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ABSTRACT 

This study evaluated the impact on the self-concept and 

self-assessed levels of anxiety of sixth grade students as 

they made the transition from elementary school to the 

middle school environment. In particular, the research 

focused upon the difference in the impact on students' self

concept and anxiety level as they transitioned from a 

departmentalized elementary instructional organization as 

compared to a self-contained elementary instructional 

organization. 

The research utilized a pre- post-test design. The 

Piers-Harris Children's Self-Concept Scale and the Revised 

Children's Manifest Anxiety Scale were administered in the 

sixth grade in schools in two separate, but similar, 

districts. The tests were administered in the fall of 1992 

and the spring of 1993. The spring and fall data were 

interpreted and analyzed following the publisher's 

directions for scoring and interpreting the individual 

student responses. comparisons of data for student self

concept and anxiety were made for each population and for 

gender and age between the two sample populations. 

The analysis of data as it pertains to the impact of 

school transition on student self-concept resulted in the 

following conclusions. 
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1. The instructional organization of sixth grade in 

the elementary school does not appear to have a significant 

impact on students' self-concept. 

2. There is no significant difference in impact on 

self-concept between males and females. 

3. There may be a more significant positive impact on 

the self-concept of 12 year old students than on 13 year old 

students. 

4. The instructional organization of the sixth grade 

in the elementary school does not appear to have a 

significant impact on students' anxiety level. 

5. The transition has a greater negative impact 

resulting in higher anxiety levels for 12 year old females 

than for 12 year old males, regardless of the instructional 

organization in the sixth grade. 

6. There is no significant difference across age 

levels in the impact on anxiety levels between 12 year aIds 

and 13 year olds regardless of the instructional 

organization in the sixth grade. 
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CHAPTER 1 

THE PROBLEM AND ITS SETTING 

Introduction 

A specific educational structure designed to meet the 

unique needs of the adolescent student had its beginning in 

September, 1909 (Brimm, 1963). The junior high school was 

created to bridge the gap between the traditional elementary 

school and the structure of secondary education. The middle 

school movement has resulted in a refocusing of the purpose 

of schools serving the early adolescent student. The point 

of greatest significance is not to be found in the name by 

which these schools are known (junior high school, middle 

school, or intermediate school) but rather in that they must 

be uniquely planned, staffed, and operated to provide a 

program that is truly focused on the rapidly moving and 

changing learners in transition from childhood to 

adolescence (Alexander & George, 1981). Assuming that this 

planning, staffing, and programming are in place in the 

schools to be involved in this study, the term middle school 

is used instead of junior high school or intermediate school 

when referring to the schools in this study and other 

schools that serve the needs of the early adolescent 

student. 
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The Middle School Movement was accompanied by a 

philosophical foundation which indicated that the 

educational delivery system should provide a program 

especially adapted to the wide range of individual 

differences and special needs of the adolescent. The 

organization of the middle school should facilitate the 

introduction of necessary innovations in curriculum and 

instruction to support the tremendous changes found in youth 

in this age group (Alexander & George, 1981). The 

uniqueness of a school designed for early adolescents is 

found in how the middle school philosophy is translated into 

a "student-centered" environment. 

A look at the characteristics of the adolescent as 

described by Erikson (1963) shows that these students are 

focused upon a search for self-identity, a need to establish 

independence from parents, and a reliance on friends and 

peer groups. He further found that pre- and early 

adolescents were far more confused, less secure and 

experienced, more anxious, and less integrated than their 

older counterparts. 

Today's schools, whether they are called junior high 

schools or middle schools, should be designed to serve the 

adolescent. Meeting the identified needs of the adolescent 

must be their central concern. Supporting the students in 

their search for self-identity and strengthening the self-



concept of the adolescent must motivate the development of 

programs, curriculum, and instructional delivery within 

these schools. This student-centered approach must begin 

even before the child becomes a student in the middle 

school. 

14 

A school district grade-level configuration that 

promotes continuity of education from school entrance to 

exit should be present for each school within the district. 

Considerable research has been undertaken to determine the 

impact of the transition from the elementary school 

environment to the middle school environment. The 

transition from elementary school to middle school must be 

more carefully and specifically evaluated. Does it enhance 

the students' self-concept and contribute to a positive 

self-identity? Is there a difference in the impact on the 

students' self-concept generated by the type of 

instructional organization found in the exit grade level 

from the elementary school? Does the type of instructional 

organization found in the exit grade from the elementary 

school have a bearing upon the students' anxieties 

associated with the transition to the middle school? 

statement of the Problem 

This research proposed to evaluate the impact on the 

self-concept of sixth grade students as they made the 

transition from elementary school to the middle school 



environment. In particular, the research focused upon the 

difference in the impact on the students' self-concept as 

they transitioned from a departmentalized elementary 

instructional organization versus a self-contained 

elementary instructional organization. 

In addition, this research evaluated the students' 

self-assessed levels of anxiety associated with the 

transition to the middle school. In particular, the 

research focused upon the difference in this impact as 

students transitioned from a departmentalized sixth grade 

instructional organization versus the transition from a 

self-contained sixth grade instructional organization. 

The Subproblems 

15 

The first subproblem was to determine the self-concept 

of early adolescents before they made the transition from 

elementary school sixth grade into the middle school seventh 

grade. 

The second subproblem was to determine if there was a 

difference in the self-concept between students following 

the transition from a departmentalized sixth grade versus 

students who made the transition from a self-contained sixth 

grade. 

The third subproblem was to determine if the impact on 

the self-concept was equal between males and females 

following the transition process. 
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The fourth subproblem was to determine if the impact on 

the self-concept was equal across ages following the 

transition process. 

The fifth subproblem was to determine if there was a 

difference between male and female students' level of 

anxiety associated with the transition from a 

departmentalized versus a self-contained sixth grade into 

the seventh grade. 

The sixth subproblem was to determine if there was a 

difference across age levels of students' anxiety as 

associated with the transition from a departmentalized 

versus a self-contained sixth grade into the seventh grade. 

The Hypotheses 

The First Null-Hypothesis: There is no significant 

difference in the mean of the Piers-Harris Children's Self

concept Scale pre-test for self-contained versus 

departmentalized instructional organizations. 

The Second Null-Hypothesis: This is no significant 

difference between pre- and post-test scores on the Piers

Harris Children's Self-Concept Scale for self-contained 

versus departmentalized instructional organizations. 

The Third Null-Hypothesis: There is no significant 

difference between pre- and post-test scores on the Piers

Harris Children's Self-Concept Scale for males versus 

females. 



The Fourth Null-Hypothesis: There is no significant 

difference between pre- and post-test scores on the Pier5-

Harris Children's Self-Concept Scale for any age group. 

The Fifth Null-Hypothesis: There is no significant 

difference for either boys or girls on the Revised 

Children's Manifest Anxiety Scale (RCMAS) total score for 

self-contained versus departmentalized instructional 

organizations. 

The sixth Null-Hypothesis: There is no significant 

difference across ages on the Revised Children's Manifest 

Anxiety Scale total score. 

The Delimitations 

17 

The sample was small in that it involved approximately 

300 students. The sample was further restricted in that the 

study was conducted in four schools in two school districts. 

The students and schools were not selected at random; 

therefore, the data were sample specific. 

Data were obtained only from those students whose 

parents gave written authorization for their inclusion in 

the study and who were enrolled in the district for the time 

period covered in this study. The pre- and post-test data 

were collected during the months of May and September, 1992. 

In analyzing the data, no relationships were identified 

between the Piers-Harris Children's Self-Concept Scale and 



the results of the Revised Children's Manifest Anxiety 

Scale. 

Definition of Terms 

Adolescence. Adolescence refers to the 

stage of development which begins prior to the 

onset of puberty and extends through the early 

stages of adolescence. Puberty does not occur for 

all children precisely at the same chronological 

age in human development. [The term is] based on 

the many physical, social, emotional, and 

intellectual changes that appear prior to the 

puberty cycle to the time in which the body gains 

a practical degree of stabilization over these 

complex pubescent changes (Eichhorn, 1966, p. 3). 

Adolescent. An adolescent is a young person going 

through the developmental stage of adolescence. 

18 

Departmentalization. Departmentalization is a method 

of classroom organization wherein one teacher teaches a 

specialized subject area to different groups of students. 

Students change classes and are taught by different teachers 

depending upon the subjects in the students' schedules. 

Instructional organization. Instructional organization 

refers to the type of student and teacher grouping utilized 

to structure the teaching process. 



Middle School. A middle school is a school which 

houses some of the grades five through nine in a building 

other than an elementary school or a high school. The 

middle school is focused on the educational needs of 

students in these in-between years and is designed to 

promote continuous education progress for all concerned 

(Alexander & George, 1981). 
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Self-Concept. "Self-concept is a relatively stable set 

of self-attitudes reflecting both a description and an 

evaluation of one's own behavior and attributes" (Piers, 

1989, p. 1). 

Self-Contained. Self-contained classrooms represent an 

educational organization wherein one teacher is responsible 

for the classroom instruction of one group of children for 

most, if not all, of the school day (Hansen & Hearn, 1971). 

Transition. Transition is the process of changing or 

moving from one state, activity, location, or condition to 

another. In this research effort, transition refers 

specifically to the change in grade level from the sixth 

grade to the seventh grade and the exit from an elementary 

school into a junior high/middle school. 

Assumptions 

The first assumption was that the students for whom 

parent authorization was received and who were enrolled in 

the district for the time period covered in the research 



effort were representative of all students in transition 

from sixth grade to seventh grade. 
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The second assumption was that the sample could be 

generalized to other similar grade-level configurations and 

schools. 

The third assumption was that the Piers-Harris 

Children's Self-Concept Scale is a valid measurement of 

children's self-concept. 

The fourth assumption was that the Revised Children's 

Manifest Anxiety Scale is a valid measurement of children's 

anxiety levels. 

The fifth assumption was that the time period to be 

covered in this study was appropriate for the purposes of 

the research. 
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CHAPTER 2 

THE REVIEW OF THE RELATED LITERATURE 

Introduction 

During the early adolescent years, children experience 

the social and biological changes associated with puberty. 

Most young adolescents also make an important school 

transition at this time, moving from elementary to middle 

school or junior high school. Different theorists (e.g., 

Blyth, Simmons, & Carlton-Ford, 1983; Eccles, Midgley, & 

Adler, 1984; Hill & Lynch, 1983; Rosenberg, 1986; Simmons, 

Blyth, Van Cleave, & Bush, 1979) have proposed that these 

changes can have a significant impact on students' se1f

perceptions and self-esteem. 

This review of literature was written to provide a 

background in the areas of research as they relate to the 

evaluation of the impact on students' self-concept as they 

transition from departmentalized sixth grade classrooms 

versus self-contained sixth grade classrooms into a 

departmentalized middle school. The review includes an 

"Historical Overview, describing the evolution of the 

traditional junior high school into the beginnings of 

today's middle school. The section on "The Characteristics 

of Early Adolescents" presents a description of the 
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developmental tasks and needs of the early adolescent. A 

section on "Self-concept and the Adolescent" discusses the 

nature of the self-concept in general and as it specifically 

relates to the adolescent. The section entitled 

"organization for Instruction in Elementary and Middle 

Schools" discusses the nature and frequency of occurrence of 

common instructional organizations found in schools as the 

schools attempt to meet the needs of the student clientele 

they serve. The section called "Transition from Elementary 

School to Middle School and Its Impact on the Early 

Adolescent" provides a review of the research with regard to 

the described transition and its impact on student self

esteem. A final "Summary" section provides a review of the 

presented literature. 

Historical Overview 

The middle school of today did not have its beginnings 

in the Middle School Movement of the 1960s but, rather, in 

the birth of the junior high school. Interestingly, the 

birth of the junior high was the result of a reaction to 

ease supposed deficiencies inherent in the then-current 8-4 

educational organization. In the last decade of the 

previous century and in the first decade of this century, 

the dissatisfaction with the 8-4 system intensified. This 

discontent came from a variety of sources. 
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An early critic of the 8-4 system was William T. 

