlier, children quite enjoyed the various clubs.
and activities but there was a certain amount of discontent
oy because of being among so ‘many older children, sspecially
] _ since many of those children were from five to seven years
older than the fﬂda seven students.. ro:_ams children,
e

tr!e:é is evide that this was a frightening axperienéa. ‘e

. .




Study and Performance Experiences

L4
In an’effort to understand how they saw their study

" ‘and performance experiences at the grade seven levél, stu-

dents were asked €o respond to three questions (Questions
5, 8 and 9, Appendix 2). These questions were directed at
getting responses regarding:

~
are required

(a) "dif in the'yay

’

(b) how students felt they were doing in their

to study in grade ‘seven as compared with -

that of grade six,

various courses,
(c) if students thought that they were doing
better than, worse than or about ‘the same
as last yeay.
It was found thz all but two students felt®there was

«a difference in the way they were required to study. Their

1 ions for ‘this di were arranged in five cate-
gories as ‘follows: * ® C ' .
" Student Responses P (N (&)
() ‘GetidoL Work La/NAvasE and requires more study 73 .8l
" (b) an more mature and should be capable of more 36 40
(c) have mere teachers, hooks and courses 35 395
L@ pave o zite e¥ams andimore kests ) " 19 21
‘(e) more homework . : 19 21

Looking firn. at the cataqory 'suhocl work is harder and

gequiras n\ore n:udy"

“was so. About elghty percent Eo\lnd that they act:unly did .

over eiqhty _percent admitted thnt this’
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have to study more in grade seven than they did in grade six.
This is an indication of the increased pressure of the’

academic program as indicated by these ccmments:
~
Definitely, in grade six we studied only
what we had to

Yes, you have to pay more attention in class
and you have’to study every night if you want
to do good in your tests and exams.

.
Last year I didn't study, this year I have
to study oryfail.

With regards to the category of exams and more tests, it is

surprising that only slightly over twenty'percent actually
o

__mentioned exams. This does not indicate, however, a low

concern about: exams in grade seven. -One can assume that since

the category "school work is more difficult and requires more

study™ s so large, many of the students simply aired their
views about the academic program without actnally mentioning
exams, and that when eighty percent of the students said the
program was more dem(an‘dinq on them, they actually were
including thé idea of exams. Generally, then, with about
twenty percent of grade seven students mentionihg exams and
another eighty, percent saying that the work is more Jifficult
and requires more effort, we can conclude that students do
view the academic-program at the junior hiqy 1eve1 as being
both more deganding than that of the elementary school ang
also more :\|

put it thi:s wa!

Yes, becausg you have more exans and more

tests.

emahding than ‘they had expected it to be. One qirl,
T " s *




.And finally, a boy reported:

‘Another said:

There are more tests in a week up here
than there are in two weeks at the other
school.

Yes, in grade six we didn't have a lot of, s
tests and in junior high school you have
to study for a lot of tests plus exams.

Many children felt that having more teachers,-bobks

and courses had increased their academic work load. Almost

forty ‘percent of the. respondents evidenced this idea.
Yes, because of all the subjects. , .o

any more teachers giving us work. ¢

Yes, bécause of all the subjects and books.
I don't have enough'time to study some.

The idea of having more teachers was sometimes brought out
when discussing homework and many students saw the increase

one teacher not

in the amount of homework as.a result o

knoving what another teacher was giving.
I'll say, the homework they give you up’
here is 'atrious'. At times I've had
as much as five assignments and four tests.

In hiqh school the teachers don't know what
the last teacher gave you'so you get a lot.

A furtWer indication of the increased pressure of thd

acadenmic program is that ninetesn students complained about
having more homework. Students' have a distaste for homework
as evidenceéd in'their comments. ' o

In grade seven you have to study everything.

Every.night they think they bave to qivs

%, you some homework.. : T

e
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*, A final category in responses to the question asking
.
if there was.a difference in the way they were stppesed to

study has to do with their ideas of feeling more mature and

" thus being abie to cope with a more difficult academic

program. Thirty-six of the respondents reported to this
effect. These comments were from two girls.

Yes, you have to study riore in a shorter
time, and you forget there aren't teachers
always temindan you.
o
” ,In grade seven you-have more tespnnsxbillty
J ) for your work than in grade six. \ .

Some St\ldents' tesponses seemed to n.ndlcate that they Kuld »

. hav‘a to bla.me themselves xf they falled and that t:hey cught

‘to be responsible enough to do_ adeguate work. one child
reported:
Yes, I have been studying harder now than

_ever before. Grade seven is where pecple
up and fail. ’

Yes, because if I want to pass I will have
to -study harder and get good grades.

A second quéstion asked to assess students' study and
-performance experiences was directed at: 'findi:q ‘out’ how

students were doing in their courses (Question 8, Appendix 2).

The three main groups of responses fo this guestion are as -

follows: 7 . L .. .
Student Responses . w (e
(a) fairly Well - ; LT se es
(b) very well f . ' B, SN T R |
(c) -poorly ) B ) ) : B 15
(a) no change " TV : . T3 3
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In responding to this question, more than sixty
percent of the respondents took a modest approach and said

they were doing fairly well. But, it appears that students

in this group were commenting from quite different positions

academically. There were those who had done well but con~
sidered themselves to be slipping back. One boy explained:

At the beginning of the year I was doing
well but since thenff -have been going down
hill in my work but I still haven't failed
anything.

Another -boy said:

I am not doing ds well as I was in gra
six.. I'm not doing so well in Math, nengum,
- Health; Art, Gym and History.

Then there are those who are possibly working to their full

potential and who also’ consider themselves as doing fairly

well:

I 'am doing.pretty well except in one or two
that I don't. like or can't do. ~

I am doing good in some, not so qood in
others, but they dre my.best

There aré also those who had probably done badly in the ele-
mencary school or.at the beginning of grade “seven, but now
are detemmed to unprove. ¥ A gxrl reported:

The ixrst term I done. the pita but after mid

term exam I have done good except in Math
- ‘betause it is hard and not easy to understand. -

A boy explained:

1 am doing better than -last.year. I am
. passing every-subject with higher marks
- than last year:
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Another child said: : 4

I didn't do as well as I hoped in the first
term because I was adjusting to a new
school and exams, but I'm sure I'll do good
in the ‘second term.

Only fourteen students felt that they were doing very
well in their courses this year. A lot of these students
porkrayed & grink desi of iscadenie confidense und mary of
them were no doubt superi‘r students academical;y‘.‘f . Thése

... comments represent what the students:said.

I am doing just as'good in my Eourses this
year as I did last year. I am an 'A'
student and I am proud of it.

. I'm doing good so far as I'm concerned.

¥ My all around average so far is about
ninety-two.
I'mgetting A's. In the progress repor
I_got all A's. I'm doing axceptionally well.

A .few of those students seemed to combine their academic
confidence with a feeling of being maturd and independent.
* one boy said: -, " \
I'm doing very well in my courses this
a4 . . year. It is kind of hard but if -you.do
- What teachers .expect of you, you'll.be
all right. Iam very sure i'll pass this
year with flying colors. T

A girl said: 5 ’ »”

/ o I feel I am doing very well in my courses
this year because I study a lot more without
anyone reminding me.

Looking at the thfrd-catégory of responses to the
question asking how they were doing in their courses, ‘about.
fifteen percent figured they were doing poorly in grade

%" . seven. Some of these students seemed to blame their poor

. o . " l-,.‘ . %

i
i
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performance on the courses they were doing:
Bad, but its because of the subjects I
don't like;or am not interested in,
especially in French, it is stupid and ,
boring. s
s

or on the work load, for example:

Bad because we get too much work up here,

or on the teachers;

\

Some have changed for the better, like in

- - French. But some are worse because of B
the teacheu I have. He does not éxplain ™ &
good. o

P ] N
Other students' seemed to recognize that they were doing badly

because of a lack of effort on their part. Such comments

" can be represented by those two:

I am not doing as good as Jast year and
it is not as good as I wanted.

I am failing and I think I could do better: .
Others recognized the fact that they were not doing well but
were determinéd to improve. One boy put it like this:

I.was not doing well but now I am beginning
3 to do better and I am really trying to pass J
-t this yalr.

Generally ‘speaking, these pupils make up a fairly

'nomal representation ‘of grade ssven students 1n that the

mjority of them were doan fairly well and a much smaller
number were either doing very well or poorly.

) A final question laiime(i at the uul‘ellm_sm: of students'
study and.performance: experiences in junior high schoof was
worded, "Are your grades b,ettez'bémn_, worse than or about the
sae aa LaEE year? Why have they changed or why havé they

"imn

~ * 2 ™ 4
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remained the same?" (Question 9, Appendix 2). The total
number of responses for this question were separated into

four groups as follows:

Student Responses (N) (%)
(a) same as last year R 40 . s
(b) better than last year i 27 30
(c) worse than last year i s 21 24 x
(d) don't kmow ¢ ’ 0 [

As evidenced in the responses to the last questxon, students
seemed to take a‘middie of the xoad approach. Abcut forty-
Sive, perthit sald they Wers 86ing e well.ss Jast year. ©
Students made’some interesting remarks reqarchng why theu
ql‘ades were about the same. Some said that. consistent
studying had helped. SO
They are about the same this year as last
year because my pa®ents keep me studymg
for at least two hours every night. ..  _
My grades are about the same as last yeaf
because I didn't change much.in my studying
habl.t:sv ' E
Others admitted that their grades were the same as last year,
but intended to xmprove..
ok My grades in the: first term and second term .
4 were about the same thing, but' the third
term.are going te be up a nice bit.
Othets seemed to accept the Eact that their g:ades were abouv._\
5 \

the same and made no apologies .for that.

They remained the- same as 1asr. -year. I am
doing my best. ' .

8till others admitted-thatthelr grades weie the”ssme but

.only because of the increased.effort on their part, made -




necessary by the increase in the work load. A boy said:
My grades are the same because I am
studying more than last year, but the
tests are longer and harder.
And another boy said: Te

My grades are about the same. That is the
case becauSe I have studied harder.

<s‘l;:ght:l’y over one-third of the students felt that
they had done better than last year. Tere again students
gaververy good explanations among which we find some that
attributed,the increased success to more effort on their

part. .
They are better, they are Better posase K
I study harder. '

In most subjects I am ge€ting higher marks . %
than last year because I study more. . o

.Better because I'm putting more effort into
the subjects. i

Nearly all of the respondents in this cacego:y attributed
their sucdess to hard work, but a few did take extra time to -
further elaborate and to'say that they had hadga change in |

attitude and were now rore determined td do better. One girl .

I think they are better than-last year - s
because I've realized that you can't float- ;
* things in.junior hiqh school like in ele- .

mentary schdol. .

Another girg; reported: &

. © My grades are better than lnsc year. ' I . «
& guess. they have changed because I know what .
the teacher expects of me and I am determined |
% to ‘get my marks as hth as possible.

explaified:. 3 oo B N . #F s, '
|
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And finally from a boy we read:

They are better because I have changed my
attitude totally towards it for the better.

It is not surprising that almost one-quarter of the
students reported that they are doing worse than last year.
The increased difficulty, according to students, of the
grade seven academic program has been evidenced on sevegal

" occasions in this study. This is in fact partly résponsible

for some, of the decrease in grades. Student comments will

defionstrate their feelings.

My grades are worse than last year because /
junior high school has a lot more classes. . °

My grades are down Prom last year because
the work is a lot halder.

The' work is qétj:inq harder. . My grades are
down from last year because it requires a
‘lot more studying. .~ -

Still other_children attribute thelr lower gradas to the

*~ fact that they are not working hard enouqh.

. . They are a bit lower than 1an year- because )
4 1 should study'a bit more.

My grades are a bit wyse than last year
because I don't have <£hough time to study.

A few of the students actually recognized the fact that thdy
had not quite adjusted to the new Program: *One Jgirl said:
. They aré wotsé than last yeam, Iemonly . - |
. now adjusting to this school but in next "
’ term 111 do better. .. ;
Finally, adjustmept to the teachers and their teaching
v :
methods was also pointed out. A'boy stated: o
They are probably'a bit lower because I didn't

teally know what the teachers expected. of
me-in the first’two terms. s

—_ . g e
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Teacher mectltioy
. The seventh question on the junior mqh queltionnaxze
was dxnuéed at’elicitjng from students responses ragnrd{nq B
their ideas of teacher expectatinns of the grade seven

1 . ked fgaagad hers cuf-\
classes ey were asl 't. e seven :’ac ers were

‘ferent from those they had in elemeptary col. They were

turther Ysked to elaborate _on the answers they gave.  Looking
at Mle 12.we can see that a3l but twenty-one students

xeportad that teachers’were different at thé juniorehigh -

".level. ‘Several'of these twenty-one studerits did not lain,

but simply ‘said, in one form or another, that c’hey aid not
_£ind’teachers to b;uunrén:. Several others jult. saia that
Ln alamentgzy scheul. mo!t of ‘their teaghers ‘were udmgn,

g

.whereas how they had mostly men teachers. .

. 'l'hey are ,about the same except they are all
" “.men, but some of them are pretty good teachers, .

was the’ oo-ment of one boy. - Anuuser stated:

1'_ The only difference is :n.: most of the N
téachers are men. G . + o

Some children, however, did elaborate. One qi:l said:

- No, I find them to be about the same
e They explain things yoron’t unders;;anrl, g
same as, last year. «

Another sajd: . = - i 5 .
Not really, the teachers here are trying '
to help you through school'as much ‘as in
elementary school. .
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A boy reported:’. : . ,

§ o f
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TABLE )2 P
STUDENT ONS. OF TEACHER. EXPI "TON
IN JUNIOR HIGH SCHOOL '
.- e 6
- —— = .
Saliént Experiences with Teachers -+, ' N %
a) ekpect more academically « Yal 46
b) _ treateyou more saturely , st 46
cf - more stzicr. ] " 33 37
@) are ok easy to gat to; ‘knew, ' © .. ' :25_ ' 28
) ‘are'mot different from ., .- = .7,
elementary' teachers ; o d o, ol . -.24
J£) less strict, . - i Lo _C L1713 . .15

, .
» From the teachers I've had all those years I
don't f£ind hardly apy difference. &
_teachers we have now probably expect a' littls .
_ more. particularly in school work. .
o

One ve}’y perceptive little qirl saw. it thiﬁay.
« No, they still get mad if 'you chew gum, but
ond thing that hasn't ehanged 'is their good
- attitude’towards the students.
A couple of disqtuntled boys had a slightly less favourable

viewv of teactérs generally. To quote, them:’ B .

No, they su'u yell at me. " P opae N
“f Nni they utul make, us work hara.
As nted in '!.‘able 12 'we ‘can 'see' that- rauponses

in the 'yns"t&taqory, char. is,#responses nf stndem:n wh\

uid that teachers are diffaxent at the juninr high school}* *
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. .
are divided into five groups. Forty-six percent of the !

total respondents said that teachers expect more academi-

cally.’' This follbws along the same trend as our data thus v
far and®is further indication of the more involved academic . ’
program. Many students seemed not to be complaining about i
this but appeared to attribute it to the fact that they were !
now in grade seven and the work was more difficult. Some : fy
student comments will-demonstrate: ’ =
‘Yes, the vork is harder and we are expected
. to do more on our own.
Yes, teachers|have to-give hard work and give '
punishment for hmnewuzk not done. |
' Yes, they have to"give a lot of homework O
becauss we got exans. . . i
Other children were’ not 80 underé{,andan and expxelsed a. i
twinge of resentment at havmq to do so much work.’ ‘ %
N Yes \they are more stt\icter and don't let
you have s0 much fu &
sald ene girl. s et .

" Yes they are more hossy and qive you more ) |
assignments, '

said another.
The former grnup of responses is clusely tied with
the ' next, that is of "haing nore ntrict“ ovs: one-third N
of the rasgendancs opined that, the -teachers were tgo strict i
and that they were péré ‘stri.cf‘.: than teachers in the ele-
mentary school. ' Very often, this "beihg more strict” was .
relnted to. the ucndemic program and ch ldren refer to havinq
to get *detention. £or not hnving homawo % 'done or nuig’nmenta
handqa An. v : wg




In the other school you got a warning, in
H &, this school yoh get detention for not doing
homework .

- Yes, they are different. In junior high
. they give harder punishment £or not having ' i
,  work done. . : i
| 2 ; 3
* The junior high teachers are more harsher
than the ones in my elementary school.

They don't let you explain. .When you don't
have your work done they just give you
detention. R

Very little aggression seemed to be directed at teachers for

this. Most Bhildren seemed to accept the fact that being
/ — .

/'more strict is necessary because of the increase “in the -

nunber of students and of the academic work load. ®Such com- Fig
‘ments as these were common.

Yes they are a little stricter than in ele-
mentazy school but they are a J.ut more fun.

Yes,. they are strict because t‘hgy are’ rished. .

©  Some teachers are understanding, others are
z § like a best friend, but they are strict. .

In contrast to grade seven teachers, being seen as
more strict than elementary teachers, about fifteen percent
of the students regarded them as beiig less strict. Chil-

> drep's comments in thig area seemed to focus either on being
lesa scn\?\zegazko ;cademius or being 1esa sEEtaE B
regarding béhaviolr ardund the school. Commeiits that focused
. - on acadenics arei A o

Less' strict, most of them are understanding, " |
L Aif you fnrget something they understand.

There aren't as many rulés and you get
S 5 more luwny in gatcing your nork done.
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Yes, these teachers don't handle minor - -
things so harshly as other teachers.

Regarding behaviour, one boy saw rules as be{{g more relaxed
. and seemed to like that. ]

| They don't get mad.when you get a drink
. at the fountain as long as you are not .
late for class and some let you chew gum.
With regards to rules and behaviour generally several stu-
o dents evidenced a liking for the idea of being able to chew
gum. Teachers who permitted this wéxe meer: wn babng less
- strict. o ; ’
Related tofthe idea bf teachers expectingmore
) | academically and thus being more strict is the notion that
they are‘m;t as easy to get to know:. More than ‘ane—guart'e':
B fet ;1 of the students expressed the feeling that it was difficult
) to_get tq know the teachers. These children, ‘in. comparing

the teacher-student relationship in grade seven'with that of

grade 'six, are nd doubt focusing on years in elementary school
- ' . other than grade six and. th(z ‘on the relationship they had

4 F .
< built up with teachers’ over ‘those, years. It is understand-

ablE that Giade sevel SEniNits woild, Fesl ‘thia Alabrapency
in the relationship with teachers, Qspeciaxiy during the first
_year or so in the new school.\Most of the comments in this
'ca;eqo:‘y again fr:u:uurlt on f;ha- idea that vith more students

+ .. around, teachers did not have as much time for individual

‘A_qtt_eqti?‘m especially that personal”dontact which many stu-
X dents like. ‘These:comments Az_é 'zepresen!;:tive of what was
- o0\ saldl I Tl C b




more maturely”.
seven teachers. treated them more maturely.

students enjoyed be

. only forty minutes for everything.

The teachers in junior high school are
more rushed than in.grade six. They have,

»
Yes, the juniar high teachers are different
because they don't have as much time to
spend-with us, because there are so many
students to teach and they are so busy.

Yes they are dlffetent becaise in grade
¢ix they seemed to.pamper us but now they
don't. have -time’ for us and, they don't have: ,
much time to iec to know you.

‘A final catefory of responses to this question and

one that rates highly with'students is that of. "treat you

these comments:

The teachers are different. They leave you
alone to be responsible. :

“Yes,. they expect a' lot more from you..

Yés they have higher expectations of you
and ledve you with a lot more responsibility.

Yeah! They expect more of us because we are
older. N

>

Forty-one students .said that their grade

Many of the
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hg treated this way as can be seen from

But some students s?ﬁd to be compxa,xning because they were

left with too much fresPonsibility for the academic. program, -

and did not get as much help as they would like.

Yes; the teachers in the elementaxy school -

tell you about all the things you have-to do
and they keep after you, but.in junior high
school they expect’ you.to know- those things:

Yes they ‘are because they don't won:y about
helping you if you are doing bad and they
mark. harder. ¥

Yes, because here ‘they jnlt ahw you what to
do and say do it, but in elemantu;y school
they helped you do it. !
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Parental Expectations
According to students’ perceptions of the situation,
in most cases, their parents have different expectations for
them in grade seven than they had in grade six. In fhis
study, two questwns (Questxons\s and 15, Appendlx 2) were
airected at an assessment of students' perceptions of their
parents' expectations for them. The first ques;i‘on asked
studehts if they believed that their patel"\t‘s' expectégxons

had changed and to elaborate on their answer. Most students,

in fact more than two-thirds of them, felt that parental

expectations had changed since the gfhde six year. Reasons

for this thange, as seen by students, fall mainly into two

categories: (a) because of academic reasons, and (b) because

of reasons hased on matunty. Fifty-hve responses fell |
into the a categoty, twenty-three into the B category and a'’
further five children said that their parents expected then
to be involved in mpre extra-ourricular activities.. Those

who suggested that the change was due to academic teasons

generally stressed that grade seven was more difficult than _-

grade six and’‘therefore their parents would expect. them to

work harder and study more. The student comments included
these: PR e

They expect me to.do two hours a night
instead of one hour like ‘last year. B

‘My parents want me to study more because
this ,year is harder than last year.

They want me to n:udy extra because they
‘think junior high is more 1mpo:tanc than
elementary school.




. : , 162
Some chfldren vere more specific, and thought' that patents
wanted then to o more work because Of exans.

They expect me to study more especially
because of exams.

i . &%
Yes, they make you study more iox/an exam. .
Yes, but Dnlx in exam time.

'Pw-enty—three responses fell into the category repre-

." senting reasons based on maturity.,K Many.of these comments’
. had academic overtones and stressed. that'parents felt they

. should be better able te hanﬂle‘ schnol wozk because of being

nore mature. gne gu1 sai

Yes, my parents.think % Ghd Bowpdor Lesschs
onimy own and not hayé soméone. looking over
my ‘shoulder’ all. the time. g

.

A hay ielt this way. . w I 4§ - s o

They pxpect me to do ny best wi%c being .
told to do Sb F

And still another boy xaperted. ’ c 5 g

v'es. they feel I am more matire .and S
- do my nomework £hat. has to be done.without
“then telling me. 5

The majotity oE the ‘comments seemed to be posu:xve with

regaxds to beinq more mature. . other words,’ atudents felt
gond gbout the fact thut they thouqht their parents con-
sidered them “to’ be more mature.. Some .of the .comments in, this
qroup, hnwever, did hot relate to academics and children were
saying that their parents considered them to be more mature

and that they should-take more responsibility generally.

They, expect/ me-to do more mature things.

“They- feel I am more responsible than last © . -
\year and can haye more grivlleqes.' Y

T

|
i
|
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They trust me to dc well and not get into
any trouble.

They have changed. They keep ¥aying T'm
old enough to keep out of any trouble.

A couple of studentd seemed to exaggerate their parents'
expectations ‘and showed a resentment of parental pressurée
regarding study. Two boys reported: .

They expect me to study from the time I
get up till I go to bed.

Yeselast year they didn't mind if I got a-
B. This year they expect me to get all
- A's ~ even bettér.

A’ considerable number; in fact nearly. one-third of _

the studenits, reported that' their ‘parents! 'expectacion of

‘them had not r:hanqed since- they were in qrade s:Lx. Some. very

confident students, who undoubcedly have a good :elationsh:Lp
with their parents, madé comments like ehese,

No, they haven't, because they C-in trust
me to do good dn school.

No, they expect me.to always do my best
and get into sports‘and so on. -

-
“'Not really, they still expect me to get
good grades-and be a good worker. -

Except: for the six .students who said "no" without any

explanation, most of the other comments .were to this effect.

* such chudren seemed to have met their patents' expectanons

in grade six and were continuing to do so this year.
One question attempted tb elicit from the istudents
their ideas xecjazding, how their parents felt about their

being in grade seven and in the junior high school (Question

15, Appendix 2). Children s reAPoniea to this queatian were ,
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. divided into three groups. Forty students said they felt
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. s
their parents were confident-and not worried about the move,

another thirty-six said their parents were concerned and

interesting phepomena. Nearly as many students were con-

cerned and worried as were confident and not worried.

worried and twelve. said they did not know.. Here we have an

Com-

ments from some students were two-fold. They reported that

I3 = parents were worried about so

but confident about others

confident/not . worried group .sometimes referred to the idea

aspects of junior high school

emarks which fell into the

of being nore matuxe. Many cruldren felt ‘that parents were

glad that they were growing up and were not ‘worried about

them. These are’ some of the ccmlnents.

My parénts feel I am older and more -
. - responsible.

They feel I have become more mature and
more - xesponsxble so they give me more
freedom.’

v.lnced that their children would do well academically.

They are pleased because I'm §oing to do
real good here.

‘They ‘feel good ‘because I am passing "ana
getting good marks. .

A few children gave the impreasion that their parents were

i not much concerned as long as its a school.

They don't mind. I got to do grade seven,
eight and nihe somewhere. It might as well

i
’, be here.

AT

Other parents, accoraing, to student commepts, are confident

and not worried about the transition because‘they were con-




They don't care what school I'm in as
long as I get good grades.:

Still others said their parents were happy as long as they
were happy. —

They feel good because they know I am .
happy about bging ih junior high school.

They seem to like it because I like it.

A surpyising number of children thought that their
parents were concerned and worried about them. There were
" thirty-six responses to this effect. As was pointed out
earlier, several children made comments which fitted into
more than one cfateqor'y. For example, some children reported
that parents were yz{dent in some respects but concerned: -

oy:

in others. "'These s felt that their parents were both

worried and not worxxed

They are pleased about the move but not
about my marks.

They feel good, but solnetil;les. worry about me.

The comments of children who felt that their parents
were worried fell mainiy into two groups: (a) those who were
perceived to be worried about AGAdES progress, and (b)
those who sgemed to, be worried about thiir social life.
Children who felt that f;hgi: parents were Concerned about
their acadenics were much.less in number.than those who were '
worrid® about the social development of their:children.
Regarding academics, comments from three girls were as
"follows: § &

\ They are very worried because my teacher
gives too much homework and I don't have ) ]
+ enough, ti.me to study.

165




o They are worried that I won't pass this .
' year. i 5 - =

‘They always worry about my marks.
¢ hose:vio afressel things related to the social life of

students generally mentioned drugs and smoking. . This was a .

, big concern in the minds of students. -Their comments iriclude
the following: )
They féel I am too young to be here.

They think its all right but they are .
scared that any day I'll start usmq B
. drugs or start to smoke.,

* I think my mother worries -about me at . w4
times because older students are sioking e
" EN and. doing things she doésn't want me to - . F I
. . get involved with. . ) . Gl YR

Nervous that something might happen.
-~ : They feel that all teenagers are rough and i

they are more protective since I came up
here.

i
i
i
|

It ‘appears that. children perceive their parents to be greatly

concerned’ about thalr social. developmer(t and are ‘worried

- about undesirabie’influences at the junior h:.gh» school.

AL * & final group of 'responses to the question asking’
what they thu;xgh‘t their parents felt about the Hieare E0R sl
those who said they did not know how. thei£ parents felt about: )

N " {he transition. Thére were tuelve xesponses “in this qraup. vooE Ly

‘seveﬁof “these ‘simply said, "I don't knaw., Others were *

more expressive» One buy said.

' J . 3 don‘t know, I never asked" thenf, b\lt I
Co 3 " "guess its the same way they, felt in ele-. . : " Nl
{3 mentary school.

XD =
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A girl said: + - - 5 - . E *
¢ & : o
I can't really -think how they feel. We

don't really talk about it.
'

Another bcy, i viously expenencmg dlfflcu!txes with parents,

wrote: o he

I don't fknow, I hardly ever. talk to my*
father and mother,

;!
‘Responses ‘such as these indicate poqz ‘student-parent relation-

ships, but such comments were rare and appatently‘8ig not
Y

pg'esent a pxoblem for” thé st\;dem-.s lwolved in_ this study.

-3 . Extra-Curricular Aétivities

“ By way.of ascertaining which, if any, extra-curricular:’:

activities. they were’ inbolved with ‘at, eﬁe

junior high ‘school,
students were asked to” respond to a qiiestion which asked then
with which activities they had been involved (Question 10,
Rppendix 2). Many students repottea that ‘they "had been’
inLrolvad in sevéral aifferent: activities dunng the. sehdol

ydar. From the fotal numbez of rés s, nxneteeljl

said that they had not‘._beun part of anything, the remainder

of the' students -listed -one or more activities.- .Thess . -

responses, weré put into: three cltegories: ."(a) those having
to, do wn:h sports, (b) thoae having: to do w.ith othex clﬁbs

and ‘activities, -and =) theae having to do with utts and. "%

music ac}:i\lltxesﬂ(‘l‘abl& 13). N g -‘ ¥
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« : TABLE 13 . !
INVOLVEMENT IN Exm—cmchw ACTIVITIES L P
N JUNTOR HIGH SCHOOL 5 o "“
Junior High Schodl Activities s L it
a) sports ’ ) ’ 57 L 6 Yous .
‘) other clubs and activities 43 . 53 .
) arts and music activities 20 22 Py .
d) ‘nothing N 29w ) !
B W -
. : ’ Looking first at thé ninet}en students who- xepotted N o~ #
tiot being in any. 3xt:u-—cutriculﬂr activities, e reali:e that =
this Supber rearly q of the in the ‘
!anple ~~That-is, nearly one-qunrte: ;:f -the students axe not 7

‘I‘he rgason for this would

anolved in any extx‘a-cuuiculax acblvities in’ grade aeven.

w be very ir teres ._ng"bnt
is not- -available from most of fhe responseu as the q-uest{on

did not specihcauy ask’ atudentu to give reasons.. Because
of this, most of the responses in this cutegor;ainpl’y’ ‘said

"none” ‘or "% 'm not. involved in any", “put sone stidents am. Ce

go on_to explnin even though hhey had not-bgen aiked to do &

The nse )
lpolh 4
uoching. because I have txuubla with my buc);

“.and the doctor won’r. allow me’ fo-take part
dn sports. . E ST

:hegev . One‘ gitl was r.hinking of

Annthst girl valued tima with hey txl‘s-ndl to b_e more 'ﬁnpe‘mnt

f.han sxtra-curticullr activities. '
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,1 am not invdlved in any because then I
/ndve Hardly any time with friends.

‘a boy had decxded that he was more 1nterested in getting

hiqher mar)ss .

T " I am not involved in any extra-curricular
gotivities because it will probably affect
my marks. |
€L, ’Imother girl seemed to express a 11tt1§ disappointmant at

:0ot being involved. . . 2

I'm not in any extra-curricular things like 4
I was hoping to be in.

‘. Ms was said earlier, this number represenys s fairly high
percentage of children not involved in any pxt:a-curndular .
L acuvi:ies and the reasons behind this, lackyof. ;mvolvement
would be Lnterestmq. Hcmever, an. 1mportant message du] come
thrnugh m the zesponses for the other two qutegoties fot
,4his question. Some students, after saying what they werd
or were not involved in did indicate that they would lg.ke to
be further involved, ‘but they did not want to neglect their
- xchool work, ) '

LI am not\nvolved in choir this year Tbecause
T - mom says it takes too much time from study. '

i - Nothing really, there is a lot of school T
. work to do. I got to spend a lot of time

© 7L studying 80’ aidn't get in&: anything this R
o .

year. i
o, . Such ‘comments open to us a pussibla explanation for' the
lnclg of involvemgnt on ghe part of many students. They had
probably decided to put more :220:\: into academica, espe-
.v : i cially for the first year in junior hig.h lchool. ’ P\nrental
inllucncc _is"probably v-ry important in some ot these deci=

nnn- as can be seen in thy comments. AN .