Harris, who felt that the eight-year elementary school 

required modification. Harris felt that the current system 

was deficient in that it failed to make provisions for 

individual differences, used ability grouping, and 

emphasized developmental teaching (Parker, 1962). 

Another early critic, G. stanley Hall, as a result of 

his scientific study of the child, focused upon the needs of 

the children served in the 8-4 system. He provided 

protagonists of the junior high with physical, emotional, 

and social evidence of differences among children within 

this age group (Parker, 1962). 

An editorial in the November, 1991, issue of 

Educational Review (Editorial, 1991) reminds us that Charles 

W. Eliot, in his annual report in 1885-86, his speech to the 

National Education Association in 1888, his speech to the 

New England Association of Colleges and Preparatory Schools 

in 1891, and once again in his work for the Committee of Ten 

(1892), repeatedly pointed out what he felt to be the 

inadequacies of the existing system in elementary education. 

Eliot claimed that the years at the end of the elementary 

experience were "wasted years." He suggested a six-year 

elementary school and the introduction of secondary subjects 

into grades seven and eight. 
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John Dewey added his prestige to the growing 

dissatisfaction with the 8-4 system. Dewey declared in the 

1901 Conference of the University of Chicago that too many 

years were spent in the elementary school. Dewey's 

reasoning was that "the secondary school needed at least six 

years to do an adequate job of developing the cultural 

appreciation needed for civic competence" (Dewey, 1903, p. 

19) . 

Arguments against the old system as it existed at the 

turn of the century were indeed broad and varied. Educators 

dissatisfied with the 8-4 system and those proposing the 

secondary pattern for grades seven, eight, and nine 

continually discussed the ills and weaknesses they found. A 

typical example of such a discussion is that of T. H. Briggs 

(1920), who addressed the following weaknesses of the 8-4 

system. 

1. The 8-4 system is not justified by 

psychology, comparative education, historical 

development, or its results. 

2. Isolated and small grammar and high schools 

are very impractical and uneconomical. 

3. Due to the 73 percent dropout rate in the 

ninth grade, building and equipping high 

schools for these students is very costly. 



4. Elementary schools do not and cannot prepare 

students for life and higher education as 

well as the junior high school can. 

5. Male teacher influence while possible in a 

junior high school is hard to obtain in an 

elementary school. 

6. A program or an organizational technique is 

needed to bridge the gap between the 

elementary and secondary years. 

7. The seventh and eighth grades organized in 8-

4 systems make provision for individual 

differences, educational guidance, and 

vocational guidance difficult (pp. 6-7). 
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The early junior high schools, born through a reaction 

to perceived failures of the 8-4 plan, were formed prior to 

the development of a positive philosophy by which to guide 

them but, in large measure, attempted to serve the needs, 

interests, and abilities of the early adolescent as well as 

a contemporary knowledge of these aspects would allow 

(Hansen & Hearn, 1971). However, many junior high schools 

became, in time, almost duplicate copies of their senior 

high schools in terms of credit and grading systems, methods 

of teaching, time schedules, and student activities, so that 

sixth graders in June became high school students in 



26 

September without adequate readiness and maturity (Alexander 

& George, 1981). 

During the late 1950s, dissatisfaction with the junior 

high school began to arise among parents and educators 

alike. The dissatisfaction which developed was not with 

regard to the goals and objectives of the junior high school 

but with the failure of the junior high school to fulfill 

these goals (DeVita, Pumerantz, & Wilkow, 1970). Thus, the 

Middle School Movement of the 1960s picked up the cry of 

dissatisfaction with the "old system" once again. The 

junior high schools created at the first of this century had 

failed to meet the needs of the students they were created 

to serve. 

The new concepts of the American middle school, a 

school in the middle of the school ladder (kindergarten 

through high school), were conceived in part as bridges from 

elementary to secondary education, from the childhood level 

served by the elementary school to the adolescent level 

served by the high school. A frequently quoted definition 

of the middle school first appeared in the 1968 edition of 

The Emergent Middle School (Alexander, Williams, Compton, 

Hines, & Prescott). 

A school providing a program planned for a range 

of older children, pre-adolescents, and early 

adolescents that builds upon the elementary school 



program for earlier childhood and in turn is built 

upon by the high school's program for adolescence 

(p. 5). 
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This "born again" concept of a bridging school would 

not, in itself, have been enough to maintain the growth of 

the middle school. While the old junior high school lacked 

the knowledge base and understanding of the unique 

characteristics and needs of the children they served, 

today's middle school maintains impetus for growth as a 

result of a student-centered philosophy. 

A brief look at the increase in the number of middle 

schools demonstrates its continual growth and increasing 

popularity. In a 1963-64 National Education Association 

survey (Kohut, 1988), only 20 of the 433 school systems in 

the united states reported schools organized on a 5-6-7 or a 

6-7-8 grade pattern. In 1967, Cuff (1968) identified 599 

middle schools. In his 1967-68 survey, Alexander (1968) 

identified 1,101 middle schools classified solely on the 

basis of grade organization. During 1969-70, Kealy (1971) 

identified 2,298 operational middle schools. By the end of 

1993, based on grade organization and/or stated program 

philosophy, there will be more than 12,000 middle-level 

schools throughout the nation (Kohut, 1988). These figures 

may be somewhat misleading in that in many districts a 6-7-8 

grade organization is called a junior high school, and in 



28 

other districts a 7-8-9 grade pattern is called a middle 

school. According to McGlasson (1973), because of this 

semantic confusion and labeling problem, the grade-level 

configuration and the actual title of a school building 

offer no real clues as to whether the school represents a 

traditional junior high school or whether it is a 

representative of today's modern middle school. The 

effective middle school recognizes that the needs of middle

level students cannot be subordinated to the impact of the 

elementary school nor to the demands of the high school 

regardless of the grade level it serves. 

A middle school is not a building, staffing patterns, 

innovative curricula, or a special time schedule. It is a 

philosophy of education encompassing the cognitive, 

affective, and psychomotor dimensions of learning behavior 

(Kohut, 1988). According to John Naisbitt (1982) in 

Megatrends, a middle school is a place where "high touch" 

and "high tech" are blended into a child-centered learning 

environment. Yet throughout the country, there are many 

middle schools functioning as old-fashioned junior high 

schools (or miniature senior high schools) disguised as 

middle schools in name only. The "real" or "true" middle 

school must be directly concerned with the here-and-now 

problems and interests of its students. 
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A viable definition of the modern middle school would 

indicate that the middle school has a program especially 

adapted to the wide range of individual differences and 

special needs of the "in-between ager;" creates a school 

ladder arrangement that promotes continuity of education 

from school entrance to exit; and facilitates, through a new 

organization, the introduction of the needed innovations in 

curriculum and instruction (Alexander & George, 1981). 

A middle school, which must place an emphasis upon 

meeting the wide range of individual differences and special 

needs of the early adolescent combined with a focus upon a 

school ladder arrangement that promotes the continuity of 

education from school entrance to exit, creates challenges 

for the middle-level educator. The elementary student exits 

an environment with which he/she has been familiar and 

secure to enter the environment of the middle school, which 

may be strange and possibly threatening. Elementary school 

students move from a protected, safe environment where they 

usually have one teacher and one set of classmates to a much 

larger, more impersonal middle school where their teachers, 

classmates, and even their classrooms are constantly 

shifting. They move from a setting where the teacher is a 

surrogate parent to a more impersonal environment. Here 

they are expected to behave more independently and 

responsibly. 



Several researchers paint a bleak picture of this 

transition. Simmons, Burgeson, Carlton-Ford, and Blyth 

(1987) express concern over these changes in environment. 

Instead of one main teacher and a small, stable set of 

children in one's class, the school becomes bureaucratized 

and departmentalized, with teachers, classrooms, and often 

classmates constantly changing over the course of the day 

(Simmons, Carlton-Ford, & Blyth, in press). Feelings of 

anonymity among students increase sharply--knowing nobody 

and being known by no one present (Blyth et al., 1983; 

Simmons & Blyth, 1987). 

The middle school educator must consider this 

transition from elementary school to middle school and its 

impact on the adolescent. The middle-level educator and 

elementary school personnel working together must make the 

transition a successful experience. The educational 

organization in the exit grade from the elementary school 

must be considered with regard to its impact on the 

developing adolescent. 

The Characteristics of Early Adolescence 
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In order to recognize the impact of the transition from 

elementary school to middle school on the adolescent 

student, it is first necessary to understand the nature of 

the characteristics and self-concept of the early 

adolescent. This research effort selected seventh graders 
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as typical of students most commonly found in the middle 

school. The statistical Abstracts of the united states 

(Bureau of the Census, 1991) estimated that on any given day 

in 1992, 47.5 million students, ages 5-17, were enrolled in 

public and private schools. Of these, 3.7 million were 

seventh graders attending schools in America. Lounsbury, 

Marani, and compton (1980) suggested that seventh graders 

are representative of the type of youngster one would find 

in a junior high or middle school. In describing these 

students they state, 

Describing "the" seventh grader is an impossible 

task for seventh graders come in many sizes and 

shapes, with a variety of ethnic and religious 

backgrounds, interests, likes and dislikes, and 

hopes for the future. Their stages of maturation 

are so varied; some are childlike without any 

outward indication of the physical changes which 

will soon transform them into true adolescents. 

Others already possess mature physiques and are 

capable of producing children. Some are 

weathering the maturation process with ease, while 

others writhe and struggle like butterflies 

emerging from tattered cocoons. . The seventh 

grade, therefore, is a true paradox. These 

youngsters are alike mainly in their unlikeness, 



with differences not only from one another but 

within themselves, often from one day to the next 

(p. 4). 
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Before continuing a discussion of the characteristics 

of the adolescent, it would be expedient to define further 

the term adolescent. Donald H. Eichhorn (1966), an early 

proponent of middle-level education, coined the synonymous 

term transescent to refer to the adolescent. While the term 

did not gain popular usage, Eichhorn's description of the 

age group is appropriate: 

The stage of development which begins prior to the 

onset of puberty and extends through the early 

stages of adolescence. Since puberty does not 

occur for all precisely at the same chronological 

age in human development, the transescent 

designation is based on the many physical, social, 

emotional and intellectual changes that appear 

prior to the puberty cycle to the time in which 

the body gains a practical degree of stabilization 

over these complex pubescent changes (p. 3). 

Even with this description, we are left to ponder the 

nature of the adolescent. Historically, educational 

research has emphasized the school environment and not the 

clientele it serves. Research on the adolescent has been 

limited as has the acquisition of knowledge about this age 
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group. Lipsitz (1980) introduced her chapter on "The Age 

Group" in the Yearbook of the National society for the study 

of Education. Citing her earlier work for the Ford 

Foundation (Growing up Forgotten, 1977), she observed that 

"we are less informed about this stage of development than 

about any other among minors in America" (p. 7). 

In spite of the lack of information and possible past 

neglect of this age group, we cannot overlook the tremendous 

importance of the group. The present problems of the 

adolescent and the possible social cost of their neglect are 

highlighted by data collected by Lipsitz (1979): 

The social cost of our society's ambivalent 

attitude toward early adolescence is becoming 

apparent daily. Seventh graders are most likely 

to be the victims of violence in school. The 

reported incidence of gonorrhea in adolescents 

aged 10-14 increased 10 percent between 1964 and 

1975, nearly twice the increase of reported cases 

in 15-19 year olds. Drug abuse peaks during early 

adolescence. Girls 15 and under are the only age 

group for whom the birth rate is not decreasing. 

The onset of alcohol abuse occurs at around age 

12. The rate of running away has doubled in the 

past decade, and the average age of runaways is 

14. Fifteen and under is the only age group 



experiencing an increase in the rate of first 

admissions to mental hospitals. Juvenile crime 

appears to "blossom" around age 14. The average 

age of children in foster care is 12 (p. 3). 
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As research is turned to focus upon the present 

knowledge of the middle school years, it is clear that the 

most outstanding characteristic of the entire population of 

adolescents is that of extreme variability. Yet, it is 

critical to know the common characteristics of the early 

adolescent. It is important to remember that while there 

are common developmental characteristics that each of these 

young people will encounter, not all will encounter the 

experience in the same way or at the same time. The method 

of describing the characteristics is also varied. 

Herschel Thornberg (1983) described seven developmental 

tasks of adolescence as a method of viewing the 

characteristics of this age group: 

1. Becoming aware of increased physical changes. 

2. organizing knowledge and concepts into 

problem-solving strategies. 

3. Learning new social/sexual roles. 

4. Recognizing one's identification with 

stereotypes. 

5. Developing friendships with others. 

6. Gaining a sense of independence. 



7. Developing a sense of morality and values (p. 

216) . 

Thornberg's seven major characteristics can be condensed 

into three broad categories, those of physical, 

intellectual, and social/emotional characteristics. 

An examination of the physical characteristics of the 

adolescent reveals that the most dramatic change in the 

human life span, the onset of puberty with its rapid 

hormonal changes, is encountered by these young people. 

Indeed, it has been said that an adolescent is a great 

collection of hormones in tennis shoes. 
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The 1980 report from The Carnegie Foundation on 

Adolescent Development, Turning Points: Preparing American 

Youth for the 21st Century, emphasizes that this time is one 

of immense importance in the development of the young 

person. Biologically, young adolescents experience puberty, 

the period of growth and development, more rapidly than in 

any other phase of life except infancy. During the years of 

adolescence, dramatic changes occur in height, weight, and 

body composition, and young people acquire the capacity to 

reproduce. Youth enter puberty at a significantly younger 

age today than in previous generations. In the united 

states 150 years ago, the average age of a girl at her first 

menstrual period was 16 years; today it is 12.5 years. The 

change for boys is less pronounced but follows a similar 
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trend. The question "Am I normal?" is an engrossing one as 

adolescence nears, especially with regard to the development 

of the sexual characteristics (Alexander & George, 1981). 

Conrad Toepfer (1980) deals with the intellectual 

characteristics from an interesting perspective. Toepfer is 

a proponent of brain growth and brain plateau theories. 

According to Epstein and Toepfer (1978), 

Youngsters cannot continue to grow and develop new 

and higher level cognitive thinking skills during 

the brain growth experienced between age ten to 

twelve years and the plateau period of ages twelve 

to fourteen years (p. 657). 

These researchers believe that there is a "turn-off" in 

achievement of learning in grades seven and eight. 

other research dealing with the intellectual 

characteristics of adolescents provides different data. The 

adolescent is actually moving into more formal problem 

solving and is ready for more challenging mental activities. 

The adolescent youth is more able to deal with abstractions 

than when they were younger. Their added years of exposure 

to the world through school, television, movies, reading, 

and relations with adults mean that they have greater stores 

of information and usually greater curiosity for more (Van 

Hoose, 1980). So, not only is today's average adolescent 



larger and more physically mature than his grandparents at 

the same age, he/she also knows far more! 
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The above physical and intellectual changes in middle

level students are clearly reflected and even accentuated in 

the social and emotional domain. The evidence is clear that 

the movement toward adolescence is one toward greater 

independence and greater freedom from the authority of 

adults, including parents and teachers. In the process, the 

adolescent increasingly turns to the peer group for approval 

and encouragement and away from the former authority of 

adults. Furthermore, he/she begins to ask himself and 

others, "Who am I?" 

The emerging adolescent is also finding a peculiarly 

different relationship with members of the opposite sex. 

Along with this new relationship, the middle school student 

must also learn to adopt a role as a girl or a boy, possibly 

by accepting a relatively stereotyped one or perhaps 

resisting this and becoming for a time the "odd ball" of the 

class (Alexander & George, 1981). 

While Thornberg (1983) refers to the "developmental 

tasks" of the adolescent, Lipsitz (1984) has distilled 

research on normal early adolescent development into seven 

"developmental needs" of this age group: 

1. Diversity, 

2. Self-exploration and self-definition, 



3. Meaningful participation in their schools and 

communities, 

4. Positive social interaction with peers and 

adults, 

5. Physical activity, 

6. Competence and achievement, and 

7. structure and clear limits (p. 39). 

Self-Concept and the Adolescent 
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The adolescent is becoming increasingly aware of 

his/her own self and of relationships with other 

individuals. Not only is "Who am I?" a persistent question, 

but "Who do you think I am?" dominates much reflection and 

many relationships. For many children, the self-concept 

becomes very low when comments at home and school are 

frequent and sharp about the child's awkwardness, terrific 

appetite, pimples, and/or ignorance (Alexander & George, 

1981) . 

A more detailed investigation of the adolescent self

concept was done by Simmons, Rosenberg, and Rosenberg 

(1973). They noticed a significant difference in self

concept appearing between 11 year olds and 12 year olds. 

Four areas of self-concept (self-consciousness, instability 

of the self-image, low global self-esteem, and low specific 

self-esteem) were shown to rise relatively sharply among the 

12 year olds compared to the 11 year olds. This movement 
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from the 11 year old group to the 12 year old group was 

further shown to be the only one-year period in which the 

children demonstrate an increase of disturbance on all these 

measures. In fact, on all four measures, it was the largest 

yearly increase in disturbance up to that age. For almost 

all the dimensions considered in the Simmons et al. study, 

the disturbance in self-concept continued to increase after 

12, but in most cases, the high point of disturbance was 

found to occur at age 12, 13, or 14. 

A closer look at the self-concept requires a working 

definition. Ellen Piers (1989) defines self-concept as a 

"relatively stable set of self-attitudes reflecting both a 

description and an evaluation of one's own behavior and 

attitudes" (p. 1). This definition focuses on the 

adolescent's conscious self-perceptions rather than 

attempting to infer how they feel about themselves from 

their behaviors or the attributions of others. Thus, this 

definition is consistent with what Wylie (1974) refers to as 

a phenomenological view of "self-concept," and as used by 

this author, is interchangeable with the terms self-esteem 

and self-regard. 

A more detailed examination of the components of the 

self-concept is possible through the use of the Piers-Harris 

Children's Self-Concept Scale (Piers & Harris, 1969). This 

scale divides the general self-concept into six "cluster 
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scales": Behavior, Intellectual and School Status, Physical 

Appearance and Attributes, Anxiety, Popularity, and 

Happiness and satisfaction. In light of the review of the 

tasks and needs of the early adolescent, an inventory which 

includes these cluster scales could prove to be a valuable 

assessment tool when considering the self-concept of this 

"in-between ager." 

Organization for Instruction in 

Elementary and Middle Schools 

The review of the literature contained in the earlier 

section on "The Characteristics of Early Adolescence" 

stressed the differences between these young people. As was 

pointed out, the most outstanding yet most common 

characteristic of adolescence is that of extreme 

variability. As we turn to a consideration of the 

instructional organization within the elementary school, it 

is important to note that this characteristic of extreme 

variability is not the case with primary and early 

elementary students. Most students in the elementary grades 

will be at or below the stage of concrete mental operations 

in Piagetian terms. Most, if not all, will be sexually 

i~mature, not having experienced puberty. Few will have had 

to deal with the consequences of the early adolescent growth 

spurt. These elementary school pupils are children in that 

they respond to peers, parents, and other adults in ways 
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which do not yet reflect the changes they will experience as 

early adolescents. Mentally, sexually, physically, 

emotionally, and socially they are developmentally similar. 

The elementary students are also chronologically 

similar. This, then, also serves as a guide to grouping the 

students for instruction. If eight year olds are almost all 

alike developmentally, it makes good sense to group them in 

a way that capitalizes on this similarity. Chronological 

age-graded grouping in the elementary school years appears 

to have considerable validity. 

It is also true that during the elementary school 

years, similarity in academic achievement is at the highest 

level it will ever be. That is, during the first few years 

of school, students are more homogeneous in what they have 

achieved scholastically than during any later period of 

school. Academically, as well as developmentally, relative 

similarity is the rule, so grouping students 

chronologically, by grades according to age, seems 

acceptable (Alexander & George, 1981). This age-graded 

group arrangement prevails, perhaps not because it is 

traditional (only a century old) but because it is thought 

to be efficient and economical (Lounsbury & Vars, 1978). 

Acceptable or not, chronological age grouping is the common 

practice in elementary schools. However, an evaluation of 



the appropriateness of this grouping is not the purpose of 

this review. 

To be further specific, most elementary schools group 

the chronologically similar students in self-contained 

classrooms. A self-contained classroom is defined as 

a method of classroom organization wherein one 

teacher is responsible for one group of children 

for most, if not all, of the school day (Hansen & 

Hearn, 1971, p. 95). 

Self-contained instruction is especially prominent in the 

lower elementary grades. 

42 

Departmentalized instruction has been introduced in 

some elementary schools, especially in the upper grades. As 

the demands for expertise in specific subject areas 

increase, the beleaguered teacher finds it difficult to 

teach with competence in several subject-matter areas. 

While the emotional and personal advantages of prolonged 

contact between teacher and children of 10, 11, and 12 years 

seem to far outweigh the advantages of fully 

departmentalized instruction at this level, nothing can hide 

the fact that the teachers at this level must be close to 

being intellectual supermen if they are to do their job 

well. 

As elementary school teachers struggle with the 

explosion of knowledge and find it increasingly difficult to 
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be thoroughly trained in a variety of subjects, the use of 

departmentalized instruction, or forms of it, may increase. 

It is interesting to note that several studies of 

departmentalization have shown no significant differences in 

academic achievement. Coffin (1983) studied the effects of 

departmentalization using four elementary schools, two of 

which were departmentalized while the other two used self

contained classes. He found no significant differences in 

sixth grade performance on a variety of academic achievement 

measures. Glissmeyer (1969) and Hosley (1953) compared 

self-contained versus departmentalized classes for sixth 

graders. Neither of these studies found any difference in 

academic achievement as a function of classroom type. The 

possible increased use of departmentalization of instruction 

in upper elementary grades may have an impact on the 

students' transition to middle school. Fenzel (1989) 

conducted a study of changes in student role strains during 

the transition to middle school. His findings suggest that 

elementary school preparation can significantly affect the 

quality of transition to middle school. Perhaps students 

who are taught in a departmentalized instructional 

organization at the elementary level will be better prepared 

for the transition to middle schools, which incorporate a 

departmentalized instructional organization. 
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At the high school, the developmental and academic 

characteristics of the learners also suggest grouping for 

instruction. High school students are returning to a 

position of developmental similarity, one to another, that 

parallels the situation in the elementary school. They have 

matured mentally to the stage of formal operations described 

by Piaget (Sund, 1976). Academically, however, the 

situation is quite different. By the high school years, the 

students have reached a point where differences in academic 

achievement levels and areas of interest are at a maximum. 

Grouping is accomplished primarily by the student's choice 

or ability in a particular subject or group of subjects 

(Eichhorn, 1974). 

Middle schools may also attempt to group students for 

instruction. However, the situation is much different from 

that found in the elementary and high schools. While these 

latter two schools are able to group students according to 

areas of developmental similarity, commonality among the 

middle-level students has been replaced with variability. 

Middle school students seem to have little in common with 

one another developmentally, except in that they have so 

little in common. 

Chronological age is not a reliable guide to identify 

characteristics of middle school students and, therefore, is 

not a reliable guide to grouping these students for 
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instruction. Academically, middle school students seem far 

more variable than their elementary school counterparts but 

less than they will be as high school students. Major 

changes in interests and achievement may yet reveal 

themselves, so that grouping these students according to 

subject-matter choices, as done in the high school, is 

likely to be somewhat arbitrary, capricious, and against the 

best interests of the students. 

Is there a method of grouping middle school stUdents 

for instruction that addresses the unique needs of this age 

group? Just as there is no one commonality (other than 

diversity) found among the characteristics of the 

adolescent, there may be no one best way of organizing for 

the instruction of this age level. A fairly large number of 

instructional organizations have been discussed as being 

appropriate for middle-level education (Alexander & George, 

1981; Christ, 1975; Eichhorn, 1966, 1974; Hansen & Hearn, 

1971; Hillson & Hyman, 1971; Howard & Bardwell, 1966; 

Lounsbury & Vars, 1978; McCarthy, 1972). Following is a 

partial listing of several of the most common instructional 

organizations found in middle schools and a brief 

description of each. 