’
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. B oy g Looking at the other three catégories which were
F oA o o on . . & g " =
] mentioned earlier, the sports\irea seems to be most popular.
] Over two-thirds of the, students reported being involved in LI
sports. Some of these skudents mentioned one particular ; 5
: : H
ek sport, others named several) i
:
i - I'i involved, in voXleyball, basketball and B |
! . . fléor hockey. . : e ! : i
i -~ ’ Such sports as floor hockey, cennls and v
i ~ . gymnastics. <
H . N oo~
. MR 1arqe number or children indicated theif enthusiasm fn: !
'touenamencu and othe: competitive sports. Such comments
an;uded these: C 1
. I am involved in mostly soccer. I am on
an all star team going ‘to England. I was
. on the soccer team and won the.champion! .
and I'm on the all star team. ¢ &
3 I an hterdted 'in sports mainly and like G 8
: to compete. I am on the soccer team, volley- , £
5 5 3 ball team, tfe junior girls basketball team -, {
: aptain) and I tried out and made the girls
1] gftball team. I am also captain of our - - 4
’ cldss floor hockey team.
. Students! involvement and excitement x-egardinq sports ‘are
seen in thuse commentsx T -~
oo s Basketballl I absolutely love it. I think *
i . its great! s
o J I'm on the girls basketball team and I enjoy
¢ | 4 it its a-lot of fun. 3 .
. v 1 .
) ! a Those involved in. sports represent roughly ah equal numhez ¥
|
i o of girls and boys as both boys and girls genenl].y anjoy
|
| i sports. . 5. . B ,‘ B
I s . :
‘ » But, however, the same cannot be, ssaid for the ntl %,

nnd nguu!.e lctivitiel., ot the twenty students who n rted -
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being involved in this area, all but two were girls. "It

seens that this is the age ‘grqup which suddenly begins to

see such activitxes as being more suxtuble for girls.. This

. ;mpressicn tends to keep many boys from joining. - As was

'the case with'sports groups, many of ‘those who really:seem

to enfoy arts and music related activities are involved in v,
more than gne aspect'of then. * These girls reported:

I am in jazz, choir and another small
+. singing group. I find'4f fun and excitinq.
I am with the school band, choir, dancing
: * and the art group. .
The dchool, choir seeied to be a popular: fletine for many

students. &
g . -

The‘categoty of "other \cluba and ‘activities” which
includes| the Sevens'Clib was well représented. Pc;rtyvl—seven s
TauponIeE WaLe o thls wrreck Ap, 4 vitslares again.we £ing
a relatively equg’l numhez of 'boysk' ind girls‘. ' The Sevens' Club
is the group most often mentione . This is as .expected
because as qrade six studem:s. ese children knew. about the
Sevens‘ Cluh and. had been looking forgard to being part of it.
Commnnts such as the Eollowinq were commonplace. ~

I'm involved in all the activities of the
Sevens Cluk, like dances.
B v 1 (

I'm in.the Sevens Club and I.take pictures.

The only thing I'm in is the Sevena Club. ;
‘. I'n on the Sevens Clubayecugive, L

> .

g othar elubs and activities got mentioned only ccnanionally.

i
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P

patterl had changed during the transition’period from upnnq

Friends
— N

In an to -or not, friendship

of the grade six year to spring of the grlde levan year,
students were asked to respond to two duestiods. One of
these questions asked.if tHe new school had. affected rela-
tionships with fripnds that had existed before the transition.
Children were ask’ed‘ to ;luboru:a Pn their answefu (.Queatian
117" Appendix 2)." OF. the total dunbes who ‘rehponded) te this
_'duestion, aixt’y-aiqh‘t students reported that thair ftie‘ndahlg'
groups had’ changed. and twenty said there had heep no change.
In analyung the comments for this question the ye:“ ‘

* responses were givided into five categories and the "no"
‘responses into two categories (Table 14).

Going first to the group who said there had been some
change in their relationship |‘dt)| friends, a surprisingly
high number .(nearly seventy percent) said that they had .-'adc
more and new friends. *Many children seemed to be drcppir’lg
old friends and picking up friends from.the grade eight or
‘nine classes. %

. Yes the friends I made last year seem to ’
spend less time with me and the friends I

. have made make me feel right at.home.

Yes, ‘it has

Most of my friénds are in the
¥ other grades. ¥
. ~

Yes, because F hang around with people older
than me.




- 2 .2-
i - an
2 ¢ TABLE 14
: RESULTS. OF MOVE TO-JUNIOR HIGH SCHOOL
' = ON RELATIONSHIP WITH FRIENDS
b : ‘_ . : .
N s iy 5
.Reagons- for Change. in Relatiqnship D Y
! - _‘ i o R
| ‘ <7 4) = have more and new. friends o LR 60 67
i \ ©, b)) are not in the same class . L ee38 43
“ . " e). factors related to'distance’ 5 6
5 d)’ other - . : ~4 4
7 N :
e) some friends s#ill in elemgntary school . 3 3
: 4 il Skl
£) have less timelfor friends = 2 2
« % ] > L E 3
. £
* - .

sons for No’chanqe in Reiationship NA¥ %
[ 2 y X s i
4 % a) have, tried. to remain friends * 15, 17
. b). ‘factors related to distance . 1 8.
, - c)-.other . . . .. . 0 . 2¢

i

1
4 * *There wer*ﬂ respondents in this My

**There were 20 respondents in this "n

L R U i FSCIE




. dren were now in different classroom groups from their grade,

3 4 .
- 4
[ h M
Other children indicated that long time €riendships had been
severed. ) K 7 S .
A friend I had since kindergarten is not » <

much 8f a friend any .more .-

A lot of my old. friends I've known .for i
seven years ‘are not my friends-any MOT Gy ' i

Other ‘children seemed to be making friends with other grade
» séven students who transferred in £rom other schools.
Yes, my friends made’ friends with the Beople
from other schdols which affected our rela* 3 |
tionship. . $ . i
‘ ¢ . b : T
Some childcen who reported that :xiendships, had changed -
geemed to be concerned about ‘it. ‘ ’

Yes' it has bécause when- they have new
friends, they tehd to forget the ‘old ones.

It has with some of my friends because they

have found new frighds and'tend fo forget
about thé ones thef had last yeat.

Others, telating that friendships héd been altered, seemied
r.\welcome sthe novelty of it and seemed to ‘appreciate the ®
“opportunity-to hake new £riends. % : r

Yes some of thé friends I had last year
have new friends and 8p Iy have 1.

1 Yes because when you get up to the high >
« school you make new friends, and.we don't .

want to hang around with them any more. K

¥.  Another very prominent reason given for friendship 4

changes is peing in different classes. - The fact that chil-

six year is probnhly the chief reason for changes in £riend-

‘hi.p . Thizty-eight children reported that their friend! had

.pnged because they were not in the same clasies n_thelr;

. S ;
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i g friend-. In other words, in their present clnun;dns there -

d were some children from the three classes of thelr old school,

plus some from two other elet_lentary schools. With this -

arrangement: there is a likelihood that former friends wire

separated. .But, most children did not complain about tbn/ )

L

wirxmgemcné; in fact they probably liked being with a dif-
= - > E
ferent group, and many simply said tbat they had made friends
with ethaé people in. their classes. Their comments include”

* .

theses

% ) Yes, the friends I had last year are in
: different classes and I don't ‘see thzm any
more.

s Yes, all my old friends I had last year
are in other classes. We are all broken
up.
H R - one girl saw breaking up o& classes as an opportunity to
make new friends. %
s " . j Yes, because. they have broken up the classes
i and this is-part of life and an ldvn)tlg- because
& e} " you get to make pew friends.
The remainder of the qroup who said that fzhnduhipl had .
. i
i H changed,attubuted it to either t}nt with so much school work,
b g - °
they had little time for friends, or unt their good friends

g / were still in thu elementaty uchool, or thft it was due to .

‘factors relaeed to distance. l'hola who mentioned distance

said they had r‘nlda'dl.ﬂatant'!zhnd- because they were ltay— 2
TR ln‘q‘ for lunch this year and did not see as.much of each other. . '
‘ ) With nqardi‘to the group who said that friendships
-»hnd not changed, fifteen of those twenty students ;u.'d it hia‘

not changed because they had _trud to remain friends, even in

: \5\\ v P .-



* not pleased (Table 15). Some children said they- thought

e ‘expecc too much .of you

. £ ° 176
a new setting. Those children were determined not to let the
translt’xon alter their £r1endshxps. ,Some student comments L

~

ally, you m:.qht not be as close bm-,
ou try to see each-other.

o, I-.still hang- a{uupd with the same . .
riends. ¥ guess: there is no way to break

up'old friends. No, because we.are true

vfriends. .

) A,se}cond qugg:‘ion dealing ‘with friends was aimed e
“lvmcovevring ‘triendship patterns and asked students if they
thought ‘their friends weré pleaséd to be in junior high
school. They wefe then asked to give indications why they
fig\;red these‘ friends folt this way (Question .14, Appendix 2).

Twenty-one students said that' they thought their friends were

R

their friends, didliked the academics. . . .

< Nc tl\ey don't like being here because chey >

" They ‘don't like au the work teachets
give us;

My friends don't like duing all the "work. . s
hen there were those thinking aleng social un& i‘ea:s of
" older’ uhildren were evidenced by scma._ One girl said: - " )
3 No they don't hke it hecaule in alementny . L : "

school we were the oldest now we .are the
babiea and they pick on us.

samu ﬂquted their friends d&a].iked beinq in ditfuem: clasﬂes"
’
fxom J.ut year's friends. . i ‘) . 3

5 No, they tell me they hate it because they ’
don't have their friends in thair cl




TA‘BLE 15

STUDENT PERCEPTIONS OF THEIR F‘RIEN'DS' ‘ATTITUDES :
TOWARDS MOVING TO/JUNIOR HIGH SCHOOL . . a '

177

Reasons Why Friends Are Pleased About the'Movel 'N*. & % .

a) have met new friends 49 sy o
b) feel more maturé . T28 L 3lg” i
P 1
) are involved with new people / L O |
and’ actxvxnes . ; 20 22 ¢ i
" ) acddenics 9. a0 ] '
“e) ‘other R T R |
. . Fa
£) physxcal aspeccs 0 2 2 ¥ i
5 Z < o
) o ‘ S
Reasons Why Friends Are Not Pleased T s R
}boue the Mo N** g
éy ik e children and new
experiences 15 17 -
'p) . are.not in the same classes 7 .8 :
¢) fear of acadenics Tg e
. d). other 3 2 2
*Theze were 67 xegpnpddqtu in this "yes" group.
#*Therg were 521_ulpoﬁd$n€,q in this "no" group., ’ o
. g . f e ’
£, b 0 ¢ $ R {
. . . E ) . ¢
i vy 2 i
e % : y b,
Vo iy e N i ‘ e % o
Mo N . . ity A




Two boys did not elaborate on why théir friends preferred to
be in elementary school, but said it this' way: i

.Some don't because they say they
rather be back in elementary school: -

1o . *Some say the elementary school is 5 " ' i
3 . better. - . : (N

'OF “the number who zsporead that: mends were pleased,

several were believed to be pleased for more than. ong reason.

! . That is,’ ‘some childxen said that frleﬂds were pleaaed to - -

- hava new. fx‘lends,. to feel more mature and to bs doing well
‘academically. The responses ‘for these jstuae‘x;cs were divided
into five categories (Table 15). Accordin§ tr{ studem‘: ‘per- )

i ceptions, the majority Af' their friends were pleased to be '
in ]uniot h:.gh school because of the new friends they were '/
making. " Roughly fxfty—fxve percent of the réspondents felt

" ‘that the‘friendu were pleusgd about this. One gul said:

1 thmk they are generally glad' to be here
.'because most of them enjoy having new friends.

-Another’ reported:

. 2 % - Also a lot of them are pleased about the
. friends they make.

. ) ’ : 2
spE e And finally from another gizl we read: *
A . % Yes'they are because they have friends from . . . ..
L " other schools now. . $ % y | b
i . F The 16ea of feeling more mature was ul.no well .repre- -

. sented in student responses:: Over- cne-thlrd of them said : .

friends yere p;gua‘a' because ‘the transfer made them féel more

I
I ‘mature. . . 5 Teoey
[ _ ‘Well yes, they:seem to, get along well with .
. A, B . others, and mjoy thgm lvu and get more \
s K ! p:lvilaq- N i .




feelings. - e

—
-~
£

Most of my friends like it here because
they are free to do what they want.

I think, they are pleased to be here this

year, because, like me, they feel more
important. . "

A little less than one-quarter ot "the .respondents
statea that their friends were pleased “to be involved with - -
new people’4nd different acuuges. It was menticned ‘
earlier that some of the clubs and acti}iities_ of junior high

school were different from what children-had b

used to in,

elementary school. This "nbvel effgct” for the'new activi-

ties revealed itself again in the responses to this question.-

T thilnk so'becansesthiey mest a;iot Gk psdple: ' T
here and enjoy the -afterVschool activities. L
' Yes because there are so many,things,to do =
/ and everyone is always happy. ’\

. Academxcs we.ze ‘not a big: pnonty in those responses,
but. sifie childrep ata ‘Comment that their friends were happy
beg:ause of a;:ademics- 'l‘h!.s comment will® represent their

Most of my friends ‘Like it here because .

- they .are gecdinq higher. marks than before. .
Even though, as‘ vag explained earlier, students weré generally
pleased with and were enjoying the new portables whera the -+

grade seven clausas were housed, only two said they thought /

that frlends were pleued to be in junior high school because,
of phyaical aspects. . This, no duubt, is undeutandable
hscause having been in the school for ‘eight months, the physl~

cal upsctu were somewhat taken tor granted. ’l‘ha ideu.

psz_'hupg of new .E:tendl,‘dithnnt activities and Fhut special
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feeling of being mature were now more salient in the minds

of students.

: Student Emotions
In an attempt to elxcit from the students responses
reqardmg chenj own feeh.ngs about their own expenences in
: ]\ln).o! high school, they were asked.to reqund-to three

further questions (Questions 1, 3.and 13, Appendix 2). - The

first question was aimed at finding out why. students were or
were not excited about junior high school. Of the eighty-
eight students in this grade seven study; 'sevénty said they
were excited’and eighteen said they were not (Table 16).
First, to examine.the positive/fesponses, = these
comments are divided into s}x groups. some children said
they were excited because junior high schobl made them feel

more maturej others said it was because they had made .new.

friends; some liked Physical agpects of the building.

- - 8till others ghr€ssed different pecple and.activities; a few
were excited about new teachgrs and staff and still'a few

: others simply said they were éxcited because’ the whole
transition had been challenging. As shown in the table, the
main sourca of gtudent excitement are the ideas of feelmg
more mature and* of making' naw £rienda. Rnughl.y fifty per-’
cent of the responses fell in each of these two cate'go::ie_a. <.
Thi;-.!eeml, to ollow, the. trand thus fér‘ in the gqaé's;ven-‘ .
Jdafa analysjs., Students did en‘joy being more grown up"ld
making new: friends,. !.oeking._:i‘tu uc_the ‘comments -related

et i o AR



TABLE 16

REASONS FOR EXCITEMENT ABOUT BEING

IN JUNIOR HIGH SCHOOL

Reasons, for Being Excited- ¥

"'.I'here uerefli rnpondam:n in thlﬂ qﬂ' group.

. . 5 B

a) feel more mature p Toas ‘52

b) have made new friends . 45 51

c) physical npucts " 29 33

d)  different people and activities 23 26
! ' ’

e) have met new tachers and stetf L0 1
£) it is challenging - 9 10
. ~ -

g) other 2 - 2

‘Reasons for Not Being Excited LA Y
a) worried about academics 1,2 <13
b) have lost friends 6 7
c) nothi/ng to be excited about 3 3
d) other | TR 2 2

— 2
"I’he:e were “70 rupandentu in this’ "yu" group.




¢ feeling older.

to maturity,. generally stidents Fimply' expressed a.sense cf
o SR . .

Yes, because it is a new expezience wlth -
all the privileges.