1. Chronological Age-Grade Grouping: organizing 

students for instruction on the basis of 



their age and the number of years they have 

been in school. 

2. Nongraded and Ungraded: organizing 

individual students for the opportunity for 

continuous progress learning unfettered by 

chronological age. 

3. School-within-A-School: An organization 

which creates a microcosm of the total school 

in each relatively separate area of the 

school. 

4. Student-Teacher Progress Plan: An 

organization which allows a team of teachers 

and students to remain together for the 

entire period the students are in the school. 

5. Developmental Age Grouping: An organization 

that allows students to be grouped according 

to the developmental characteristics they 

exhibit rather than their age. 

6. Multi-Age Grouping: An organization which 

sets developmental and age characteristics 

aside, and student teams are designed as a 

microcosm of the school. 

7. continuous Progress: An organization which 

is based on the individual student, allowing 

study at an individual pace with a curriculum 
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designed for the individual. Progress is 

individual, with movement from one objective 

to another or from one grade level to another 

determined by individual success. 

8. Departmentalization: An organization wherein 

one teacher teaches a specialized subject 

area to a different group of students. 

students change classes and are taught by 

different teachers depending upon the 

subjects in the students' schedule. 

9. Interdisciplinary Teacher Teams: An 

organization which allows teachers to combine 

their talents and efforts to work with a 

common group of students. 
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These organizations represent the variety of 

organizational approaches middle schools have attempted as 

they address the needs of the students they serve. In spite 

of the organizational diversity available, perhaps three

quarters of the middle schools in America can be described 

as utilizing a standard chronological age-graded student 

grouping system utilizing a departmentalized format of 

instructional organization (Alexander & George, 1981). 

Much concern has focused on whether the organization of 

middle schools exacerbates the difficult adjustments 

confronting early adolescents. The departmentalized 
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structure of some middle schools, in which students rotate 

from teacher to teacher without an intact peer group, has 

been the target of much criticism (Hamburg, 1974; Lipsitz, 

1977). The diminished opportunity to establish stable 

relationships with either teachers or peers has been thought 

particularly detrimental since this may also be the time of 

peak conflict with parents (Miller, 1983; Offer, 1969). 

Thus, departmentalized schools have been hypothesized to 

decrease the opportunity to obtain social supports to help 

in coping and adaptation (Hirsch & Rapkin, 1987). 

The scant empirical data available suggest that school 

satisfaction does in fact decline at the time of transition 

from elementary to middle school. Cross-sectional research 

reveals a decline in satisfaction with school life during 

the secondary years (Epstein & McPartland, 1976). In a 

longitudinal study, Hawkins and Berndt (1985) found a 

decline in classroom social climate during the junior high 

school transition. In another longitudinal study 

(Schulenberg, Asp, & Petersen, 1984), girls reported liking 

school less as they went from sixth to eighth grade, and 

both genders suffered a decline in grades. 

Transition from Elementary School to Middle 

School and Its Impact on the Early Adolescent 

The transition from elementary school to junior high 

school heralds the end of childhood and the beginning of 
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adolescence. Enormous physiological, cognitive, social, and 

environmental changes are either beginning or on the near 

horizon. Yet, until recently, these were the "forgotten 

years" of development for social scientists (Lipsitz, 1977). 

As has been indicated, students experience many 

systematic changes in their classroom environments when they 

make the transition from an upper elementary classroom to 

middle school (Brophy & Evertson, 1978; Eccles et al., 

1984). Typically, students experience a transition from an 

upper elementary school self-contained classroom taught by a 

single teacher to a middle school with departmentalized 

instruction. It would seem that if students' attitudes and 

concerns were known regarding their transition into junior 

high school, then adjustments in the design of the 

transition process and teaching practices could be made so 

as to alleviate these concerns (Sierer & Winfield, 1988). 

Eccles et al. (1984) reviewed evidence showing that 

many young adolescents become more negative about school and 

themselves after the transition to junior high school. They 

become more anxious about school (Fyans, 1979; Harter, 

Whitesell, & Kowalski, 1987) and have lower academic 

intrinsic motivation (Harter, 1981; Harter et al., 1987). 

Many studies also show that young adolescents have lower 

ability self-concepts than do their younger peers (Eccles et 

al., 1983; Eccles, Adler, & Meece, 1984; Marsh, 1989), 



although this pattern is not always found (Harter, 1982). 

In addition to these changes in specific self-perceptions, 

Simmons et ale (1973) showed that after the transition to 

junior high school, young adolescents' general self-esteem 

is lower and less stable and their self-consciousness is 

higher. 
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Eccles and her colleagues (Eccles et al., 1984; Eccles 

& Midgley, 1989) and simmons and her colleagues (Blyth et 

al., 1983; Simmons et al., 1973, 1979; Simmons & Blyth, 

1987) have postulated that these changes in young 

adolescents' attitudes and beliefs are due in part to 

differences in the school environments of elementary and 

junior high schools. These differences include a greater 

emphasis on evaluation and social comparison among students 

(Feldlaufer, Midgley, & Eccles, 1988; Harter et al., 1987), 

stricter grading standards (Blyth, Simmons, & Bush, 1978; 

Kavrell & Petersen, 1984; Schulenberg et al., 1984), and a 

disruption of young adolescent social networks (Berndt, 

1987), among other things (see Eccles et al., 1984 and 

Eccles & Midgley, 1989 for a complete review). 

Additionally, some studies, such as the early school 

transition research of Simmons and Blyth in Milwaukee (Blyth 

et al., 1983; Simmons & Blyth, 1987; Simmons et al., 1979), 

Piers and Harris (1964), and simmons et ale (1973) have 

shown that both gender and school context factors 
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contributed to changes in students' self-concept during the 

transition from sixth to seventh grade. In each of these 

studies, self-esteem was employed as the dependent measure, 

with school structure and other social or environmental 

events and perceptions used as predictor variables. 

Essentially, the Simmons et ale (1973) research has 

demonstrated that early adolescents who move into grade 

seven in a seventh through ninth grade junior high school 

structure experience lower self-esteem and other related 

social problems than those moving into grade seven within a 

K-8 structure. 

Jones and Thornberg (1984) presented a paper to the 

Annual Convention of the American Psychological Association 

in Toronto, Canada, which raised questions about the Simmons 

et ale (1973) research. In their presentation, they 

indicated that several inconsistencies between the Simmons 

et ale study and their subsequent findings have increased 

the complexity in making definitive interpretation and 

inference. Aside from a plethora of theoretical paradigms 

underlying the research designs in these particular studies 

(thus necessitating the implementation of diverse 

methodologies), the measurement of self-esteem has varied 

from one study to the next. A variety of self-reported 

indices and interview strategies have been employed to study 

the changing adolescent character. Further, Simmons et ale 
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acknowledge the fact that their study was cross-sectional 

rather than longitudinal (thus generally limiting the 

conclusiveness of their findings) and openly admit that "We 

cannot be certain that age differences represent actual 

changes, particularly in the high school grades" (p. 559). 

While considerable research supports the long-standing 

characterization of adolescence as a period of "storm and 

stress" (Hall, 1904), this position has further been called 

into question and has been increasingly challenged during 

the past two decades (Douvan & Adelson, 1966; Hill & Moenks, 

1977; Offer, Ostrov, & Howard, 1981, 1984; Rutter, Graham, 

Chadwick, & Yule, 1976). Researchers examining indices of 

psychological adjustment and well-being are reporting 

stability and positive change across adolescence. Recent 

longitudinal studies of children's self-esteem during 

adolescence suggest that such changes are actually somewhat 

positive (Abramowitz, Petersen, & Schulenberg, 1984; Dusek & 

Flaherty, 1981; Ellis & Davis, 1982; Petersen, 1981; 

Petersen, Schulenberg, Abramowitz, Offer, & Jarcho, 1984; 

Savin-Williams & Demo, 1983; McCarthy & Hoge, 1982; O'Malley 

& Bachman, 1983). These studies have significance for 

identity development (Garcia, 1980) as well as for everyday 

function. Self-image has been found to increase and to be 

relatively stable even during the transitional period 

between childhood and adolescence (Abramowitz et al., 1984; 
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Petersen, 1981; Petersen et al., 1984) which normally 

introduces sharp discontinuity into children's lives 

(Hamburg, 1974). According to Nottelmann (1987), adolescent 

turmoil appears to be the exception rather than the rule, 

and self-esteem actually improves across the transition to 

junior high school. Although Simmons et al.'s (1973) cross

sectional work indicates that children's self-esteem is 

disturbed during early adolescence, their longitudinal work 

(e.g., Blyth et al., 1983; Simmons et al., 1979) has shown 

that for most children, self-esteem scores increase across 

adolescence. In their studies, white females who make the 

transition to junior high school are the only group to show 

consistent evidence of declining self-esteem. One more 

recent project (Hawkins & Berndt, 1985), which focused on 

white students in middle- to upper-middle-class suburbs, 

found no change in global self-esteem over the course of the 

transition from elementary to junior high school. While 

there is a growing number of such studies, few have been 

longitudinal studies of how young adolescents' domain

specific beliefs change across the transition to junior 

high. 

previously cited research has related the tenuous and 

fragile state of the adolescent's self-concept. The 

research of such role strain theorists as Pearlin (1982, 

1983) indicate that individuals experience strain in the 
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normal exercise of everyday roles which, when strain 

persists, can have a detrimental effect on self-concept. 

Adolescents may experience similar strains in their roles as 

students (Fenzel, 1988). Like adults in the workplace, 

early adolescents face demands in the daily exercise of 

their student roles that are sometimes difficult and 

contradictory. Demands placed upon early adolescents by 

parents, teachers, peers, and other "role senders" at school 

may all contribute to student role strains and eventual 

lower self-concepts. One must consider the further negative 

impact on the adolescents' self-concept when these young 

people are placed in the new environment of the middle 

school. 

The investigation of these multiple sources of strain 

(parents, peers, and teachers) is consistent with the work 

of Bronfenbrenner (1979) who suggested that all settings 

that affect role behaviors should be investigated to 

understand the full impact of a role or role change on 

development. A role change, as described by Bronfenbrenner, 

such as the change from an elementary school student to a 

middle school student, can trigger changes in an 

individual's role as role senders change or impose new 

expectations. As Benedict (1938) suggested, when abrupt 

role alterations occur during a transition, the experience 



may be quite stressful, resulting in a negative impact on 

self-concept. 

55 

A number of studies (Hawkins & Berndt, 1985; Lipsitz, 

1984; Eccles & Midgley, 1989; Eccles et al., 1984; Midgley & 

Feldlaufer, 1987) have compared the middle school context 

and have shown that the success of the transition was 

associated with the instructional organization of the 

entrance school. Data obtained from research such as this 

have given powerful support for the modification of the 

instructional organization in the middle school. 

The work of Eccles and Midgley (1989), Eccles et ale 

(1984), Hawkins and Berndt (1985), and Midgley and 

Feldlaufer (1987) suggests that middle-level schools that 

meet the developmental needs of early adolescents for 

intimacy, autonomy, and cognitive challenge provide a more 

appropriate match between personal requirements and 

environmental opportunities than do departmentalized middle 

schools (see Hill, 1980; Thornberg, 1983; Lipsitz, 1984). 

The implication of this work is that the better the match, 

the less stressful the new school experience for early 

adolescents (Fenzel, 1988; Midgley & Feldlaufer, 1987). 

While recent work suggests that nontraditional (non

departmentalized) middle schools are more likely to provide 

a better match for early adolescents than departmentalized 

middle schools (Cawelti, 1988), the previous review of 



literature (Alexander & George, 1981) shows that perhaps 

three-quarters of the middle schools in America can be 

described as utilizing a standard chronological age-graded 

grouping system following a departmentalized format of 

instructional organization. 
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Alternatively, if the student role that is learned in 

the elementary school (Dreeben, 1968; Fenzel, 1989) also 

prevails in the middle school, the move to the new setting 

may not be as difficult as expected. Students may be able 

to employ behaviors or expectations, both academic and 

social, that were successful in the grade previous to their 

new setting (Mitman & Packer, 1982). Specifically, if the 

instructional organization of the exit grade level is the 

same as that of the entrance grade level of the middle 

school, the negative impact of the transition may be 

reduced. Thus, the impact of the role change would perhaps 

be minimized, thereby reducing the negative influence on the 

self-concept of the adolescent. 

Summary 

The review and consideration of the literature has 

dealt with the historical development of the traditional 

junior high school and the middle school of today. The 

review further explored the characteristics and fragile 

nature of the self-concept of the adolescent. The 

organization of instructional delivery systems for both the 
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elementary school and the middle school were considered. 

Finally, the transition from elementary school to the middle 

school and its impact upon the self-concept of the 

adolescent were explored. 

The original purposes of the junior high were to 

overcome the deficiencies of the 8-4 plan and to bridge the 

gap between elementary and secondary schools. The Middle 

School Movement began in an attempt to create a new school 

setting wherein the unique needs of the adolescent could be 

better met. The purpose of the middle school is to foster 

the implementation of curriculum and instructional 

organization that address the characteristics of its student 

clientele. 

The process of transition from the elementary school to 

middle school can create a negative impact on the self

concept of the adolescent. Most studies explore the nature 

of the instructional organization within the entrance level 

of the middle school as they determine the impact of the 

transition on the students' self-concept. The literature 

suggests that the instructional organization within the 

entrance level of the middle school should be designed to 

mirror closely the instructional organization of the exit 

level of the elementary school and, thus, protect the self

concept of the student in transition. 
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The above review led this author to consider an 

alternate approach. Inasmuch as three-quarters of the 

current American middle schools operate an instructional 

organization that is a departmentalized format, a study was 

warranted of the impact on the self-concept of adolescents 

who exit the elementary school from a departmentalized 

instructional organization versus those who exit from a 

self-contained instructional organization. Perhaps it will 

be more beneficial to the adolescent to experience the same 

type of instructional organization found in the middle 

school while still a student in the elementary school. An 

aspect of the negative impact of the transition to a new 

school would thereby be addressed while the adolescent is 

still a student in the familiar and protected surroundings 

of the elementary school. 



CHAPTER 3 

THE DATA AND THE TREATMENT OF THE DATA 

This study had a pre- and post-test design. A 

children's scale of self-concept was administered in March 

and April 1992, and was repeated in September, 1992. A 

children's self-assessment of their anxiety, using another 

validated instrument, assessed current anxiety levels 

associated with the transition to the middle school. This 

instrument was administered in September, 1992. 

The Data 
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The data for this research were of two kinds: primary 

data and secondary data. The nature of each of these two 

types of data is presented below. 

The Primary Datq 

The responses in the pre- and post-Piers-Harris 

Children's Self-Concept Scale was one type of primary data. 

The responses to the Revised Children's Manifest Anxiety 

Scale was the other course of primary data. 

The Secondary Data 

The secondary data included the published studies, 

journal articles, texts, presented papers, and the 

unpublished dissertations and theses dealing with the 
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characteristics and the self-concept of early adolescents, 

an historical overview of the development of the junior high 

and the middle school, the structure of grade-level 

instructional organizations, the transition process from an 

elementary school to a middle school setting, and the impact 

of the transition on early adolescents. 

The criteria for the Admissibility 

of the Data 

only the data received from students who were enrolled 

in their respective school districts for the time period of 

the study and for whom written parental authorization had 

been granted were included in this research effort. 

only the data referring to children's self-concept 

collected from the pre- and post-Piers-Harris Children's 

Self-concept Scale, completed in accordance with the test 

publisher's instructions, were used in this research effort. 

Only the data referring to the children's adjustment to 

the seventh grade collected from the Revised Children's 

Manifest Anxiety Scale, completed in accordance with the 

test publisher's instructions, were used in this research 

effort. 

The Research Methodology 

The Piers-Harris Children's Self-Concept Scale was 

administered to approximately 300 students in the sixth 



grade. Approximately one-half of these students were 

enrolled in a school containing grades four through six. 
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The instructional organization was departmentalized for the 

sixth grade students in this school. The other half of the 

sample of sixth graders were enrolled in a school containing 

grades four through six with the sixth grade being taught in 

self-contained classrooms. The self-concept scale was 

administered to both sixth grade groups in the spring of 

1992. Only students whose parents had given written 

authorization participated in this research effort. Student 

identity was kept confidential. The scale was administered 

by teachers familiar to the students after the teachers 

received the necessary in-service training from the author. 

After the sixth grade students who took the self

concept scale in the spring of 1992 had completed the 

transition to the seventh grade in the fall of 1992, they 

were given a post-transition self-concept scale. The 

difference in the pre- and post-transition scores was 

evaluated. 

Students who were included in the spring pre-test were 

also given the Revised Children's Manifest Anxiety Scale. 

This assessment evaluated the students' self-perception of 

their current levels of anxiety as associated with the 

transition to middle school. The results of the anxiety 

scale taken by students exiting sixth grade from a 
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departmentalized instructional organization were compared to 

the results of the anxiety scale taken by students who 

exited sixth grade from a self-contained instructional 

organization. 

In order to minimize variables, the study was conducted 

in similar schools. Both of the sixth grade pre-transition 

groups were enrolled in schools containing grades four 

through six. Both of the seventh grade post-transition 

groups were enrolled in schools containing only grades seven 

and eight. In addition, both of the seventh grade post

transition groups were taught in a departmentalized 

structure. One of the grade four through six schools and 

one grade seven and eight school were part of one school 

district. The other two schools (one grade four through six 

and one grade seven and eight) were part of an adjacent 

school district. Both school districts were very common in 

nature, serving similar socioeconomic communities. The 

districts had a similar tax base. The 1991-92 school 

district enrollments on the 100th day were 1,813 and 2,034 

students in grades K-12. The 1992-93 school district 

enrollments on the 40th day were 1,906 and 2,049 students, 

respectively, in K-12. 

The Instruments 

Two validated and standardized instruments were used in 

this research effort. The Piers-Harris Children's Self-
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Concept Scale was used to measure the students' self-concept 

in both the pre- and post-transition groups. The Revised 

Children's Manifest Anxiety Scale (RCMAS) was used to 

measure the students' anxiety levels in the post-transition 

group. The norming data, validation, and reliability of 

each instrument will now be discussed. 

The following information concerning the Piers-Harris 

Children's Self-Concept Scale comes from the Piers-Harris 

Children's Self-Concept Scale, Revised Manual (Piers, 1989). 

The instrument is a short and quickly administered report 

measure designed to assist in the assessment of self-concept 

in children and adolescents. The scale is subtitled "The 

Way I Feel About Myself." The instrument assesses self

concept when it is defined as a relatively stable set of 

self-attributes reflecting both a description and an 

evaluation of one's own behavior and attributes. The items 

on the scale are scored in either a positive or negative 

direction to reflect the students' self-evaluation. A high 

score on the scale suggests a positive self-evaluation, 

whereas a low score suggests a negative self-evaluation. 

The Piers-Harris focuses on children's conscious self

perceptions rather than attempting to infer how they feel 

about themselves from their behaviors or the attributions of 

others. 



The Piers-Harris is an aD-item, self-report 

questionnaire designed to assess how children and 

adolescents feel about themselves. As an aid to more 

detailed clinical interpretation, the Piers-Harris also 

provides six "cluster scales." These scales are Behavior 

(16 items), Intellectual and School Status (17 items), 

Physical Appearance and Attributes (13 items), Anxiety (14 

items), Popularity (12 items), and Happiness and 

Satisfaction (10 items). A sample statement requiring a 

"Yes" or "No" response from each cluster scale follows: 

1. Behavior: "I get into a lot of fights." 

2. Intellectual and school status: "I am an 

important member of my class." 
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3. Ph.ysical Appearance and Attitudes: "I am strong." 

4. Anxiety: "I cry easily." 

5. Popularity: "I have many friends." 

6. Happiness and satisfaction: "I am a good person." 

The scale is easy to administer and score and can be 

used by trained technicians or paraprofessionals under the 

supervision of a qualified professional. Although 

administration time varies for individual children, the 

entire scale can usually be administered, scored by hand, 

and interpreted in less than 30 minutes. The reading 

difficulty of the scale is approximately at a third-grade 
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level, as assessed by two commonly used readability indices 

(Flesch, 1948; Fry, 1968). 

The Piers-Harris was designed and produced with three 

purposes and uses in mind. The first is to measure an 

individual child's self-evaluative attitudes and behaviors 

which have a bearing on self-concept. It can be used 

routinely as a screening instrument in high-risk settings in 

conjunction with other methods of assessing children's self

attitudes. Typical settings include psychiatric outpatient 

clinics, adoption agencies, child protection services, 

special education, and regular classrooms. Secondly, the 

Piers-Harris can be used as an aid to individual assessment 

in a variety of clinical and counseling settings. The goal 

is to integrate information from this scale with clinical 

observations and other test data to obtain a comprehensive 

view of an individual child or adolescent. In this respect, 

the Piers-Harris is particularly useful since it presents 

the child's perceptions directly rather than relying solely 

on parental or teachers' reports. Finally, the Piers-Harris 

was developed as a research instrument to provide a 

quantitative, self-report measure of children's self

concepts. This is one of the instrument's primary uses. 

For example, the scale has been used to evaluate alternative 

intervention strategies, investigate the relationship 

between self-concept and other traits or behaviors (e.g., 
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empathy, teenage pregnancy, drug use) and to monitor changes 

in self-concept over time. It is in this latter capacity 

that the scale was used in this study. 

The Piers-Harris does have a number of specific 

limitations which should be kept in mind when interpreting 

the scale results. First, the intent of the scale is not 

particularly disguised. Thus, the scores are subject to 

conscious and unconscious distortion by children, usually in 

the direction of more socially desirable responses. Second, 

the original norms are based on data from one Pennsylvania 

school district. However, subsequent studies suggest that 

these findings generalize to more diverse school populations 

in the united states. Third, the user should be careful not 

to place too much interpretive value on any of the 

individual responses. While these responses may be useful 

in gaining a more complete understanding of the empirical 

pattern of scores and in suggesting areas for further 

inquiry, they should never be interpreted out of the context 

of a scale cluster or of the scale as a whole. 

Standardization procedures for the Piers-Harris 

followed specific norming practices. For the total score of 

the Piers-Harris, the normative sample consisted of 1,183 

school children from a public school system in a small town 

in Pennsylvania. The children ranged in grades from fourth 

through twelfth. Since no consistent gender or grade 
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differences were found, the scores were pooled for normative 

purposes. This resulted in a mean of 51.84, a standard 

deviation of 13.87, and a median of 53.43. Like many 

personality measures, the distribution was highly negatively 

skewed, indicating a tendency to respond in the direction of 

positive self-concept. Norms for the revised cluster scales 

were based on a sample of 485 public school children (248 

girls and 237 boys), including 279 elementary school, 55 

junior high school, and 151 senior high school students. 

To enable users to compare a single child's scores 

across all seven scales for the Piers-Harris directly (i.e., 

the total score and the six cluster scores), raw scores were 

converted to stanines, percentiles, and normalized T-scores 

using the cumulative frequency distribution of scores and a 

standard conversion table (Guilford & Fruchter, 1978). This 

conversion corrects for any irregularities in the 

distributions of the seven scales and allows the relative 

elevation of scores on the profiles to be compared. The 

conversions for the total score are based on the original 

normative sample (N = 1,183), whereas the conversions for 

the cluster scales are based on the sample for the revised 

cluster scales (N = 485). 

since its development in 1964, numerous studies have 

investigated the psychometric properties of the Piers

Harris. In particular, studies have investigated the test-

---- _ .... _- .-.. --.. . .. - .-•........ 
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retest stability of the Piers-Harris with both normal and 

special samples. Test-retest reliability measures the 

extent to which scores for a single individual are 

consistent over time and across settings. A personality 

measure should be fairly stable if it is to provide 

information about the individual. The reliability 

coefficients ranged from .42 (with an interval of eight 

months) to .96 (with an interval of three to four weeks). 