Yes, pecause it makes you feel grown up,
among the big people. &

Yes, ‘because - be_an_ in junior high school AP
gives me more privileges and 'I think that » .
I've become more responsible and mp‘parents” ' . .
. think 'that. . X . o &
But sometimes they mfade ébmpariaons with their former 'school
in an effort to explain how the mew school really mage then
feel older. Lo « s Mgy Tl

Yes because it makes you, feel Slder rand
there are no prefects to makd you stay o
outside till the bell rings.. % .

Because I an given extra resporaibility v ;

and I am treated like a teenager linstead | b

of lx.l}ce a- httle gi.rl. >R 2
‘Yes, because ‘it ‘gives me chance to be - i
with people my owifage; ngt youfiger peopl

With respect o being=¢keited about: having ne

friends, again most students simply expresued jny at vinq

the oppértunity to make new erendn and :he:e was, lxttls sign

of remorse about fntmer friendships beinq severed. ' The com- . °

ments. included the following. *i < N5 ' . vl
Yes I ‘am very. excit: becuu:é 1 }mve’ made &
a lot of new friepds.
Yes, I've met -a‘lot ‘of ‘eriends’ an'd it 1sn‘t .
half as bad ag I’ thbug))t'it would-bé:1 *

f 3
e % Yus because I enjoy making new tr,tenda % -

i E:om different’ achools and " diffarent qradp 2
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said’they.were exdited because of pecple and activities they
were involved with. \.ny of these commerTs- feationed sports
,which has been a high source of interest ingunidr high :

-school.  One boy reported: S g -

I'm éxcited about being” mg‘m\ax high P :
school because there are a lot more - ) Loy -
sports actxvxnes. ' . / ¢
Aﬂbthe:\bny said' * . B : e ®
¥ .3 am 'tnvolved fn o lot ©of ‘sports. - I.am . B
‘\excited to be m:oJ,verx in all sorts of . ' -
G _sports. - . 3 TN

others referred fo cluba and other gx'oupu 1nc1ud1ng those of i,

the music. pmq;‘am. S8 . € nsg,

Yes T'am. éxcited about all the activltxeu . .
1ike Chess Club and dancing., % :

i :
I am excited about being part of the - s
Sevens' Club’ executive. p » e
Some' children pointed oyt that there were more. clubs and
activities than had beep ai’mﬂ.e in their former school_
e & ! CRTE

., I'm excited becaufe there are fore

activities ta be ipvolved in than at
the old.school.

. Y ;
| Yes, because thate is a @ifferent x
* atmosph erg many .more activ:.tin. e
Ya, becsusghthere are a lut of w7t \
things—in jun! a‘ hlqh that nre not in . % . ¥
elementary-scl B £
. Mord than one-thira of the students were still i
excited about physical ul}ects, even- after being in the
\{chuol for eight mdntha. The idea _og the lunts beinq new'and - ’
Qf havinq ong's own locker were mancioni“many times. . "
.Yes because its fun having yo\xr own !pace
- in tha junior high school.
. = . . 0
¢ - - 1
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A

. -

, ties. said one boy:
i

A girl said: .
Y1 Eating in-the ‘cafeteria’ is fun.

'Another child liked :hevs'po::s equipments:

I like having my owp locker and the
new desks with lots of room to put
tmngs in. . X t 5
phers referred to the ca}eceria or.the good sports facili-

It!s better than other schools, it does
nads o cafeteria.

. . \‘ " - \
"\ vés, because-all the new' sports things -*' )

s AT better “in this school. 33
" Some :children £oind it “exciting to be with new

»
teachers and staff, still others saw junior, lugh school: | .

smply as a\chanengmg ‘experience. About ten/pércent of
the responses fell into each of these categories. . Many of .
those who reperted being ‘excited about new. teachers indicated

their preferencé for having a variety of teachers for-dif-

ferent subjects. . e . .

(
Yes I'm excited about junior high sehooi
because’we donit have the same teachers-. »
for all subjects. . -
Comments referring to junior high school "being challenging °
seengd torcome £rom students who are seemingly more confident
and academically capable. .The challenge to then'vas more in p

terms of excelling academlcally.

) The vork has been hard but it has besn ‘ «
a real challenge for me; .

* Tagning to the readon Sor not being exéited about.
i B . i
junior high school it is noted'that the responses are of
N

a
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| .
lthree kinds (Table 16). welve of t}ose said they were not

L

excited because they were worried about academics.
No because the work ‘is too hard.

Six said they had lost their friends. _ =t

No .because we are all split up and my
< friends have found other friends.

. £ And three simply:said. there u‘as nothing to be excited about
H R as expressed, by. this boy:

. I'm not excited because it's still a
. school, same.as-any. other school, its
' ‘much the same as elementary school.

| e L2 R
W " 1 - one question asked the children if. there was anyt}ung

__—BE _junior high school which caused them to worry (Question 3, .

Appendix 2). They were asked to give details with their- i

answer. -Sixty-nine students adnugted that they were wotned .
about some aspect of junior high school, whereas nineteen

- ‘reported not being worried about anything. ‘Students were,

>
rigs as may

| be seenrin Table 17. oOnly three said they were worried about -

losing fnenes. three about leaving teachers and three -about

about things which fell into five categor.

physical aspects. The major focus ‘of sutuent worrles i ]
i ! junior high school are academics and influence of older
students. % L ; .

S Over. two-thirds of the students said they were

1 / worried about the academic progrimi Many of these comments
I{ /’ . wers related 6 tha aittioylty of the academic program

st generally, but the majority “of children specifically men-

. . ¢ tioned exams. Cmmnents S.m:luded the Ecllowin

|
|
i




| TABLE 17

R .
J - REASONS FOR WORRY ABOUT BEING
IN JUNIOR HIGH SCHOOL

186

Reasons for Being Worried, . ;7‘ . N% < %
a). academicsy " 68 ‘76
':b) ‘other’ students andknfluenvce - 38

©) teacher. - 4
e Ny =t

. @) losing friends 3

g e; physical aspects o B ‘

'£) other . . T e ¥

- - - o ;

. Reasons for Not-Being Worried N** g
a) nothing to .won*y about 0 T : |12
b) . am doing well af:aaemically 5 _\ 6 .
<) ‘s:‘xlu have my friends - 4 4
a) phys{ic‘al aspects LT . 2 r 2

*There were 69 respondents in this "yes" group.

**There were 19 respondents in this "no® group. .
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When exams come up I sort of worry and
shake. i . - &

b 4 _worry about exams, because they are
nxty percent: of your year's mark. =

Some responses were dealing with the amount of school work.
What. causes me to worry is how much
harder you haw€ to work in school to
get anywhere. * o J

Others -expressed concern about failing.

If.you fakl an exam or a. few tests you '
¥ could fail-the ‘year. .

And sull a faw others were worried about punishment that

would be given it they forgot homewark or did not’ get/ aasiqn-

ments in on time.

The only thihg that worries me is what
will happen if I forget my homework.

Yeah, projnct.l I never have tham in .
on &ime.

w;»im:gd out earlier in this study,

junior

high students generally expressed a sense of féar dnd appre-

hension of older students. This u'n;;my true in this
school because a8 it ié'a central high school with grades
seven to twelve, there is a considerable gap in the age
akige o -atudants. and ‘such an experience cart be a frightening
one for the more timid eleven year olds. Students" coment‘l
in this ares expressed either a general fear ‘and apprehen-
sion of older scudam:s and fear that they could be hu:t
physically hy tham or a rather mgre lpeci!ic ‘eu of 1n£1u-
ence from th® children in.the hghez grades. Thnf is, some

grade seven children felt ‘that older students could encourage

¥
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t.he'ln to-smoke or to .be involved in other undesirable activi-

e S ties. Comments directed at the physical side vere sinilar
; . to what this girl said: :
% Yes; sometimes ‘you get those Big shots e
. v Q : % that will knock you into the iockers,
i v or in the" ‘winter ‘they will throw snow
N % ¥ balls at you,

s ** 'and to what'was expm.seq“ by thit boy:

“ Yes the older kids bother some of us and
i . i don't give us freedom to move arond.

i - Some more, qenenl coments d-onstragmq this 1dea in chil-

- ; éden s minds are as Eol‘g‘u.

il % There are a.lot of pedble hdre and some-

will pick on you.

=8 = . Yes, L thought I would get beat up by the
\ © . older students because I'm so small.

And this very perceptive little girl explained: 4y

.. Yeu. 1 worry because sometimes people

laugh at you. They are with their friends®
in the corridor and try to act big so they 3
can laugh and you feel a bit out of place.. fef

i - “The Tesponses which expressed worry about the influ-

i ’ ence of older children oonta:.ned the following:

1 @ Yes I worry about bean caught up in a
! gang of drug abusers or smokers or. things

: like that. /‘ =4 4
Yes; one chxng is drugs. But you don't
% usually see them and itl -like there

aren!t any. v g

Yes the: thing that worzie- me is that I .

am going to get tangled up in smoking or 3

. taking drugs or alcohol. If I do that .my .. .
. grades will drop, .

4 . Taking another look at students who said they were
i
: .

i
|
!
i not worried, -thé. data presented in fable 17 show, that
i
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basically these students said ‘that: there was nothing to
worry abol.xt. * Such students felt \;erly content and- happy at
the jupior high school. Five Students said they were not
worried because' they vexe"dt;i'ng‘ well academically. Four
| said they 4id not need ‘to worry k?ei:m}u they still had theif
close friends and only tw;}entioned being worried about
“the physical aspects which'i.'fn these cases r;iezred to t:l;e
“size of the'building and the_fear of rot finding one's way
around.. . “- ¢ Bl 5% e T B s "
L] A
A final question regarding student emotiohs asked .
the students tn éxplain why- they were ‘or were not leased/
to be in, j\mxo; high, uchuol (Quentmn 13, Appendu\z). \"
Table 18 indicates th‘at_u large mujcrity of the studen(_:s
weré please;i td be.in junior hlqh scﬁool ;nd the‘ reasons ﬁ‘or
* their p].ealuxe are separated intg six categories.’ Again,
28 in the, responses to tie qu‘esr.ien asking if they were

: excited about being in’ junior high school, the largest

number of responderits indicated their pleasure at having a
"feeling of being more ncuré and of making new friends.
ne.g;ly' t\v_o—thin_i_s of the xesp«;qses fell into ‘eachA of’ these
.categories. Forty-nine students .ééxd ‘they ue;e'pxu.sea to
b in junior high school bécause they felt more mature. -Foi
some children, this sense of maturity neant thiat they vere

allowed to have more freedom and to make mou décisians

One ‘girl reportedx & &\

I am pleased to be in junior high school
because it makes me able to do things I 3
wasn't allowed to do last y@ar.
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SO " maBLE 1%
REASONS FOR ‘BEING PLEASED ABOUT BEING
" IN JUNIOR HICH SCHOOL
. ‘ : L
. b .
Reasons for Being Pleased - N+ [
@) feel more mature ) . “a9, 55
© b). 'ha;:s made new friends-, . 48° 54,
c) aifferent 'peoplergna.agtivieies Ly 12
) , physical aspects = Vo .10 1
) have met new teachers and staff e 9
£) it is challenging ,_ R | o ¢
g) other E ; 2 2
: !
. . i .
Reasons for Not Being ?1eaafd . N** L3
a) ;ear of new people, influences
ahd experiences ' . 15 e
b) academics % 15 17
c) physical aspects. v 3 3
a), miss teachers : .. o 2 2
; i ‘2

" *There were 71 respondents ‘in this "yes" group.

**Therelwere 17 respondents n this "no" group.

W
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Another qul stated:
*-  In elementary school you ark treated like
a baby, but now youjare free té d hings
your way. . -

N
- | P N

For others, maturity represented being 'a step further along
in completing school and gjing— on'to further education. A

boy responded : \ . -
\

Yes. hecaus’e now I[knaw 1 ‘can go all the
way to my qoal. ¢

Another replied:

'Yes ‘because 1t\putg mé one, jear closer o
to getting ‘out of ‘schosl and of £t “
college. |

In the' majonty of coments rega;dan matunty the:e was a
M

sense of ‘pride, of impcrtance at being in the new school as

thése’ comments illustratea\ = gt

Yes, because it mkes me feel nice to

be thought of a eenaghr.
Yes, it makes me eel‘ I'm grown up.

I am pleased to bé here bekause I am
prowd of myself. | ' | .

About the same number of students said they were

pleased to be i the new school because they had made new
B \

friends! Their comménts generally showed pleasure at having

ek seyertendas Th cas cases old friendship groups had

been b’i"oadened to include |new friends. '
Sinde beiny’in junior high sghool I

still have my old friend? but I have
new ones too.

'I'am pleased to bé here becaush it seems

like your old friends think more of you
because you meet’ gome new- friends.
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But in other instances old f':‘iendships were severed and new
s i ; )

O,
My old friends have found other friends,
but I have found new ones- too.

Yes, I am pleaséd to be.in junior high

school because I like the new friends I

have made. . ¥ .

Apart Ecom the ‘twoi mador; oategoriasijust aiscussed,
tl:le only other group of any great signiﬁ‘cancefis that of
"aifferent people and activities”. As was said in the
analysis of Question I, most of the children L‘n this cpte-.
‘gory seemed to enjoy the different acuvi'uesfinagaﬂg
those groups and activ.ities “hilch Had ot besp avaliable in
the slenentiiy sohool, 'Ten Chilaven were plesed AbSUL the
physical aspects of the building, again they liked the new
gorta:\les, .cafeteria and lockers; eight were happy with meet-
ing new tedchers ard statg and only £ilve said°that their .
plea}vs‘m.te was because they found the experience challenging.'

‘In the "no" s these .made

comments which were separated into five groups (Table 18).
Many of those who said they were not p{eased’ to be in junior
high school gave several reasons for their feelings. The
two ‘categories of "fear of academics" and "fear of older
students and their influence” seemed to cause the childreh
more displeasire. There were fifteen responses in each of
these groups. - These two areas have been a source oé‘a;s—
satisfaction thtoughout our analysis of this data and

P
generally, when complaints have. bden aired, the reasons are
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H . ‘, related to these specific concerng=, For the ‘remainder of
7 the students of the "no" group, only three were not pieased
with junior high school because they did not like the
DhysicaL apecte) Gily tWo nineed Sevends and another two

missed teachers and staff. o4

Ve
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(CHAPTER,V

* A COMPARISON OF STUDENT EXPECTATIONS
AND EXPERTENCES >
By wvay of comparing student expectations and

expensncea, it will be nec:

azy tov draw

salient responses: of students which were
chapters three and foui. ' In 50 going, only the most ohvxous
ana significant trends will be ment loned, as a)somewhat :
thnrnugh overviey of all citegories of student comhents Yas )
given in those earhex chaptsrs.A The trends and pattezns
between student'e?cpe?tatlcns of, ‘and exh\e‘;xem:es at, junior
high school will be analyzed under six hedings:  (1).study
and performance; (2) teachers; (3) parerits; (4) extra="’
curricular activities; (5) friends; and. (6) ‘student endtions.
“We shall turn first to study ana petformance.

3 ] 4 e “
Study and Performance : PR R
'An analysis of the study and perfomance expeccétions D
q Rig with the study: and perfomam:e experiences reveals, at '
least, three important conclusions which may - be stated as

follows: (1).students found that the grade seven academicj—.’ - . *

program was more difficult than they had expectad, (2) in- the -

grade seven survey, Eewer itudents re!ponded that they were
doing "ve:y well" or” "hettgr than ].ast year", 'than had been

expected from the grade six dath, (3) the nunper of childrén
. h s e
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who reported doing "poorly” or "worse than last year" was '
higher in grade seven than the grade six data had led ‘us to

expect. - PR

With regard to the difficulty of the amdemié program, .

has heen demn;xﬁ_t_r_ated thtoughom: this analysxs “ana
espacx_ally in chapter three,, that’ gradewsm students expect
grade Beven to be more demandmg academxdally. Thi:s was also.
polnted out in the Mitmap; et alh (1981) study: In "chapter
four of this study it was shown that grade seven children mdy

" indeea fing that ‘the program demanded more. Of them (Table 19).
As was‘made olear by chudren s ponments, one Afthe’ main .

reasons why school Work was considéred to be more difficult

was that they were required to write mid-term and final exans.

Thig seemed to be an area 6f great concern £0r ;these children.’

Coupled ‘with this, there vas the' idea of having nore courses
to take and more teachers to’ work wu—.h, a5 well as; having -mire

homework to do, a reuhcy which' the children had not expected

(Table 39). This nncnng is contrary to that of Himan, et al..

(1981). Mitman and his ch:.eaguas £ound ‘that whereas the _

degree of concern for academics vas high dt the end,of grade
_six/ this concbrn has all but disappeared by thesend of the
grade sgapn year, as children were finding the prégram 1%5; '
diffiwlt thah they had expected. . A

It is interesting to note thut more”than  one-third of
the gtidents, during. their grade T— had expected to da
"very well" in grade seven, but,only about ‘half of those " s

actually reported having done so. .Also, fc:cy-s{x petcent o’

—e
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TABLE 19

EXPEC’K‘ATIONS AND EXPERIENCES CONCERNING -
TUDY .AND pnnpqmca

. - 2 il N 5
Ekpel:znt_lanl N 1! Experiences N
Expen nmaol ook School work

nox - more difficurt
axm;n ‘ana v . and requires -
‘require more smdy 57, .63 more study 72 .80

Expect achool’ work SThool work s i
11 be more

wi. more difficult - °
1 aifficult because cause GF more.
£ more i teachers, tourses
course n o1z and book: 5 %39
i i : Have moxe
homeuork - ] 13 2
Expect' to-do '« | duAng “eairly
fairly well in ¥ n grade
carade.seven . 2. 58 b S
| Expect to do.very $ Am“doing very
.Tell in grade , well in grade
seven . 32 saven 116
Expect to do  poorly - Am_doing. poorly
grade sev in"grade seven 13 15,
_Expect to do better . | - Am doing better "
“in grade seven than than in grade.
in grade six 2 46 . six, .21 %0
Expect o do_about # .. n doing- about
e same 33 in ¢ the sane
grade six 39 43 . grade six 40 45
Expect to do worse . Am doing worse
than I hdve done than I did in

** in grade six 6.7 grade six a2

.. *Data for this and bubsequent tables in this' chapter h
besn axtracted from tables and information 9iven. in chaptars
three and four, . For this ‘ressin no. totsls are given. only
- significan® categories of responses’are represented
gach table, the expectations coluun sepresenca the grade six’
daca and the éxperiences colum sents the grade sevén
In the expe £
uinbe

y are
this chapte 1re ver
Guestions ware dealt with in that pariicular seceion of the

\ study. For example, Table 19 has oxtracts from questions
number 2,12 a6 16 for both the grade six and grade scver

grads E
Bac Senie s

s

i
i
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grade six students expected to'do better in grade Seven than
-they had done in grade six, but only about{thirty percent ’
reported Baving done better (Table'19). These figures
indicate that many students are mot meeting their own
expectations as far as agademicy vas concerned. . This is an

nterest].nq phenomenon and ls undoubtedly, partly due to

the’ fact am; tHe grade seven with the i ion

of formal ‘examinafions; is more demanding. But one must not

overloock,’ however, that this drop 'in academic performance is

partly due to the’trauma eiperiencea by those children during
the transition, comng as it dﬁes, at a very important and

yet difficult perlod l.n the.\t development" The l.dea of the

gransition being difficilt. because of its occuzxing during |

‘the onset. of ‘adoleacencé; has been polinted out in studies

done by Simmonds, et al. (1973, -1977) Biyéhe, gt-al. (1978),

and Nottelman.{(1982).

_ WA’ further analyais of 'K'able 19 reﬂals that only a

:elanvely 11 number of students expected to do. poorly in
R

2 academi:s, or to do worse f_han they had done in' gzade six. L

Yn other words, there was a high degree of ! confidance “along

academic-lines. The grade seven cmmnent ahow that tokard

the ena of the qzﬁ eeven Year, thxs cont

dimlnxshed mmewhat. nfr.een psxlcem'\ adtually x:eported doing, :

§00ny and twenty—four“ percent 'said th7 theif were, not ‘going *
a.

.as well as chey K’ad dqne che p:evxbus x [ IE n: cun be
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S i ow, ’ ’
students were in this group, then this idea is in line with
the findings of the Ward, et al. (1982) study. They found~
that their "low ability" or "poorly motivated” student
"types" often did poorly in the first year after the ttahsar
“to junior high school. This idea is also brought out in a

study by Youngman (1978). 3 £ ‘\\~

Téachers
.~ g F—t

An analysis:of ‘student expectations of and experi-

* ences'with ‘grade seven teachérs, shows that, other than for

the ided of being treated more maturely, stidents' actual *
experiences with' teachers at the grade seven l_evai are not
:eany' very different fr«;m what they had‘expe‘cted them to be.
It was generally borne out: :hat those ‘who mgpected ;eachers
to be more demanding academically or ‘to be-moré difficult to

get to know, found this to be the' situation. Int both sets of

data thére is fairly.heavy emphasis on junior high teachers

being more strict’ and demandidq more acadenically. As was
Pointed, ot sarlier, these two areas aré intsrrelated i the
ninds*BF stidenta. - They seem to see "being more‘strict" as
a necessary component of getting through the more demanding®
- academic program and they ‘were not really displeased with it.w;
A - . his'is. comparable with the. findings of Mergéndollar,,et al.

3 11952) whc found that stndentu in, grade ‘seven expected and

Wt enjoysd hnv;nq a teasonable amount’ of school work to do and

% -'.algo valued ‘a weu run and’ well vrganized ‘classroom in which




, some discussion. As was pointed out in chapter three, grade

' . .
One category of responses in this area is, -however,

worthy of our attention, that is, those responses which refer .

to maturity. Only two percent of grade six students expected

to be treated mofe_maturely in grade seven, -but theil actual

experiences revealefl that forty-six percent really filt lthat

. 1] . . N
they were being trbated more maturely by the grade seven
teachers than they/had been treated’by teachers while they were

. in grade six. This is an interesting phenomenon and merits

six ‘studénts, because they are\the oldest students in the
school and often filled .positinns of responsibility, generally
. express a'feeling of being-mature.. In Table 1 (Chapter Three)
. roughly twenty percent.of grade six children said they
,expected to miss the feeling of maturity which they had ,
gxperie_nced and in response to another question, another -
twenty percent said €hey enjoyed “feeling mature". Also, .
as Table 20 shows,” it can be dssumed that those children -
\.must have seen épems_elvgs as being treated maturely by their
teachers as‘only two reported that they expeos®d®grade seven .
' teachers ‘to treat them more maturely. There seems, generally,
. 'to have been a consistent’relationship between their feeling
mature and their being treated in that manner at the
elensntasy dohosl, Th this connection, it was also pointed
out in chapter eﬂ;ee that grade six. students ténded to think
ERAECARLfEAde. Baven: EHey WOULE: 1588 LS g BF m'atu}icy
4 nd vould feel like, as ome girl put it, "the kindergarten
class again®. ®
. ]




% - TABLE 20 . .
EXPECTATIONS OF AND EXPBI‘U’.ENCES WITH ’
JUNIOR HIGH SCHOOL TEACHERS - .

Expectations N. 8 Experiences N8
Will expect more . - Expect more

academically 36 40 academically 41 46
Will be more \  Are more .
strict 29 ° 32 strict - 33 .37 ,
Will not be easy Are not easy fo .,

to get to Know 22 24 et to know 25 28
Will not be Are not

different from . + different from LN
elementary . elementary

teachers 1213 teachers 21 24

Will treat you Treat you more

‘more maturely 2 2 maturely 41 46

As revealed in Table 20, this was not the case. These
children, even though théy were the youngest children'in the
achool, did experience an im:reased feeling of maturity.

Over half of them felt they were being treated’more maturely

by their teachers. As was poim:ed out in the analysis of

gradegpeven student comménts (Chapter Four) some uudents
ented on this in a negative manner relating it o

academics. Their commants generally stressed that they had

been given more responsibility for their school work and

that they had to accept the consequencés of uncompleted or

s
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overdue assignments. This, for those students, meant that
teachers were treating them more maturely. But, however,
many students enjoyed being treated in this manner by their
teachers. _They seem to be experiencing a, special feeling
of being “qzown up". This concentration on personal
:elntions)upl between the teacher and themselves was an
.important trend in a study by Everhart. (1970). Students

“in his study reported a favourable attitude towards teachers
who treated them in a mature and responsible fashion. This
behaviour, according to Mergendollar, et al. (1982) is

valued by adolescents, as they tend to see teachers more as

. friends rather than intellectual authorities.

Parents
e

An analysis of what’ studentn expected concerning their
pazents/aenctxons to the tzannuon and what they actually
experienced with regards to their parents' feelings about their
grade seven year reveals a high degree of consistency with
regards to the children's expectations and experiem%eu of
parental opinions on académics* (Table zn " Childtetx generally
belisved that their pafents would expect more academically and
actually found that to' be the case. The -ums crenznfouowed
with regards to maturity. Children very often thqught that
more would be expected‘bf them because of their ifcrease in
maturity and.reported their parents did have higHer

expectations of them during the grade-seven yeay because of
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: . ’ TABLE 21
ot
N 'STUDENT PERCEPTIONS OF PARENTS
Expectations CN % Experiences N %
— - 1
Think  that parents Parents are
are confident and confident and '
not wqrried 61 68 not worried 40 45
Parents will Parents do,
expect more, expect more
because academic because academic
program will be program is more
@ more difficult 54 60 aifficult . 55 62
" Think that ' Parents are
parents are concerned and
concerned and worried 36 40
, worried 25 28 =
Parents will V4 Parents do
expect more expect more
because of because of
reasons based reasons based M
on maturity 22 24 on maturity 23 26"

this. There seemed'to be very little inconsistency in these

two_areas. —

Y

However, an area with considerable inconsistency is

+ that of student perceptions of their parents' feelings’ ut

‘them, as. they experience the transitional year. .A number of

parents, according. to their children's estimation, are

worried and concerned about their children being in the

junior high school program and this number increases

for the grade seven data. More specifically, while still in
- .
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grade six over twenty-five percent of the children believed

| eneir parents to be concerned and worried'about the ~

transxtmn, and in grade 5even, forty petcent reported
their parents as feeling this vay. '
With regards to parents beihq confident and not

data.

worried, this number had decreased in the second set
During the grade six year sixty-eight percent of ‘the children

reported to this effect, whereas this number dzopped in the

.grade seven data. .Looking at the gra ix and’grade seven
data separately,_lt is found that while still in grade six

nearly seventy percent of the children zepctted that their

Jparents weze .confident and not worried about the transition
and oply twenty percent expressed belief in their parents’.
concgrns: . But, in gradé seven, roughly an eqial number of
students reported their parents to be either concerned and
worried or confident and not worried. In other words,
students’ perceive’ an increase in parefital concern regarding
their children in the seventh drade.

4 . A} -

Extra-Curricular Activities

_For an overview of scuden:‘ expectations of and
experiences with extra-curricular activities in junior high |
school, we turn to Table 22, which represents tha most
important findings of Table 4 (Chapter Three) and Table 13
(Chapter Four). fTwo main points of interesigmay be drawn

from these tables. They 4re: (1) the number of students -

. v
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TABLE 22
EXPECTATIONS AND EXPERIENCES CONCERNING e
- EXTRA-CURRICULAR ACTIVITIES
Expectations N ) Experiences - N %
! 3 Expect to be : - Am involved in
b involved in arts s arts and music
. and music act 36 40 activities 20 22
s > g
" Expect to_be- .Am involved in
involved in no + ' no extra-
extra-curricular curricular

activities 57 6 activities 19 21

actually involved in arts and music activities is less th

; was expected from the grade six datu.vandA (2) the number of

‘ students ‘not involved in any extra-gurricular activities is
greater than was reported in the expectltio\p;cglm. 'In

response to another question, forty percent of the children

- expected to be involved in extra-curricular activities in
.grade seven, but only twenty-two percent were and, further,

only six percent of grade siX children said they would not

be involved in anything in grade seven, but, in reality, over
twenty percent of them reported to this effect.,
These findings, representing a reduced involvement in

< extra-curricular activities could be due to several factors.

lvement in sports and other

o
i ‘ As the figures reported for in
l i grade seven as in

conclude that interest
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in arts and music activities gave way to those. -Neither

can it be concluded that opportunities for involvement in
arts and music activities were not ‘a‘ail_able at the high

school. A more likely explanation, and one that fits in

with the analysis thus_far, is that many -children who were

involved in extra-curricular activities in grade six just
4id not become -involved injthem in grade seven. As was
, many children indicated that

\

their reduced level of ipvolvement was due to the pressure
¢ ; i ;

pointed out in chapter fou:

of the academic program. In many cases, this decision was
made with i:arencal'e'ncourage‘ﬂmen:. This development, which
is further emphasized in other parts of this chaptér, -

indicates a high concern for academics both on the part of

students themselves and of their parents, especially in this

their first year of the junior high schoolprogram. ' But,  '-

another possible explanation|for this lack of involvement on .

the part of many students is /that they might be having
difficulty coping with the transition to a new school. This
idea waq.pzévaxené in studies by Simmonds, et al. (1973,
1977, 1979). They found that‘wl:nen transition to grade seven
involved going to a new school, many Eh}ldxen, especially
girls, did not become involved in school activities. These
authors, saw \his as a result of a_‘,l:l.ﬂ\ange in self com;ept
resulting in an inability c(;:pé with both a changing
environment and changesgelated to adolescence at the same

time. Nottelman (1982) also stressed this point.-




Friends

One question (Question 11, Appgn“licea 1 and 2)
askedthe children if they expected their relationship with
their friends to change (or to have changed) because of the
transition from grade six to grade seven. Two important
points can be drawn from the findings: (1) many grade six
students expected to maintain their old friendship groups,
but only a few of them did; and (2) not many qrade six 4l
students expected to make new friends, B, in effect, "
large number Of ‘them reported that they had. Forty- ~three
percent of, students thought that high school would not affect
‘their relationship because they would try to maintain old
friendships, but while In grade seven, only seventeen-percent
found that such re1a§ionumps had not changed (Table 23). In

other words, for many, students, friéndship patterns did change.

" A further analysis indicates that very few of the grade six

st\id}nts were expecting to make new friends in grade seven.

As was just said, many of them intended and desired to keep

"ola" fri;nda. But, when asked about their friendship
patterns at the end of grade seven, nearly eighty percent of
the students repoted having made other friends' And, as
reported in Chapter Four, these children often mentione.d
having severed rslltinnship‘s with ‘friends from their former
elementary schools. Their new friends very often were from
one of the other two feeder schools. This is an intéresting
finding and one which merits further attention. During the
<
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\

EXPECTATIONS AND EXPERIENCES CONCERNING FRIENDS

207

Expectations N 3 Experiences N 8
Friendshijivill Friendships have
not change because not changed because
we will remain e have tried to ~
friends 29 43 remain friends 157 17
Friendships will Friendships. have
change because ve ' changed because
will have more and e have more and
nev friends 8 9 new friends 60 67
Friends are pleased Friends are.
to move because they pleased to be here
expéct to make more because they have
and new friends 9 fiade more and new
friends 19 55

Friends are pleased ) Friends are .-
to move because pleased to move
they expect to feel because they do .

8 feel more mature 28 31

more mature 7

grade seven year, many children have actually ended friend-

ships which have continued, in many cases, since primary

grades, and have formed new friendship groups.