The median test-retest reliability was .73. In reviewing 

these studies, it should be remembered that reliability 

estimates which are based on more heterogeneous samples are 

expected to be higher due to less constriction in range. 

An early study by Piers and Harris (1964) investigated 

the stability of the Piers-Harris using a 95-item version of 

the scale with a retest interval of four months. 

Approximately half the early standardization sample was used 

from grades 3, 6, and 10. The resulting coefficients of 

.72, .71, and .72 were judged satisfactory for a personality 

instrument in the experimental stage of development, 

especially given the relatively long test-retest interval. 

The revised 80-item scale, though shorter, was shown to have 

a better stability using both a two-month (r = .77) and a 

four-month (r = .77) test-retest interval (Wing, 1966). 

These coefficients were based on 244 fifth graders. 

Finally, a more recent study (Shavelson & Bolus, 1982), 
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involving a test-retest interval of five months, obtained a 

reliability coefficient of .81 for a group of white, upper

class, seventh and eighth graders. Thus, temporal stability 

estimates generally support the results reported with the 

standardization sample. 

In addition to studies investigating the test-retest 

reliability, investigations of the internal consistency of 

the Piers-Harris have also been conducted. Internal 

consistency is a measure of the average correlation among 

the items within a test. The reliability coefficient-

coefficient alpha or Kuder-Richardson Formula 20 (KR-20) 

(Kuder & Richardson, 1937) if the items are dichotomous-

establishes a lower limit to the reliability of the test. 

Thus, high correlation coefficients are desirable. Piers 

(1973) calculated internal consistency on a normative sample 

of 297 sixth and tenth graders. using the KR-20 Formula, 

the reliability estimates for the total score ranged from 

.88 to .93 for various subgroups. 

Estimates of the content, criterion-related, and 

construct validity of the Piers-Harris have been obtained 

from a number of empirical studies. These studies have used 

a variety of approaches including item analysis, 

intercorrelations among the scales and items, and 

comparisons of the responses of various criterion groups. 

In addition, the Piers-Harris has been compared to other 
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scales designed to measure similar constructs. A review of 

recent studies examining the relationship of the Piers

Harris with other self-concept instruments indicates, as 

might be expected, found that the highest correlations (r = 

.85) are for the Coopersmith Self-Esteem Inventory 

(Coopersmith, 1959), which resembles the Piers-Harris in 

format and age range (Schauer, 1975). Other comparisons 

give the following results: Personal Attribute Inventory 

for Children (r = .67) (Parish & Taylor, 1978), Lipsett's 

Children's Self-Concept Scale (r = .68) (Mayer, 1965), and 

Pictorial Self-concept Scale (r = .42) (Bolea, Felker, & 

Barnes, 1971). 

In summary, the Piers-Harris appears to be a highly 

reliable instrument. Test-retest reliability coefficients 

range from .42 to .96, and internal consistency estimates 

for the total score range from .88 to .93. The reliability 

figures compare favorably with other measures used to assess 

personality traits in children and adolescents. 

The second instrument is the Revised Children's 

Manifest Anxiety Scales (RCMAS). The following information 

pertaining to this instrument comes from the "Revised 

Children's Manifest Anxiety Scale Manual" (Reynolds & 

Richmond, 1985). The RCMAS had its beginnings in a self

report instrument designed to measure manifest anxiety in 

adults (Taylor, 1951). This instrument was compiled from 
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items drawn from the Minnesota Multiphasic Personality 

Inventory (MMPI) and was considered useful in identifying 

individuals characterized by chronic anxiety reactions. A 

few years later, Castaneda, McCandless, and Palermo (1956) 

altered this scale and reported initial standardization data 

for a children's version of the Manifest Anxiety Scale. In 

concurrent articles, Castaneda et ale (1956) and Palermo, 

Castaneda, & McCandless, 1956) also reported on the 

relationship between scores on the original 42-item 

Children's Manifest Anxiety Scale (CMAS) and factors of task 

difficulty and complexity. 

During the first 20 years of the CMAS, well over 100 

articles using the instrument appeared in the literature in 

an effort to define more accurately the nature of manifest 

anxiety in children and its relationships to numerous 

cognitive, affective, achievement, and other variables. 

Various investigators used the CMAS to help understand 

manifest anxiety in children in relation to socioeconomic 

background (e.g., Boyce, 1974; ziv & LUz, 1973), cultural 

differences (e.g., Muralidharan & Sharma, 1971; ziv & 

Shauber, 1969), specified stress situations (e.g., Donald, 

1973; Melamed & siegel, 1975), achievement and intelligence 

(e.g., Chansky, 1966; Merryman, 1974), self-concept and 

other personality variables (e.g., Brady, Richards, & 

Felker, 1975; Stanwyck & Felker, 1973), and mental 
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retardation (e.g., carrier, Orton, & Malpass, 1962: Cochran 

& Cleland, 1963). 

The continuing interest in a scale to measure manifest 

anxiety in children is indicative of the significance of 

anxiety to a child's performance. Many writers, including 

Peck and Mitchell (1967), stress the importance of anxiety 

as one variable affecting individual achievement. More 

emphatically, Gaudry and Spielberger (1971) suggest that the 

overwhelming weight of evidence consistently indicates a 

negative relation between high levels of anxiety and 

academic achievement. Despite this tremendous interest on 

the part of clinicians and researchers alike, there 

continues to be few objective anxiety scales for children, 

and few of these have a large normative data base. This 

issue thus prompted the revision or, more aptly, the 

redevelopment of the original CMAS into the Revised 

Children's Manifest Anxiety Scale. 

The redevelopment of the CMAS represents a 33% 

reduction in the length of the scale without appreciably 

affecting reliability. Reliability estimates obtained here 

(.83 with the item selection sample and .85 with a cross

validation group) are quite comparable to reliability 

coefficients reported for the original scale in the other 

studies (.86 in Kitano, 1960: .77 in Finch, Montgomery, & 

Deardoff, 1974; and .84 for boys and .88 for girls in 



Allison, 1970). The reduction in administration time also 

makes the instrument more attractive as a group screening 

instrument to the researcher, the clinician, and school 

personnel. 
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subjects for the standardization of the RCMAS included 

4,972 children between the ages of 6 and 19 years. The 

sample contained 2,208 white males, 2,176 white females, 289 

black males, and 299 black females. The children represent 

13 states and more than 80 school districts from all major 

geographic regions of the united states. The Midwest 

accounted for about 2,000 children, the Southwest about 

1,200, and the Southeast about 800, with the remainder being 

divided about equally between the Northeast and the West. 

cities from which data for the standardization were 

collected ranged in population from 200 to one million and 

above. Rural and urban areas were about equally 

represented, with a slight edge to urban areas. At least 

400 children representing three inner-city schools in high 

poverty districts were sought out specifically and included 

in the sample. Children were sought f~om specific 

neighborhoods and schools with known socioeconomic 

composition to ensure the representative nature of the 

sample. Samples of children attending special education 

classes were included as well and were tested in groups by 

their special classroom teachers. Of the nearly 5,000 
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children in the standardization sample, approximately 600 

children from six states, who were attending classes for the 

educably mentally retarded, the learning disabled, and the 

intellectually gifted, were included. Larger numbers of 

children than are typically necessary were tested in order 

to increase the probability of obtaining an adequately 

representative sample. 

The children were tested variously by clinical 

psychologists, school psychologists, classroom teachers, and 

public school administrators. All children were tested in 

groups in classrooms using standard instructions printed on 

the scale and following the other instructions for 

administration as detailed in the RCMAS Manual. Testing 

took place throughout the school year, although the majority 

of children were tested in the months of December, 1978 

through March, 1979. 

Raw score means and standard deviations were determined 

separately at each age from 6 through 16 for each 

ethnic/gender combination for whites and blacks. Ages 17 

through 19 were collapsed into a single age group to obtain 

adequate sample sizes. the raw score distributions were 

determined for the Total Anxiety score, the three 

factorially derived subscales of anxiety, and the Lie 

subscale. From these raw score distributions, standard 

scores were derived for each group. For the Total Anxiety 
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score, the familiar T-score scale, which has a mean of 50 

and a standard deviation of 10, was chosen. For each of the 

subscales, another familiar score system was chosen, having 

a mean of 10 and a standard deviation of 3. This scale was 

chosen on the basis of its general familiarity and its match 

to the raw score distribution. Greater variability in the 

standard score system would have artificially exaggerated 

differences among the various scales and would have 

"stretched" the raw score distribution intolerably. 

The standard score distributions were derived through 

simple linear transformations of the raw score distributions 

as described in most basic measurement texts. Some 

smoothing was necessary to alleviate irregularities in the 

raw score distributions; however, such smoothing was quite 

minimal and was accomplished by an analytic procedure based 

on "rolling weighted averages" (Cureton & Tukey, 1951). The 

various raw score distributions were largely normal 

themselves, with the exception that some of the subscales 

had positively skewed distributions at some ages. However, 

to ensure comparability with other tests, the raw score 

distributions for all five scales were first "normalized," 

as described by Angoff (1984) and then converted to standard 

scores. 

Two aspects of the reliability of the RCMAS are of 

primary interest: (1) the accuracy or precision of the 
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scores at the time of the assessment and (2) since the RCMAS 

is based on a trait theory of manifest anxiety, the 

stability of scores across time. 

The primary source of error in psychological 

measurement is believed to be errors of domain sampling 

(Nunnally, 1978). with regard to the RCMAS, this refers to 

the probability that children would earn the same score if a 

different set of questions that are also believed to assess 

anxiety had been asked. Measures of internal consistency, 

such as the various Kuder-Richardson formulae, coefficient 

alpha, and corrected split-half reliability coefficients, 

tell how accurately the item domain has been sampled and, 

thus, how much error has been introduced by the particular 

choice of items. For the RCMAS, coefficient alpha was 

routinely calculated since it is the preferred measure of a 

test's reliability and provides an estimate of the 

theoretical correlation between true alternate forms of a 

test and can be shown to be the mean of all possible split

half reliabilities of a given set of items (Nunnally, 1978; 

Wilson & Reynolds, in press). 

For the Total Anxiety score on the RCMAS, an internal 

consistency estimate (Kuder-Richardson Formula 20, KR-20, 

the special case of alpha with dichotomous items) (Kuder & 

Richardson, 1937) of .83 was obtained with the test 

development sample of 329 children. A cross-validation 



sample of 167 children from grades 2, 5, 9, 10, and 11 

yielded a similar reliability estimate of .85. Both are 

quite similar to reliability estimates reported for the 

original CMAS in a variety of studies. 

Coefficient alpha reliabilities for the entire age 

range of the RCMAS were .84 for white males, .85 for black 

males, .85 for white females, and .78 for black females. 
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For the most part, these reliability coefficients are 

consistent across ethnicity, gender, and age. At most ages 

for most ethnicity-by-gender groups, the coefficient alpha 

for the Total Anxiety score equals or exceeds .80, the value 

recommended by Willson and Reynolds (in press) for use in 

decision making. These values are particularly attractive 

given the relative brevity of the scale and the somewhat 

amorphous nature of anxiety (Willson & Reynolds, in press). 

Reliability estimates for several other samples are 

also available. For a sample of 106 children diagnosed as 

learning disabled, a coefficient alpha reliability estimate 

of .79 (.77 for males and .83 for females) was obtained for 

the Total Anxiety score (Paget & Reynolds, 1984). 

In addition, Reynolds and Scholwinski (1985) have 

reported reliability data on the RCMAS for 531 children in 

grades 2 through 12, all with Wechsler or Binet IQs of 130 

or more. The results with this large sample mirror those 

reported thus far. Reliability estimates (coefficient 
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alpha) in the .80s were the general rule for these children 

across both age and gender. 