Another question in this section (Question 14,

Appendices 1 and 2)

asked the students if they thought their

friends were glad to be moving (or to have moved) to grade

seven. A couple of other important points can be drawn from

their responses.. First, very few grade six students

believed that their friends were glad to move so that they

~ N
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Gould sike el frisads, Bik, in faok, over £itty parcent of
grade seven students reported that their friends were glad

to be,in junior high school because they had formed new
friendship groups. Second, very few grade six students .’
{only- eight percent] £b1¢ that friendswexs glad to mgve
because it made them feeél more mature, but, in gra‘ds sevén,
over thirty percent of them admitted that me feeling of
maturity was the case of their friends’ pleasure. Children’ s
expectatlons hd experfenced aid not’correspond, The breaking
up OF old friendship groups and the formation of new ones was
a much more important and enjoyable aspect of junior high

school than. students had expected, both forthemselves and

for their friends. This urge for peer-focuséd interrelations,

considered by most developmental psychologists to be a major -
adolescent motivation, is probably one of the chief reasons
for changes in friendship patterns. This idea is reyealed

in the Mergendollar, et al. study (1982). :

Commenting on, the second point, a\s_ was noted earlier, .
students did not expect themselves (nor their Pitendsy €6
feel more mature in grade seven, but, in their actual
experiences, they did indeed feel more mature, and, as was’
#sid earlier in the discussion on tedshers; they found ‘that
teachers in junior high school treated ‘them more m;turelj.
The, fact that a fairly luxge number of the ‘grade uven
students report that both themselves and thei.r friands feel -

more mature: and are treatad mqre matursly by teachers:is

?
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evidence that, in addition }bein«; conéerned ;bout the
academic silde of schooling, they are also concerned about *
the.social. This is similar to findings by Mergendoilar,
et al. (1982) and Everhart (1979) who found that teacherd
need to "care"‘about the social aspects of their relation- .

ships with students,’as it is a priority in students' minds

9

: Student Endtions

Focusing on student ethions regarding. the transition

period, several important trends need to be discusseds Each
of the questions wmch students v(;exe asked to respohd to.

concerning their e_moticns will be a_c}algged scpaxately4 One.
of these questions (Question 1, Appendices 1 and 2) has to. "
'do with.student feelings of excitement about the transition

’ > 3
and Table 24 rep'resents the salient features of their:expecta-

tions and expenences. As was expléined in Chapters Three and

Four , Qxcltement about goi.nq to Yjunior high) idehool was

. genez Ily hxgh and zemjlned high thmughout (:he grade. seven

y_ear., This is’contrary to findings reporteg by Evans and
Richardson (1980) and Power and Coliérail'.(lﬂs) nhc.f‘olin'd
that excitemeny, while kigh at the beginning of grude seven;
had practically dxsnppet:ed by the ‘end of the yea:.' In’ t_he
preuent study, only ten children out of a total of ninaty said
they were not excited about goinq to grade seven.: At r.he end
of grade geven, this sxcicement had dropped somewhat but 4 '

¢

still only eighteen of the eighty-siqht atudentu in :he




: ranglnq Ezom grades sevén tu twelv

“Only thb first point needs Further clarification’
here, .as 'points ;p;m -and three simply add furtheremphasis®
to what has ‘already been sa"id‘ vegarding: friends and maturity.
Generally, stbdents wézef fodking forwdrd: to mew people and

Lactivities even' though they-were not.looking forward to

cha;nginq tl?eii‘ E;iénds. The present data’reveal that thHey

T e
aid indeed. enjby thie activities

'grade ,sebénv,‘ ._espez’:ia‘lly 2

partly due to,the’ 1arge enm_men‘ Lnaarly foun:een hunazed

students) “fn the school. -and the age’ qap between children '

For -an eleven year

old from .a :ather shaltqred schocl e:)vi.ronment, th).s could
indeed be a rather' Emghtemng expenence.

N Anuthez: quesnon (questaqn 3, Appendxces 1'and 2) .

regnxdmg stuaent emticns deal‘t wlth studen‘: wornes ahaut

. 3
‘the transxtxon. Fxom »an analysiﬁ oi‘gbles 8 and 17* twe

’,asx in

5 unpnrtant ca t ies have bee x
Table 25. the -grade six data had SO "tifey- ~sgven atudents
sayxng they were. worned and‘thlr(:y—two r.esponding that they
were not worried (Table s).' In the’ grade, seven survey.' 3

sixty-nme studenta sud tmy were werried and only xpnetten

aid not express concern at being tl aﬁe (Table. 17) : .These®

. ‘Exgures Buggest ah irlcreasa in a(—.uﬂent worry about! some v



e v i TABLE 24 -

s
A -
STUDENT EXCITEMENT
Expectations = ! N % 3
Excited because.I
expect-to be
- involved with 2
. different people A A .
9 and activities. - 49 54 actlvxtiesl ®ia : 26 %
s : : % !
"'+ Excited because I - Exc¢ited because
expeet to meet . I have made new v i ¢
new friends - .. ‘10 friends 45+ 51 L
Excited because I . * o Excited because:. = -’
expect to,feel’ * . o« I .feel more J . E
% more matur 3 9°.°10"" mature ¢ 46 . ' 527 . 5

s SNS ' i . % "

survey said they wefe zgt excited. The "novel éffect"

xeported by the above-stud;es was not present’ here. E

Exéltement zemxneal‘hlqh at’ the “end of the school year.
. m examination of, the data presented in Table 24

suggests three xmportanc points:, (1) F1fty—-£our percent .

of the students wexe lookmq forwazd to bexng 1nvolved
5 mth dxfierent people and aceiviues, but only twenty-six /
.percent did enjoy this in’ q:ade seven, (2) 0n1y ten’ petcem-.
;.ooked forward ‘to maetzng new E:xands. whareaa fxfty-one p iy

pareent were actually. excitﬁ nbnnt this the: iouowing yea

(3) Only )bn percent thought they wou%d feel more matuxe but

- ovsn fifty percent actually di.d. L gl » 8 5 . e




. ‘alsc 1nteres§mg to note that, Wh

-~
TABLE 25
7
STUDENT WORRIES

Expectations N % .. Experiences N s
Worried abo\rt il % ' - Worried about
&xpected o actua’
relat).onshl.ps .. .- .. experiences with
with Glder’ : . older students °
stpdents and P ‘'and their . _
their influences 50 .56 . ' influences 34 . 38
Worried about kL "0l gorried’ about
expected “ . . " actual

performance “in performance in
academics 13 14 - : academics . 68 76

aspect'of the transition. From the percéntages given in
Table 25, one might say that, ip grade seven, students are
still worried about older students and their influence, but

‘the main focus of worky is how the academic program: It is

jle’ in grade six, only’

fourtgen percent of the students ‘said they wére worried

about academic

in grade seven, but at the end of their
grade seven year, fseventy-six percent act\;a),ly reported .

that they ‘were worried in this respect. Tnis-is contrary
t6.the findings 6f a study by Mittnan, et al. (1981). te

and his colleaques fonnd that Etudents wsre concerned ‘about

academics early m the yeax, bm: by spxmq. this worry had

yi:hually ai + Tn the ’gent. study, this data is
. . v o .




further evidence of the increased pressure of the academic
program. Taken together, we might say that, from the
students' perspective, these two areas, that is, older
students and academics are the main squrce of worry, with

the latter inczeasing significantly toward the end of the

v
grade seven year. Hamblen (1978) pointed out the importance .

of teachers being aware of the various types -of "worries" »
that students experience during thé transition period, and
stressed the need for guidance to help students adjust to
the new environnent. J ‘

The third question (Question 13, Appendices 1 and 2)

which attempted to tap student emotions-régarding the ..

transition asked if and why they were pleased to be in junior !
high school. Responses show that seventy of the grade six ) |
children said they were pleased to be moving and ‘twenty said |
they were not pleased. This trend remained very much the
same throughout the following year as seventy-one grade seven
students responded "I am pleased to be here" and seventeen
said "I am not pleased”. - Such'consistency was not found in
similar studies by Evans and Richardson (1980) and Power

and Cotterall (1979). Both these studies reported student
attitudes to be more favourable at the beginning of grade ; }
seven than at the end of that year. Each of these thrae i
trends found in Table 26 has already been reférred to in B 7
atfier seatibné of shiw chaprer, Yo rlefly recupipudate.thes |

in point form: First, a substantial number of childfen were




TABLE 26

STUDENT SATISFACTION

Expectations N8 Expectations Nos
Pleased about Pleased about %
expectations of s the experiences
being involved “ involved with :
with different different people ;
people and and activities 1 12
activities x 38 42 5
Pleased because Pleaggd because
of expectations of experiences . - H
of feeling more . of feeling more . i
N mature 11, ; 19 mature 49 55 1
Pleased because Pleased because !
of expectations of experiencé§ i
of ‘meeting new . of ‘meeting new
¢ friends 9 10 “friends 48 54

pleased about the expectations of being involved with other
people and activities, but a small number at:\tua]ﬁ reported
having fohnd pleasure in this. As was stated earlier,

according to studenk comments, this was more a dislike of

] "other people", rather, than of other activities. Second, a

very small number of grade six students were looking forward

to changing their friendship patterms, but over half af them

did. Students indicated great pleasure at making new friends -
and little regret at severing ties with old ones. Third,

whereas less than twenty percent of grade six children

expressed pleasure at the expectation of feeling more mature

| N B ;
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)
iR junior high school, £ifty-five perdent of them were \
pleabed about feeling more mature a year later.

9




perspective has been to help us to get closer to some

CHAPTER VI

SUMMARY AND CONCLUSIONS

The present:research focused on students' perspectives
of "their transition from elementary to junior high school. By
way of summarizi‘nq this research, the task of the preSent
chapter is to give a brief overview of the theoretical

orientation, the research method, and the research findings. .

‘In addition, theoretical and practical implications of the

research are outlined and suggested directions £6r future .
research in this area are noted.
” N

Theoretical Orientation’

The purpose of this research has beer to.fOcus on a
particular sociological dimension of the transitiom from

elementary to junior high school. An interactional £rambwork

has been adopted to help us delve more deeply ihto the life of
the school as perceived by students. One of the valyes of

examining school transfer by means of the interactionist's

resolutions of the complex questions of "how", and "mth what
consequences", students experience the transition period. For,
unless one can understand the transition period from the
students' point®of view, the ndture and outcome of the 4
teaching-learning process at the junior high school level will

not be completely understood. It is, necessary, perhaps, to
.
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emphasize that one is dealing with students' perceptions. 1In
other words, one is fully aware that students' views regarding
the transition period might not’ accurately describe the
bjective reality of the classroom. But, at the same ‘time,
one must realize that stiidents' beliefs and interpretations
are important, since this subjective reality will undoubtedly
influence students' attitudes and behaviour.

The most fundamental proposition of the symbolic
interactionist perap.ective is that distinctively human
behaviour and interaction'is carried out through the medium
of ‘aym.bais and their meanings. This becomes clear when one
-realizes that man inhaBits two different worlds, the natural

world, where he experiences drives and instincts and where the

" external world exists independently of him, and the social

world, where the existence of symbols, such as language,
enable him to assign meanings to obgecta. A symbol is a )
stimulus which has learned meanings and value for peopls’

Mead's identification of two forms ox levels of interptetatxon,

that: is, of symbolic and non-symbolic interaction, are

important to one's understanding of the symbolic interactionist

ntation. In lic ion, humans respond
_directly to one another without interpret;atlon. In symbolic
interaction they interpref @ach others' gestures and act on ° -
“the basis of meanings y){al_ded by those gestures. ) :
The majority of all human interactions is symbolic;
which means it involves intexpretations. ALl pirticipants in

it have to build up their respective-lines of gpnduct by
N \
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constant interpretation of each others' on-going lines of
conduct. It is the interpretation that tounts, as far as
outcomes are concerned, and, in this case, peoples' thoughts

and actions, not instincfs nor simply the objective reality

of the situation,are seen to be important.' I

“The symbolic interactionist, therefore, is interested '
in the world of sub]ectlve meanings.and the symbols by which
they'are produced and represented. JIn relating this to the
present research one is led to see the importance of the
student perspective in the classroom situation. From‘this
perspéctive, Btudent’.s are seen as acting towards objects on
the basis of the meanings that objects have for them. 1o
derive those meanings they go throigh o procens of Lnters
preting, reinterpreting and defining their physical and social
environments. They interpret, define and then organize their

- actions towards all social objects. In other words, their
actions are organized according to their definition of the
Situation, yhich takes into account physical and social
factors in the environmgnt as well as their own physical and
social states. Behavioral outcomes are based on.the' students'
subjective reality and not on the actual objective reality of
the 'situation. ' It is“with this 1dea in mind thatthis tessarch
tries to understand what students experience in (ilfeir transition

from elementary to junior high school. ' ¢

e R e




Research Methods

The research problem for this study was one of trying
to understand how students, who are experiencing the trauma
8 WADLSHEERGE, SYpEELERGS il CRARRTEISHTE L ‘eleméntary to
junior high school. In other words, this study has ‘tried ‘to
sensitize educatdrs to the expectations and experiences
students have in this transition period.

, Data on which this research is based are taken from
responses to \-.wé student questionnaires and student interviews.
To begin with, a questionndire was administered to ninety
students in late'May of their grade six year. -In the following
ye“ary (early April) a similar questionnaire was administered to
eighty-eight of the same students again, who were then
completing their first year ‘of junior high school. Questions

‘on the grade six survey were aimed-at finding out about student

‘expectations of junior high school, whereas the grade seven

survey asked questions directed at their actual experiences
in thE’junior high schoola... In this way the researcher was
able to obtain from students their expectations of and ,
their experiences during the transition period. In both
surveys, the questions werethe same, except for the fact
that one gget was worded to elicit responses regarding
expectations (Appendix 1) and the other for responses
regarding experiences (Appendix 2).

Data analysis for the study was very similar for both

the grade six survey and the grade seven follow-up survey. In

v .

e
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both cases, themes were drawn from student comments on Fhe
open ended questionnaires.. Following this, a qualitative
analysis, which was supplemented by some numbers and
pércentages, was then done on the various themes.
Conclusions and implications for this study are subsequently

based on the dominant themes in student comments. '

. Research Findings . |

Having 'given a comparison of children's expectations
for, and their experiences at, the junior high school, the i
present task is te briéfly recapitulate the main £indings.

Turning first to student study and performance, three
impurc’ant conclusions may be drawn.. Firstly, many students
were not doing as well academically in grade seven as they i
had expected to do. Table 19 (Chapter V) shows that thirty-
two percent of the children expected to do very well but, in
grade’ seven, only sixteen percent reported that they were.
Also, related to this forty-six percent of the respondents
thought they would do better in grade seven than they bad
done in grade six, but only thirty percent reported to that
effect. .

Secondly, more students reported doing poorly in
acadenmics than had been expected from the grade six survey
(Table 19). While in grade six, only two pefcent said they
expected to do poorly whereas in grade seven, fifteen percent

reported that they were. Also, only seven percent of:the




grade six students said they ¢gpected to do less well than
they had done in the grade six year, but at the end of
grade se€ven, twenty-four perc’en:‘reported that to be the
case. Twenty~four percent said they were not doing as well

as they had done in grade six.

Thirdly, the academic program in grade sevenlis,

. according to students' opinions, more difficult than they '

had expected. Table 19. reveals that none of them had

pec more 1 but: Yy ‘pércent admitted that
they did have more. Over sixty percent of grade six
FEGdenLy Winaabt chisk he ASandEle PrsgEen veuLa be BhEa
aifficult but over eighty percent found this to be so. And,
further, twelve percent of the grade six students expected
the academic,grogram to be heavier because of more books,
teachers and courses,,but over three times that many -

reported this to be the reality.