For the anxiety subscales, reports regarding 

reliability are less extensive but still provide 

considerable information on their reliability. For the 

Physiological Anxiety subscale, coefficient alpha 

reliability estimates are consistently in the .60s and .70s, 

except above age 15 when the reliabilities drop into the 

.50s with uncomfortable frequency. The Worry/ 

Oversensitivity subscale fares somewhat better. Reliability 

estimates for this subscale are mostly in the .70s and .80s, 

with only occasional dips into the .60s. For such a brief 

subscale, these reliabilities are quite good. Reliability 

estimates for the Social Concerns/Concentration subscale are 

more like the Physiological Anxiety than the Worry/ 

Oversensitivity subscale reliabilities. Most coefficients 

are in the .60s, with occasional forays into the .50s and 

.70s. Considering the brevity of these subscales, these 

reliability estimates are neither surprising nor disparaging 

but, rather, if these scales are used in the sense in which 

they are offered are considered adequate to the task. 

Coefficient alpha reliability estimates for the Lie 

subscale are reported separately for each age-by-gender-by

ethnicity grouping. The reliability estimates for the Lie 

subscale are good, being consistently in the .70s and .80s 
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and even reaching .90 in one instance. These reliabilities 

are comparable to what is seen with a subtest of a well

constructed cognitive scale. 

significantly less research has been done with regard 

to the test-retest reliability of the RCMAS. Thus far, data 

are available only for the Total Anxiety score and the Lie 

subscale. Reynolds (1981) reported a test-retest 

reliability coefficient of .68 for the Total Anxiety score 

for 534 elementary school children tested 9 months apart. 

For this same group, the Lie subscale score correlated .58 

across nine months. Results for the Total Anxiety score 

give reasonable evidence of stability of general trait 

anxiety over such a lengthy period of time. Results for the 

Lie subscale are less impressive but still encouraging. 

These results are taken to support the temporal stability of 

the RCMAS and its use in the assessment of anxiety in 

children, a conclusion with which Finch and Rogers (1984) 

essentially concur in their review of self-report 

instruments for the measurement of anxiety in children. 

This is especially true when considered in comparison with 

short-term test-retest studies. 

Pela and Reynolds (1982) tested 99 Nigerian children 

twice with a three-week interval between testings. The 

Total Anxiety score correlated .97 for the 52 boys, .98 for 

the 47 girls, and .98 for the combined group. These results 
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are rather remarkable and provide strong support for the 

short-term stability of the Total Anxiety score. Results 

were nearly as good for the Lie subscale. The Lie subscale 

produced test-retest reliability coefficients of .90 for the 

boys, .98 for the girls, and .94 for the combined group. 

Validity is the goal of psychometrics. Unless the 

interpretations of test scores have some established 

validity, all research efforts involving psychometric 

analysis would be in vain. It is appropriate to consider 

the validation of the RCMAS. The RCMAS was derived from a 

theory of trait anxiety followed by Taylor (1951) and 

subsequently others (e.g., Spielberger, 1972) to varying 

degrees. This is distinct from state anxiety in that trait 

anxiety is a more lasting predisposition to experience 

anxiety in a variety of settings. Scores should be 

relatively stable across time then, and evidence previously 

cited supports this contention for the RCMAS Total Anxiety 

score. 

Factor analysis has become a cornmon and valuable 

technique in the assessment of construct validity of test 

score interpretations (Cronbach, 1984). A considerable 

amount of evidence is available suggesting that anxiety is 

multidimensional in nature (Cattell & Scheier, 1961; Fenz & 

Epstein, 1965; Finch, Kendall, & Montgomery, 1974; Logan & 

Loo, 1979; Loo, 1979; Naylor, 1978; Spielberger, 1972). If 
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the manifestations of anxiety in children take on different, 

identifiable forms in addition to a larger or parent 

predisposition to behave in a certain way, the RCMAS should 

be multidimensional, especially since items were selected in 

part to represent broadly the concept of trait anxiety. 

Factor analysis of the 1956 version of the RCMAS by 

Finch et ale (1974), using a method of oblique rotation~ 

produced three anxiety factory: Worry/Oversensitivity, 

Physiological, and Concentration. According to Koppitz 

(1977), these three factors differentiate among children 

exhibiting different behavioral characteristics, a 

conclusion supported by Finch, Anderson, and Kendall's 

(1976) results. 

A variety of factor analytic studies of the RCMAS have 

now been completed. Reynolds and Richmond (1979) examined 

the structure of the RCMAS for the test development sample 

of 329 children. They retained essentially the same factor 

names as did Finch et ale (1974) because of the high degree 

of similarity of the results of the two studies. The 

consistency of the results with earlier studies was quite 

positive. Of 15 anxiety items loading on the three factors 

identified by Finch et al., 11 items were retained on the 

revision of the RCMAS. Of the 11 items, 10 loaded highest 

on the same factors of the revised scale. When a principal 

component solution was obtained using the same criteria as 
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Bledsoe (1975), a single anxiety factor emerged, which is 

highly consistent with Bledsoe's result. Results of this 

study lend strong support to the construct validity of the 

RCMAS and to contentions that anxiety is multidimensional in 

nature. 

Factor analytic evidence thus far supports the presence 

of a strong general anxiety factor, represented by the Total 

Anxiety score, and the several subscales of anxiety as well 

as the Lie subscale. These scales are relatively constant 

across many variables including gender, ethnicity, IQ, and 

some handicapping conditions. 

One of the most powerful methods of construct 

validation is the comparison of performance on a particular 

scale of performance to other (hypothesized) measures of the 

same or similar traits as well as measures of traits 

believed to be theoretically distinct. Several such studies 

have been conducted with the RCMAS. 

Reynolds (1980) investigated the construct validity of 

the RCMAS by examining the convergent and divergent validity 

of the scale under the circumstances of concurrent 

administration with other accepted measures of state and 

trait anxiety. The State-Trait Anxiety Inventory for 

Children (STAIC) (Spielberger, 1973) was chosen as a 

criterion measure, based on the sUbstantial body of research 

evidence supporting the validity of this inventory. A very 
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large, significant correlation occurred between the RCMAS 

and the STAIC Trait scale (r = .85, P < .001). The 

magnitude of this relationship is substantial, since the 

correlation approached the theoretical limit of the 

correlation between these two scales, given their respective 

reliabilities. 

The results of the research effort provide considerable 

support for the construct validity of the RCMAS as a measure 

of manifest anxiety, independent of state or situational 

anxiety. Although standard scores would need to be employed 

to make direct comparisons, the magnitude of the correlation 

between the RCMAS and the STAIC Trait scale suggests that 

the two scales may be used as alternate form measures. 

In a highly similar study with 465 high-IQ children 

(Reynolds, 1985), the RCMAS Total Anxiety score correlated 

.78 with the STAIC Trait scale and only .08 with the STAIC 

state scale. These results again provide support for 

interpretation of the RCMAS as a measure of anxiety 

disposition. 

In summary, the reliability and validity of the RCMAS 

as a measure of anxiety in children seem well-established by 

the existing literature. Few children's anxiety scales, 

with the exception of the STAIC, have as much reliability 

and validity evidence available for consideration. 
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The Problem 

As indicated in Chapter 1, this research effort 

proposed to evaluate the impact on the self-concept of sixth 

grade students as they make the transition from elementary 

school to the middle school environment. In particular, 

this research focused upon the difference in the impact on 

the students' self-concept as they transition from a 

departmentalized sixth grade instructional organization 

versus a self-contained sixth grade instructional 

organization. 

In addition, this research effort evaluated the 

students' self-assessed levels of anxiety associated with 

the transition to the middle school. In particular, the 

research focused upon the difference in this impact as 

students transition from a departmentalized sixth grade 

instructional organization versus the transition from a 

self-contained sixth grade instruction organization. 

The Subproblems 

The first subproblem was to determine the self-concept 

of early adolescents before they made the transition from 

elementary school sixth grade into the middle school seventh 

grade. 

The second subproblem was to determine if there was a 

difference in the self-concept between students following 

the transition from a departmentalized sixth grade versus 
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students who made the transition from a self~contained sixth 

grade. 

The third subproblem was to determine if the impact on 

the self-concept was equal between males and females 

following the transition process. 

The fourth subproblem was to determine if the impact on 

the self-concept was equal across ages following the 

transition process. 

The fifth subproblem was to determine if there was a 

difference between male and female students' levels of 

anxiety associated with the transition from a 

departmentalized versus a self-contained sixth grade into 

the seventh grade. 

The sixth subproblem was to determine if there was a 

difference across age levels of students' anxiety as 

associated with the transition across age levels of 

students' anxiety as associated with the transition from a 

departmentalized versus a self-contained sixth grade into 

the seventh grade. 

Specific Treatment of the Data Dealing with 

Self-Concept (Subproblems One-Four) 

The Data Needed 

The data needed for solving the first, second, third, 

and fourth subproblems were (a) the identification numbers 
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of students included in this study for whom written parental 

authorization was received, (b) the gender of each member of 

the sample population, (c) the age of each member of the 

sample population, (d) the responses of the sample 

population to the pre- and post-transition Piers-Harris 

Children's Self-Concept Scale, and (e) the interpretation of 

the raw data as directed by the publisher of the self

concept scale. 

The Location of the Data 

The identification data of the students comprising the 

sample population are located in the administrative offices 

of the schools involved in the research effort. 

The records listing the gender of the students 

identified by number and the ages of the students identified 

by number are located in the personal files of this 

researcher and in the administrative offices of the schools 

involved in the research effort. 

The responses to the spring and fall Piers-Harris 

Children's Self-Concept Scale, as well as the interpretation 

of the raw scores obtained from the spring and fall Piers

Harris Children's Self-Concept Scale and the comparison of 

differences in the interpreted scores by exit grade level 

configuration are located in the personal files of this 

researcher. 
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The Means of Obtaining the Data 

written permission to include the spring, 1992, sixth 

grade students in this research effort was obtained. The 

identification data, securing confidentiality, were obtained 

from the administrative office of each grade four through 

six school. Appendix A exhibits the letter requesting the 

written parental authorization and the authorization form. 

The responses to the self-concept scale were obtained 

by school staff members following the test publisher's 

directions for administering the scale. Appendix B conts.ins 

a copy of the directions for administering the Piers-Harris 

Children's Self-Concept Scale. In order to preclude 

possible compromise and to avoid infringement of copyright, 

a copy of the Piers-Harris Children's Self-Concept Scale is 

not included in the appendices to this research effort. 

The Piers-Harris Children's Self-Concept Scale was 

administered in multiple group settings. Children were 

shown a number of statements that tell how some people feel 

about themselves and were asked to indicate whether each 

statement applied to them by using dichotomous "yes" or "no" 

responses. The administration incorporated a two-sided 

response form on which the child circled his/her response to 

each item. 

The data providing gender and age were obtained from 

information submitted by the student completing the 



identification information on the Piers-Harris Children's 

Self-Concept Scale answer sheet. 
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Inasmuch as the spring self-concept scale was 

administered to the students as sixth graders, the teachers 

administered the post-transition self-concept scale to the 

same students as seventh graders. The spring and fall 

responses to the Piers-Harris Children's Self-Concept Scale 

were interpreted following the directions given by the test 

publisher. 

The Treatment of the Data 

The data were analyzed following the publisher's 

directions for scoring and interpreting the individual 

student responses. Inasmuch as the data from the Piers

Harris were recorded for the spring, 1992, pre-test, they 

were compared, following the test publisher's directions, to 

the fall, 1992, post-test data. The interpreted scores from 

the pre- and post-transition data for students who exited a 

departmentalized sixth grade were compared to the 

interpreted scores from the pre- and post-transition data 

for students exiting a self-contained sixth grade. In 

addition, the interpreted scores from the pre- and post

transition data for males were also compared to the data for 

the pre- and post-transition data for females, and the 

interpreted scores from pre- and post-transition data were 

compared across age levels. 