Clearly, the academic program wag expected to be..
heavier and more demanding but it proved to be even more
demanding than students had expected. In addition, studeiits
were genmerally not meeting their own expectations in
academics. Many students had expected to do "very well" but
not many did and many of the seemingly slower students are
performing less well than they had expected. In other words,
there are more students doing poorly, or not doing as well‘ai
they had expected, than would have been suspected acco;dinq to

the grade six data: .
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One further comment is necessary regarding student

study and performance expectations and experiences.. Students

generally dislike the academic aspects of schooling and react’

much more favourably to the social aspects of the program.
However, this dislike of academics does not tend to lessen
the importance of .it _i.n/ the minds of students. To-do well
academically is very important to most students and helps

them to evaluate -schooling positively. In other.pwords,
oy

many. children report having had a good-year at school if they.

have done reas’c}x:amy‘ well academically (Tables 1 and-10).
With regards 'tpnécudent expectations of and experi-
Yences with teachers, as was ointed out in Capter V, with
the exception of the idea of matuiity, student experiences
with grade seven teachers were mot very different from what
students had éxpected ‘them tp be.x According i sradent:
comments, it was _inos': often expected that'they would demand
more academically, would be more str::u:.t, would not. be easy
to” get to know and would not really be very different from

elementary teachers. This

n fact how. grade seven
SEGdRIEN Dol EHALE teschdbs ©H BE. WHELE superYenced WiR
teachers did coincide with their expectations of them
(Table 20,\€hnpter, V). ¢

But,-it is with Ehe idea of being treated more
maturely that student experiences did not coincide with
their gxpectauéns. _In ‘this connection, only two grade six

students said they expected ‘tof be treated more maturely by

+
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teachers in grade seven, while in grade seven, forty-six
percent of thém mpoz:ed that they were. As was suggested ~
earlier] g:ade six students,,heinq the oldest children in

the school and being partly responsible for various aspects \
of-school life, could not possibly imagine being.treated

more maturely in grade seven. While in grade seven, and
being associated with activities more becoming to older a
students, they came 'to realize that many of the tmnés énsy
did in elementary ware more suitable to younger children.
Even though they were no longer the oldest, somehow or other
that personal feeling of being "grown up" which dawns on
adolescents at this time was zenechd in their zelauonsmp
with teachers. They actually saw themselves as being more -
mature and r_h.ey_' saw the teachera as \.reatinq them' so.

Except for

ying t:hat. ‘tudentl expectad and found
that parents demanfed more from them academically during the
seventh grade, tife most dominant theme regarding parents
:ela&s to the idea of beh\; confident or mncémeg about
the transition period. To summarize these.findings it is
noted that the nunber of parents who were yeported by -
children #o he worrfed about tha transition increased during o
the grade seven year, wheréas the number who were confident
and wot: worsied decran:ad_durinq/:hlt same period (Table 21,
cnipe?: V). This increase of concexn for children during
the fixst year of the transitional period is, according to
student comments, due mainly to two factors: academics and

v
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and influence from older children. Such concern on the parﬁ
of parents is probably warranted due to the lnrge number of
stndent; in the school and the very large’age range: 4

students involved. o

With regard to extra-curricular accivuies .two
impox}ani: points may be made. First, diring thq first year ,
of Julet high school 1ess students were 1nvolved in arts and
music activlties than were expected fx'em r_he grade six data
and se@ond, the number ‘of chxldren who were nct involved in ‘
any extra-curncular activities' ig greater in grade'seven

than was expected (Table 22). Since there was little change

in the number of children “involved.in sports -and othex.
acuvu—_xea between grade six and grade seven, it is nqt easy
to account for the decreased participation in arts and music

tivities, nor was.it expected that over twenty percent ‘of

grade seven studénts-would not be involved in‘any extra- K-}
curxi;:ular activities.. According to student comments,:one
explanation for this is that because of the incggéved )
enphasis on the academic program, many. students, 'as well' as
their parents, felt it.more impcrtant to ‘keep sxtra
activities at a mininmm especially for the £ust'yean of

' junior high scho:tlA This seems to be .a very likely

expl

#or the de ed participation in this'aspect

nf the curriculum and, ;t cduld indicate gxe hxgh concern
for acadamius-avidam:ad in this research. @ )\nuthe: possible

reason, as was explained in chapter V, has to do with the

difficulties Y with the ad: period in the

) .




i ; new schosl.: 5, .

* In. th® area of friends and friendship groups two
:.-pon:anc concluiiens n:ed to' be drawn. One conclusion is
that many’ ‘grade six students” expected to ‘maintaih old
*friendship groups and’ not many expected to make new £riends

. at me junmt hwx lchpql. But,vf.ha*zade seven data ,shows

v o Lothts not to be the =ne (Tahle 23).) Another, poxnt is.that %

¥ s auunq grade six only a, smau number og nmmxen and their,

. B fn.ends were' pleased. €6 npve, to the jumo: h.l.gl bchool ' 7‘ -
; "‘S :

_ fa because /they hoped to m)‘ new f;;end- Thi ex’ |

m::éned :onuidenbly in f_he ngae ‘seveh survéy, theseby -

| . . part

had expecud._ Haki.nq e\v ﬁne.nds emd o be .very mu:h a o

the ﬂ.xst year cf Junxor high lchool than' studen‘f.l

} put of the high hvgl of- axcn:eiaent asmcxated with the new

i school. s SEE . E &
% : A final area of mnuaenuon iA u:xs Summary of ’

| D # 0w nndx,pq- is that of -cudent emotions rpqua‘nq the transition |

: % \ ’ pen.od. Tablé' 24 shows. um ‘main focus of student. g(mtmaut

their t}xparie ces with nsm ftiends and (’_heir feeling of being:

. mtuza, than :_hey had expected tb be, whereas exparxsnce-

with au:er peoplg (olq tudents who are not friends) and

-.c.:ivie}.al caused themto be less excited than tliey had

2 m--uut ‘new e hips played a mi¢h moye important Eo
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expected. In other words, whereas, in the grade six data,

the main source of excitement was the new people and '
icci&ic‘ies they e){pfcted to be involved with, ‘at the end of
grade seven this still high level of excitement can be

largely attributed to having experienced mew friends and a 7
feeling of being mature. The importance of both of these

trends was mentioned earlier. As for the reduced level of
excitement about beihg with older children, it was pointed

out in Chapter V that many of the grade seven students

" expressed concern about their affiliation with them.

Regardxng children's yorries’about the transition

period, the data indicate a relatively high level of concern
both in the grade six and grade seven data for the influences
of olderwchildren, ‘But, an important point here is the large

numher of chlldren in grade seven who are wotzxed about

. academics The 3 i from about fifteen

percent in gnde six to well over seventy percent in grade
seven. - It 'ia obwious that the ncademic program is seen by

studem:s to be very demanding on them. It,is an area of

student pcrcep;mn which needs to be inves igated by both .

- the tsachera at \:he elementary school as w as those at

t:he grade seven level.

}\ final rarea cf studem: emot’ions, that of student
pleasure with regazda to :he transxtion pez&od is uf‘o won:hy
of note. Acdotdlnq to g:ade six data, a relatively small
number. of studem:s were pleadad ‘to be moving ‘because they

were expectlng to meac new !riendg or hecnule they thought
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they would feel more mature. However, this was not realized
the following year. Over fifty percent of grade seven
students derived a great deal of pleasure both from meeting
new friends and from feeling more mature. Conversely, from
our grade six data, over forty percent expressed pleasure at
the expectation of being involved with new people and’

activities at the junior high school. But, intersstingly

‘enough, at the end of the grade seven year, only twelve

percent felt this way.J It has already been said that,
according to student responses, this decreased-pleasure was
because of their relationship with older children in the
school and not with school activities as such. In this
connection, it has been pointed out that grade seven students
expressed concern for the'undesirable influences of older

students in the school. This idea was also prominent when

students talked about thedr parents' concerns for them. -

- - " !

‘ Theoretical Implications

The theoretical stance of the present fesearch
suggests the need for greater apprediation of the students'
definition of schooling. In educational writings, it is the
child centered theorists who have ‘come closest to this
approach, largely because of their concern to “treat students
as persons. ‘But, the switch to the student perspective is
often difficult for teachers, since it is a natural: tendency

to look at problems of teaching and learning from their own
i’




perspecfive and on the basis of their own assumptions. The
complexities of student-teacher interrelations are such that

they demand strong and/l:ontinuous efforts from teachers and
/

' students to understand each other's views on all dimensions

of schooling. Concerning the stulent perspective of
schooling, the following points,merit some consideration.
1
Since behaviour is forged by the student out of what

he/she perceives, interprets and judges, those studying

)
teaching-learning gituations must focus on the perspectives
of all partigipgdts, teachers and students alike. Focusing

junior high

specifically on the transition from elementary to’
séhool, for example,. the student perspective is at the core
of understanding the social and psychological complexities of
this phase of schooling. It is necessary to be aware that,

in the day-to-day activity in the classroom, the meanir;qs
that students assign to all social objects in the environment,
are not always those that the teacher intended. Teachers
should not assume that students understand or accept the
teacher's definition in situations dealing with the demands
of school work, the relationships with family and friends or
with student, emotions generally.

Thlg id comes more evident when one c:nside{:s the
concept of student "careers”. As was explained in chapter two,
the term "career" needs .to be viewed as being two-sided. ' One
side ib linked with internal matters held closely and dearly

by an image of self and felt identity. It is private. 1

.
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other side concerns an official position, and is, in part,
the public aspect. In looking at the careers of teachers
and/or students the public and the private aspects are
obvious. For example, we view a student as a member of a
grade six class, of a grade seyen class, and so on up through
the grades. One observes how a particular student operates
within a particular role, but one camnot really understand
the spbjective reality connected with that career, unless
the student reveals his thoughts to us. When one views
student cazeers “objdctively™ he/shie nisses-the personal aid
“"subjective® aspect of them. .

“The subjective career is the interactionists' focus,
and allows one to see a person's awareness of a particular
sequence of events, associdted with a particular identity.

The student's subjective career is his/her personal view of .

these happenings as they relate to important featurek in

his/her life. Whén activated inasocial situation, (this

subjective career influences outlook and beha}ia Put into
the context of this research, thls means'that udents, in
the process of recognizing events in the transitiqnal period,
interpret’ them as well. .This results in meanings and

%
definitions which influence their actions. It is impossible

for teachexs to know why- students behave in a certain manner

unleas they have some undarstandiﬂg of what meaning that - o

situatiop had for those students. -
The grade ‘seven students: in this study have entered

a new "status passage" in their careers. They have had to

~\
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establish themselveg‘in a new situation; they had to inter-

pret and define new situations relating to new physical
surroundings, new teachers, new classroom structures and
even new friends.. In short, they had to learn to cope in a
new situation while, at the same time, maintaiping and
preserying a desired image of self. The-"subjective"
reality of theése students in transition needs to be under-
stood. There is' a need for a greater-appreciation, on the

‘part of educators, for the subjective careers of such

students., What is being suggested here is that a symbolic
interactionist approach alerts us to the possibility that the

student perspective might uj 1y be taken into consideration .

in attempts to explain fe problems of adjustment associated

withhe transition froy elementary tn':ejuniot high school.

Practidal Implications

Educators have a wealth of information on students'
i achievdgent and readfng levels in grade six and seven, but

. know very 1it Zbout how they perceive the schooling

|
;
;
g
i
i
5
I

process during- the transition period. Since learning is

often a’'result of the interaction between the student and his
environment, it is readily apparent that we must Know more \5
about educational environments to better understand the

learning process. One of the moré critical periods of

schooling is the transition ‘from elementary to junior high

school. While students' achieveient is often assessed before




i
‘
i
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and after the introduction of the new program, the students'
expectations or experiénces of the new school enviromment is
rarely ever assessed. Yet, the institutional impact of the
transfer is a }eqitimate and necessary concern. How do
students' .petceptions of school ‘change as a result of the
transition? How does one's perception of oneself cﬁanqe?
Are one's new peer relationships|the cause of one's poor
academg: performance? These are!the kinds of questions that
educators need to ask, but because measures of pupil
perspectives on schooling. have. been iaiing; -these quebtions;
evén though they have been asked, have been unanswered.
Without information on student perceptions of the school
environment, the teacherd view of the pupil is one dimensio_nal
and static. T : .
The results obtained from this and similar studies
can make the teachers' plcture of students more complete.
Students' perceptions of their transition experiences can
help the teacher identify classroom activitied and attitudes
that are likely to fa¢ilitate or hinder learning. By
assessing students' perceptions of the environment, an
elementary junior.high school survey éan help measure the
consequences between many school objectives and practices.
Such ‘an instrument can indicate to teachers and .adminis-
trators’the strangths and weaknésses 6f current programs.
By providing information on student worries, aliendtion,

interests and friendships, it can be helpful for improving




) :
must be re-evaluated. Efforts 5y educators in this a}qe

dacisith making, for helping students with specific problems
and for establishing priorities for change.

The findings drawn from this research suggest the
following practical impjications:

1. since so many children are concerned and worried.
about the grade seven academic program, educators would be
wise not to let this continue without being investigated. The

academic expectations at the grade six and grade seven level

could eliminate unnecessary worry and frustration which

children might be experiencing during the tramsition year
and this, in turn, could help alleviate some af the problems
t!‘\at occur with unmotivated and frustrated junior high ”
students. :

2. Educators would do well not to overlook the high
degree:of parental concern for their children who are placed
in a school ith a large number of much older students.
Neither can we underestimate the influence of older students
on the lives of eleven and twelve year olds, who are telling
‘n Ehelr o fears anq worries about their school associations.

We cannot assume that the formation of new

friendship groups will not agfect -students socially as well
as academically. Because, according to.this st‘udy, many
students changed their friends in junior high school, teachers
must be aware of potential behavioral changes and must beé
alert to the présence and the pow{ertul ir;fluenc,e of the peex“

group.




4. Remembering the high level of excitement, and
the sudden strong feeling of matux-h’:y which was evidenced
in this study, educators ought, to remember that early
adolescence is a very specia fgut yet‘'a very difficult, tim:
for students. Because these  students are trying to cope
with the transition to a new school at the same ti.m‘e as they
are learning to live with physical and psychological changes
in their own bodies, changes in behavioral patterns often
occur. As educators, we nust be cognizant of this and
endeavour to help them through a transition which eéuun,
through no fault of theirs, at a difficult period in their
Lives. . - -

Future Reseatch

One of the Dhject‘ives of this study has peen to
emphasize the need for research into the studént e
Rich stores of infdrmation await future investigation and
analygis along those lines. It must be remembered that °*
school is more than just an institutional factory where
teachers mold their products and wheré the products to be
{the students) resist that molding pmc:.u.s. It is perhaps,

mox‘e importantly, an institution where a human drama - the

" uncertainty, the joy, the frustration, decisions based on

superficial information, laughter, a feed for identity are
all played out every day.. The importance of schooling,
especially during the transition period in question, lies,
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not|so much in the ends that are reached, but more

importantly, in the process associated, both directly and

indirectly with' those, ends.

In general, on in cl has
opened up-important avenues for inquiry into how classroom
processes affect students’ development and learning. Some
examples of such were mentioned in the first chapter Ne
this thesis. 'On the*basis of our inquiry and findings for
this resefch, future endeavours might consider some of the

fo¥lowing directions: .

(1 on student ves on the

elementary-junior high transition period needs to be done

in the classroom by clissxoam teachers. B'ur., since this is
such a natural environment, the researcher ngeds o be aware
of all the factors that might influence or bias the results.

(2)_ There is a need to find out how teachers can
actually use information on the students' perceptions of
transition. That is, how can such knowledge help teachers
to improve the transition period. '

(3) Future research ought to be of a congeptnal
rather than a prescriptive nature. Such findings will
encourage teachers to think about how they define processes
in the classroom and what they .can-do to help students.

#%) 1t is necéssary to examine more closely our
methods of ascertaining studet perceptions and thought.
Future research migh}: aim to integrate student, -teacher
and dbserver views of the transition. period. .

Ce




°

(5)" There is a need to find out how children from °
various socio-economic backgrounds experience the transfer
from one school to another. .

(6) In the present study, children moved from
elementary to junior high school within the same community.
One might well ask, How do students from small communities
who are bussed to a larger centre exper’ience‘che t;:'ansition
périod? :

(7) Future research should try to better understand
the transition period by finding out how the academic and
social development of the child is affected by (a)“change!

in friendships and peer groups; (b) influence fromalder

children fn the school; (c) changes in self concept resuu/n
from the adjustment during the transition period.

Future research along these lines ‘negfs to be guided
by an awareness that in order for students to make a successful
transition into junior high school, the student perspectie ’

must be considered, and in so doing one must look beyond the

factors of intelligence’and motivation tor'the social influences

at work in the school. 1In this way, the whole transition
period will be seen as one in which a complex interplay of

social as well as psychological processes occur.

“



REFERENCES

.

S
Abraham, J.H. 1973.

The Origins and drnwth of Sociology.
Middlesex, England: Penguin Books.

Ball, P. 1975. Some Problems of Children a& Transfer From
Junior to Secondary School. Birmingham:| City of
Birmingham Education Department. |

\

Bates, P. 1978. "The Transition of Childreh at [Eleven
Plus.” Journal of Applied Educational Studies. 7: 7-13.

Becket, H.S. 1963. Outsiders.

New York:' [Fhe Free Press.

Becker, H. et al. 1968. Making the Grade. *New York:

John Wiley
N | "
Berger, P.' 1963. An Invitation to socxolggg A Humanistic
Perspective. Garden City: N.M. Doubleday Co. 1td.
‘
s 1971. "Identity as a Problem in’the Sociology

of Knowledge" in B.R. Cosin et al. School and Society:

A Socialogical Reader. London: Routledge and Kegan
Paul.

Berger, P.L., and Luckman, T. 1966. Social Construction

of Reality: A Treatise in the Sociology of Knowledqd:
New York: Doubleday.

Blumer, H. 1966. "Sociological Implications of the Thoughts °

| of G.H. Mead." American Journal of Sociology.
s\ 535-548. i

969. Symbolic Interactionism: Perspectives
and Methods. Englewood Cliffs, N.J.: Prentice-Hall.

Blythe, D.A. et al.” 1978. "The Transition into Early
Adolescence: A Longitudinal Comparison of Youth in Two

Educational Contexts." Sociology of Education. 51:
149-162. 3

Bossart, S.T. 1978. Activity Structures and Student Out-~
comes. Paper presented at the Wational Instifute Of
Education Conference on School Organlzatlcn ahd Effects,
San Diego.

Brown, J.M. and Armstrong, R. 1982. "The Stxuctures of
Pupils' Worries During Transition From Junior to
Secondary i
Journal.




237
Cicourel, A.V. and Kitsuse, J.I. 1963. The Educational
Decision Makers: New York: Bob" Merrﬂl.
Cooley, C.H. 1902. Human Nature and Social Order. New
York: Charles Sesibner and Sons. \

Cooley, C. 1962. Social Organization. New York: Schocken
Books Ltd. B <«

1964. Human Nature and Social Order, New York:
Schocken Books. P W

Dale, RyR. and Griffith, S. 1965. Down Stream: A Study of

Failure in Grammar School. London:. Routledge and Kegan

. Paul.

Delamont, S. 1976. Interaction in the Classr London:
Methuen. J .

g e .5 mi 4

Dewey, J. 1899. School and Society. University of
Chicago Press. .

1916. and ‘Education. New York:
Macmlllan - ) o

Dodge, M: and Bogden, R. 1974 Partxmpantmbsetvatxon. .

A Promising Research Approach“for Educational Technolr
ogy. Phi Delta Kappan. Sept. 1974: s'ﬁ-Gs.

Doe, B. 1976. Pupils' Fears W).den the Gup. Times Educa-
tional Supplement. 23. 1

Dowling , J.R. 1980. indvancenent; Eram Primary to
Secondary School: A One Year Follow Up." The British
Journal of Educational Psychology? 50: 26-~32.

Doyle, . 1979. *Classroon Management and Teacher Decision
Makingl." Paper presented at the annual meeting of 'the
American Bducatiopal Research Association. San Francisco.

Dutch, R.D. and McCall, J. 1974. "Transition to.Secondary -
an Experiment in a Scottish Comprehensive School."
British Journal of Educational Péychology. 44: 282-289.

Evans, M.J. and Richardson, N.J. 1980. From Primary to
Secondary School: A Study of the SatTefactions and"
Confidence of. Students in Transition. - Melbourne,

Australia: Burwood State College. .

Everhart, R.B. 1979. “The Fabric of Meaning in Junior

High School." Theory into Practice. 18: 152-157. *




239

, .
Martin, W.B.W. 1978b. "The Pupil Perspective: A Neglected
Dimension in Education." The Clearing House, 52(4),

.154-156. T®
Martin W.B.W. and Macdonell, A.J. 1982. Canadian.Educa-

tion: A .Sociological Analysis. #€carbarough: Prentice-
Hall Canada Inc. *

Martin, W.B.W. and Baksh, I.J. 1984. .Student Observations
T on School Rulew. in Newfoundland and Tabrador-- SE?
. John"s: Committee on Publications, Faculty of Educa-
tion, Memorial University of Newfoundland.

Mead, G.H. 1934. Mind, Self and Society. University of
Chicagg Press. _ . .

1936; Works of G.H. Mead: Movements of Thought

in the 19th Century (Vol. 1), Ed. by Merritt H. Moote:,
University of Chicago Press. '

Meason, L. and Woods, P. 1983, ."Thé Interpzetai;ions of
‘Pupil Myths" in M. Hammersley (ed.). 'The Ethnograph
of s::hoolmg_. Driffield: Nafferton Books., "

Mergendoller,” J. et al. .1982. ‘Students' Conceptions of
Teachiers. _Junior High Transition Study, Vi E 5. san
Francisco,fCalifornia: Far West Lab for Educational
Research and Development.

Mitgan, A. et al. 1981, Students'Qerceptions of Tramsi-
5 tion and School. Junior'High Transition Study (Vol. 13).

.San%vancisco, California: Far West Lab for Educational
! Research and Develcpn\ent. % R
Neal, P.p. 1975. Contxnuit in Educttion (Project Numbér

' Five). BirmingRham: [ucational Development Centre.
Department of Educat:.on.

Nisbet, J.D.'and Entwistle, N.J.  1969.° The Transition to
Secondary School.- University of London Press. "

Nottelman, E.D. 1982, Children's Adgustment in"s.:hoob .
.. The Interaction of Physical Matyrity and Sc

Transition. Paper presented at the annual meeting of
the American Educational Research:Association. WNew York:
O'Brien, R.W. et al. 1964. Readings in General Sociology.
* Boston: . Houghton MifflinT_L———'_gxampany. N
Plowden, B.  1976. Childzen and Their Px‘xn\at Schools,
London: HMSO. -




Evertson, C.M. et al. 1980. Relationships ‘between Class:
room Behaviour and Student Outcomes in Junior High
Math and EMglish Classes." American Edgcatlonal
Research Journal. 17: 1, 43-60. .

Glaser, and Strauss,

Grounded Theory Strateg o Qualitative Research
B -

Chicago: Alding Publi

‘Goffman, E. 1959. . The ion of Self in Everyday
Life. Garden City: Doubleday.

>
1961. Asylums. Garden City,’ New York:
Doubleday and Co. Ltd.

-V., 1980. "The School as a "Social. Situation® in
. orter and Mr. (eds‘)' Annual Revxew
of Psychology, V.

Hamblin, D.M. 1978. The Teacher and Postoral Care.
Oxford: Blackwell. -

Hamburg, B.A. ' 1974. . "Early KaceutEER A Specifi¢ and
Stressful Stage of the Life Cycle" in G. Caelho-et al.

L+ (eds.). Coping With Adaptation. New York: .Basic'Books

ol
Hawthorn, D. 19764 Transfer From Primary to

Education, Unpublished Education E:Lsse:kanon. Cardiff:

University College: Lo

?
Jughes, E. 1937.° "Instithtional Office’and the Person."
American Journal of Sociology. 43: 404-413
Hurd, G. ‘1973. Huma Societies: An Introduction to L]
Sociology. .‘London: Routledge and Kegan Paulv
Johngon, D.W. and Johnson, R.T.  1974. In&fructional Goal

Structure: Co-operative,’ Competitive, or Individual-
istic. - Review of Educatibmal Research. 4d: 2, 213-240.

Kanter, R.M. }1974. "Commitment 'and Social Organization" in

D. Field (ed.). .Social Psxchologx for Sociologists.
Londonl Welson. _

HcPartland,. ‘st al.- 1972, ' Student Reaction to the.:
Transition Form Open Elementary to Junior High School:

A Case Study (Report #139). Baltimore: The- John
Hopkins Un#@rsity Cem:er for Social orqanization of

Schools.
Martin, W.B.W. 1976.( The Hegobluted Order of the School.
Toronto: Macmillan' Company of Canada Limited. .
s .
' ’
| .
* ) e -
w e




Postman, N. and Weingartner, C. 1969. Teaching as a
Subversive Activity. New York: Dell Publishing Company.

Power, C. and Cotterall, J. 1979. Students in Tramsition.
Adelaide, South Australia. The Flanders University of
Southern' Australia, School of Education.

Pumfrey, P.D. and Ward,

1977. "Adjustment From Primary
to Secondary School

Educational Research, 19: 25-34.

Rose, A.M. M962. A Systematic Summary of Symbolic Inter:
action, Theory, in A.M. Rose (ed.). Human Behaviour

' and Social Processes: An Interactional Approach.
Boston: Houghton MiffIin Compa cama__Lny. i

Rounds, T. et al. 1982.  Organization of Instruction.
Elementary School - Junior Hi. Cl Comparison.
‘“‘Junm‘z"u‘{xgh‘—ﬁ_r_'*‘gﬁ—rp'z_—‘sa ool Transition Study, P

° Francisco, -California: Far West Lab'for Educational
Research and -Development.
]

Rundle, C. 1978. ’r:ansitwnal Assessment - London Borough
of Hillengdon. Journal of Applied Educational Studies.
7: 14-28. \'

salvin, R.E. 1980. Cooperative Learning. Review of
Educational Research. 50(2), 315-342. B

.Simmons, R. et al. 1973. Disturbance in the Self Image at
)

Adolescence. American Sociological Review. 38(5),
553-568, 5

1977. "The Impact-of Junior High School and
—FuperE erty Upon Self-Esteém.” Paper presented at the
biennial meeting of the Society for Research in chila
Development. New Orleans, Louisiana.
' 1979.. "The Impact of School Strucfure on the
T SeIf Esteem of Vulnerable Adolescents.” Paper presented
at tﬁ:\;mual meeting of the American Sociological .
Association. Boston, Massachusetts.

{éebbins, P. 1967. "A Theory of the Definition of the

Situation."” ' The Canadian Review of Sociology and
Anthropology. _I—Tﬂ—fﬂ_—”_

1970. "Career: The Subjective Approach.®

Sociology Quarterly. 1l: 32-49.

. Teachers and Meanings: Definitions of
cquruom Situu:ions. Leiden: E.J. Brill,




e TR,

Woods, P. 1976. "Pupils' Views of School." Educational

Strauss, A.L. 1959. Mirrors and Masks: The Search for
Identity. Glencoe, IIIingis: Free Press.

1978, Negotiations: Varisties, Contexts, - &
Processes and 'Social Order. San Francisco: Jossey 4
Bass, 1978. 4 p

Sumner, L. and Bradley, K. 1977. Assessment for Transi- |
tion: A Study of New Procedures. Windsor: NFER. §

Thomas, W.I. 1928. The Child in America. New York: Knopf(

Wells, L.E. and Marwell, G. 1976. Self Esteem: Its

Conceptualization and Measurement. Beverly Hills:
Sage Publications.

Ward,.B. et al. 1982. Sthdent Exgerxence Durlng and
Responses to Transition to Junior H: Schoo. g
Transition. San Fancisco, California: Far West Lab for

Educational Research and Development, Vol. IV..

Wilensky, H.L. 1960.. "glork, Careers and Social Integration."
International Social ‘Science Journals. 12: 543-574. ) .

i

Review. 28(2),

1979. The Divided School. London: Routledge b

and Kegan Paul. '

(ed.). 1980. Teacher Strategies. London:
Croom Helm Limited.

1980. * Pupil Strategies. 4ondon: Croom Helm
Limited.

1983. Bocmlogx and the School: An Inter-
nationist viewpoint. London: Routledge and Kegan Paul.
Wylie, R.C. 1974, The Self Concept: :A Review of :
Methodological Considerations and Measuring Instruments.
Lincoln, N.B.: University of Nebraska Press.

Youngman, M.B. 1978. "Six ions to School A

The British Journal of Educ{tional Psychology. 48:




APPENDIX 1

L



Appendix 1

I
| Grade VI Elementary School Questionnaire
[ .

.
N

I am interested in learning as much as I can about your
expectations of Junior High School. Please respond.to
each of these questions giving as much information as you
are able.

1. Are you excited? .Why or why not?
i

2. what do you think you will miss about this school?

3. Are you worried? Why or why not?

ety

maiacent s - (2




|
|
|
|

‘School?

i
‘ 4. What do you expect to find different at the Junior High
i

i will have to study?

G

5. Do you think there will be a difference in the way you

differem:? How?

6. Do you think your parent's expectations of Yeu will be

7. Do you think teachers will be different? How?




e e —————

84

-

11.

How do you expect to do in your courses?

Do ‘you think your ‘grades will be better than, worse-than

or about the same as this year? Why?

What extra-curricular activities will you get involved
in?

Will yolr new school affect your relationship with.your
ftiendﬂ?r Explain.
.




i
}
\ 12.
|
|
.72
; 135
c .
cd .
\
| .
14.
.
i .
i
1
!
1
i
1
i

15.

What have you enjoyed most about this school? What
have you enjoyed least? -

Are you ?laased to be moving? Why or why not?

.
b

Do you think yout friends are pleased? Explain.

P

How do your parents (or family) feel about your move?

T . <

n




i
\

. ) /

16. Do you feel you had a good final year at this school?
Why or why not? '
o ’

I . Thank you'for completing the questionnaire. "~

‘ A .
A /
| 3

!

i

!

¢
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Appendix 2

Grade VII Junior High Schoaql Questionnaire

I am interested in learning as much as I can about your
junior high school experiences. Please respond to the
following questions giving as much information as you
are able. .

1. Are you excited about hexng in )unmr high school?
Why or why not? N

2. What have you missed about your previous school since
coming to ‘the'junior high high school?

3. TIs there anythlng at junior high school that cankes you
to worry? ' Explain.

'

3
i
£
§
1




4. What did you expect to find different at junior high ,
school and did you actually find what you expected?

1 ‘ 7
i 5. Are there any differences in the way you are expected i
to study in grade seven compared with study i
i PR expectations in grade six? l
i LY " i
- - !
i - E -
i
) - , g 5 |
) 6. Have your parents' expectations of you changed since
. you came to junior high school? If so, how have they
changed? . .
i ¢
i . -
i - )
[
‘ .
o y - e
! .
l T
; 4 -
i . \ i
I | ' .
-~ : ’ )
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"7. Are the junior high school teachers different from those -
you had at elementary school? Give details. i
= ~
=) \ .

8. How are you doing in your courses this year?

N
"
9. Are your grades better ‘than, worse tHan, or about the )
same as last year? Why have they changed, or why have-
they remained the same? : By 5 y
P N

10.. What extrf-curricular accivitiesére you involved in? o
“a

(/‘1 . » B2 k - ‘r“
T : - -
§ i . :
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. ‘ - ~x i
. . s - ,
e 11. Has your new school affected youk relationship with H
ik ycut fzxends you had last year? .Explain how.
“ ) .
-
y . .
; > N
. . . . B
i
N P ] » g
at are you enjoyﬁ?ﬂmt at this school? What are . .
&u enjoying least? : -
P . ) < T — &
- > 2 5]
[T . . "l
1w J & c= o
; 2 . b i P4 Vs
E . 13. Are yoh pleased to be imjunior high school? Why'or -
i i - LA ©. + why not? ., N -
e EE 3 T 3 i
z 4 : [
s g i
-~ . uf o
id. Are your friendsrplused to be here? What indlcntiona
i ™ .do yoy have c:hn_t’ they are or are not? -
- + s ! X ’
v et A - - -
o \ 7 : LU
: ' T T \
e L , L :
L l -
o L
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15. How do your parents and fa{uly feel about $éir being

* in junior high school?

. .c

5 st i
i A
i .

A A 2
: -

16. Do you feel you have had|a geod first ysaz at.this
s:hao).. Explain fuuy.

S,y - e
. + v
] : B

17. Give the.name Gf the school you attended Yast year’¥
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