The Specific Treatment of the Data Dealing 

With Manifest Anxiety (Subproblems Five and Six) 

The Data Needed 
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The data needed to solve subproblems five and six were 

(a) the identification number of each member of the sample 

population who completed both the pre- and post-transition 

self-concept scales (the same identification number was used 

to identify the student on the Revised Children's Manifest 

Anxiety Scale), (b) the gender of each member of the sample 

population, (c) the age of each member of the sample 

population, (d) the responses of the sample population to 

the Revised Children's Manifest Anxiety Scale, and (3) the 

interpretation of the data collected from the Revised 

Children's Manifest Anxiety Scale. 

The Location of the Data 

The records listing each student who completed the pre

and post-transition scale by identification number and the 

records listing the gender and age of each student by 

identification number are located in the personal files of 

this researcher and in the administrative offices of the 

schools involved in the research effort. The responses to 

the Revised Children's Manifest Anxiety Scale, the 

interpretation of those responses, and the comparison of the 
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in the personal files of this researcher. 

The Means of obtaining the Data 
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The data providing student identification were provided 

by personnel within each school involved in this research 

effort. Appendix C contains a copy of the directions for 

administering the Revised Children's Manifest Anxiety Scale. 

To preclude possible compromise and to avoid infringement of 

copyright, a copy of the RCMAS is not includes in the 

appendices of this research effort. 

The Revised Children's Manifest Anxiety Scale was 

administered by the seventh grade teachers to the sample 

population in each of the seventh/eighth grade schools 

included in this research effort. The RCMAS was 

administered in multiple group settings. Children were 

shown a number of statements that tell how some people feel 

about themselves and were asked to indicate whether each 

statement applied to them by using dichotomous "yes" or "no" 

responses. The administration incorporated a four-page 

booklet in which the children circles their responses to 

each item. The raw data obtained from the Revised 

Children's Manifest Anxiety Scale were interpreted and 

analyzed by this researcher. 
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The Treatment of the Data 

The data from the Revised Children's Manifest Anxiety 

Scale were analyzed following the publisher's directions for 

scoring and interpreting the individual student responses. 

The data collected from students who exited a 

departmentalized sixth grade were compared to the data 

collected from students who exited a self-contained sixth 

grade. 

The interpreted data of the Revised Children's Manifest 

Anxiety Scale for males were compared to the interpreted 

data of the RCMAS for females, and the interpreted data were 

also analyzed across age levels. 

Summary 

In summary, the spring data were collected from the 

student sample found in two sixth grade classrooms (one with 

a departmentalized instructional organization and the other 

with a self-contained instructional organization). The fall 

data were obtained from the student popUlation after their 

transition to a departmentalized seventh grade. 

The spring testing established a pre-test data base for 

student self-concept using the Piers-Harris Children's Self

Concept Scale. The fall testing provided a post-test data 

base for student self-concept using the same instrument. 

The fall data also provided an assessment of student anxiety 



levels as measured by the Revised Children's Manifest 

Anxiety Scale. 
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The spring and fall data were interpreted and analyzed 

following the publishers' directions for scoring and 

interpreting the individual student responses. Comparisons 

of data for student self-concept and anxiety were made for 

each population and for gender and age between the two 

sample populations. 
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CHAPTER 4 

THE ANALYSIS OF DATA 

Introduction 

The purpose of this research was to evaluate the impact 

on the self-concept of sixth grade students as the 

transition was made from elementary school to middle school. 

In particular, this research focused upon the difference in 

impact on the students' self-concept as they transitioned 

from a departmentalized elementary school instructional 

organization versus a self-contained elementary school 

instructional organization into middle schools with 

departmentalized instructional organizations. The research 

also determined if the impact on the self-concept was equal 

between males and females and across age groups following 

the transition process. The Piers-Harris Children's Self

concept Scale was used to determine the degree of self

concept. 

Further, this research effort evaluated the students' 

self-assessed level of anxiety associated with the 

transition to the middle school. More specifically, the 

research focused upon the difference in the anxiety levels 

as students transitioned from a departmentalized sixth grade 

instructional organization versus a self-contained sixth 
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grade instructional organization into middle schools with 

departmentalized instructional organizations. This research 

effort also determined if there was a difference between 

male and female students' levels of anxiety after the 

transition process and whether there was a difference across 

age levels of students' levels of anxiety as associated with 

the transition process. The level of anxiety was measured 

by the Revised Children's Manifest Anxiety Scale. 

The statistical treatment of the data used various 

analysis of variance (ANOVA) procedures. The .05 level of 

confidence was utilized to determine significance for all 

data. 

A review of the literature considered the historical 

development of the traditional junior high school and the 

middle school of today. The review further explored the 

characteristics and fragile nature of the self-concept of 

the adolescent. The organization of instructional delivery 

systems for both elementary schools and middle schools was 

considered. Finally, the transition from elementary school 

to middle school and its impact on the self-concept of the 

adolescent was explored. Much of the literature suggested 

that the instructional organization within the entrance 

level of the middle school should be designed to mirror 

closely the instructional organization of the exit level of 
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the elementary school and, thus, protect the self-concept of 

the student in transition. 

The review of literature led this author to consider an 

alternate approach. Three-quarters of the current American 

middle schools operate an instructional organization that is 

a departmentalized format; therefore, this author felt that 

research was warranted to determine the impact on the self

concept of adolescents who exit the elementary school from a 

departmentalized instructional organization versus those who 

exit from a self-contained instructional organization. 

It was theorized that the transition to middle school 

would have a less-negative impact on student self-concept if 

students experienced the same type of instructional 

organization found in the middle school while still a 

student in the safe and secure surroundings of the 

elementary school. One aspect of the negative impact of the 

transition to a new school would thereby be addressed while 

the adolescent was still a student in the familiar 

environment of the elementary school. 

In order to examine the problem in detail, six null

hypotheses were developed. These null-hypotheses predicted 

that there would be no significant difference (1) in the 

mean Piers-Harris Children's Self-Concept Scale pre-test 

score for self-contained versus departmentalized 

instructional organizations (2) between the pre- and post-
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test scores on the Piers-Harris Children's Self-Concept 

Scale for self-contained versus departmentalized 

instructional programs, (3) between pre- and post-test 

scores on the Piers-Harris Children's Self-Concept Scale for 

males versus females, (4) between pre- and post-test scores 

on the Piers-Harris Children's Self-Concept Scale for any 

age group, (5) for either boys or girls on the Revised 

Children's Manifest Anxiety Scale total score for self

contained versus departmentalized instructional 

organizations, or (6) across ages on the Revised Children's 

Manifest Anxiety Scale total score. 

Validity of the Selected Instruments 

Piers-Harris Children's Self-Concept Scale 

The development, standardization procedures, 

reliability, and validity measures of the Piers-Harris were 

previously examined in detail in Chapter 3 of this research 

effort. The following information is given as a review and 

as an introduction to a discussion of the analysis of the 

data collected in this study. It should be remembered that 

the instrument is a short (80-item) and quickly administered 

(usually less than 30 minutes to administer, score, and 

interpret) report measure designed to assist in the 

assessment of self-concept in children and adolescents. The 

instrument assesses self-concept when it is defined as a 
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relatively stable set of self-attributes reflecting both a 

description and an evaluation of one's own behavior and 

attributes. One of the purposes of the scale is to monitor 

changes in self-concept over time. It is in this capacity 

that the scale was used in this research effort. The items 

on the scale are scored in either a positive or negative 

direction to reflect the student's self-evaluation. A high 

score on the scale suggests a positive self-evaluation, 

whereas a low score suggests a negative self-evaluation. 

standardization procedures for the Piers-Harris 

followed specific norming practices. For the total score of 

the Piers-Harris, the original normative sample consisted of 

1,183 school children. The children ranged from fourth 

through twelfth grade. The norming resulted in a mean of 

51.84, a standard deviation of 13.87, and a median of 53.43. 

To enable users to compare a single child's score 

directly across all seven scales for the Piers-Harris (i.e., 

the total score and the six cluster scores), raw scores were 

converted to stanines, percentiles, and normalized T-scores 

using the cumulative frequency distribution of scores and a 

standard conversion table (Guilford & Fruchter, 1978). This 

conversion corrects for any irregularities in the 

distributions of the seven scales and allows the relative 

elevation of scores on the profiles to be compared. 
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As reviewed in Chapter 3, numerous studies have 

investigated the psychometric properties of the Piers

Harris. Measures of the test-retest reliability have 

evaluated the consistency of scores over time and across 

settings. The reliability coefficients ranged from .42 

(with an interval of eight months) to .96 (with an interval 

of three to four weeks). The median test-retest reliability 

was .73. 

In addition to studies investigating the test-retest 

reliability, investigations of the internal consistency of 

the Piers-Harris have also been conducted. In addition to 

these studies done by others, Piers (1973) calculated 

internal consistency on a normative sample of 297 sixth and 

tenth graders. Using the Kuder-Richardson Formula 20 (Kuder 

& Richardson, 1937), the reliability estimates for the total 

score ranged from .88 to .93 for the various subgroups 

within the scale. 

Estimates of the content, criterion-related, and 

construct validity of the Piers-Harris have also been 

obtained from a number of empirical studies. These studies 

have used a variety of approaches, including item analysis, 

intercorrelations among the scales and items, and 

comparisons of the responses of various criterion groups. 

An examination of the relationship of the Piers-Harris with 

other self-concept instruments indicates, as might be 
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expected, the highest correlations (r = .85) for the 

Coopersmith Self-Esteem Inventory (Coopersmith, 1959), which 

resembles the Piers-Harris in format and age range. 

In summary, the Piers-Harris appears to be a highly 

reliable instrument. Test-retest reliability coefficients 

range from .42 to .96, and internal consistency estimates 

for the total score range from .88 to .93. The reliability 

figures compare favorably with other measures used to assess 

self-concept in children and adolescents. 

Revised Children's Manifest Anxiety Scale 

As noted earlier, this instrument was also examined in 

detail in Chapter 3 of this research effort. The following 

brief presentation of the development, standardization 

procedures, reliability, and validity measures of the 

Revised Children's Manifest Anxiety Scale (RCMAS) is given 

as a review and as an introduction to a discussion of the 

analysis of the data collected in this study. 

The RCMAS had its beginnings in a self-report 

instrument designed to measure manifest anxiety in adults 

(Taylor, 1951). This instrument was compiled from items 

drawn from the Minnesota Multiphasic Personality Inventory 

(MMPI) and was considered useful in identifying individuals 

characterized by chronic anxiety reactions. A few years 

later, Castaneda et al. (1956) altered this scale and 

reported initial standardization data for a children's 
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version of the Manifest Anxiety Scale. After considerable 

use of the CMAS and evaluating criticisms which developed as 

a result of the usage, Cecil Reynolds and Bert Richmond 

(1978) undertook the revision of the CMAS to address the 

concerns. 

The redevelopment of the CMAS into the RCMAS represents 

a 33% reduction in the length of the scale without 

appreciably affecting its reliability. Reliability 

estimates obtained with the RCMAS resulted in reliability 

coefficients of .83 with the item selection sample and .85 

with a cross-validation group. Subjects for the 

standardization of the RCMAS included 4,972 children between 

the ages of 6 and 19 years. The children represented 13 

states and more than 80 school districts from all major 

geographic regions of the united states. All children were 

tested in groups in classrooms of public schools using 

standard instructions printed on the scale and following the 

other instructions for administration as detailed in the 

RCMAS Manual. 

Raw score means and standard deviations were 

determined. The raw score distributions were determined for 

the Total Anxiety score, the three factorially derived 

subscales of anxiety, and the Lie subscale. From these raw 

score distributions, standard scores were derived for each 

group. The standard score distributions were derived 
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through simple linear transformations of the raw score 

distributions as described in most basic measurement texts. 

Some smoothing was necessary to alleviate irregularities in 

the raw score distributions and was accomplished by an 

analytic procedure based on "rolling weighted averages" 

(Cureton & Tukey, 1951). 

For the Total Anxiety score on the RCMAS, an internal 

consistency estimate (Kuder-Richardson Formula 20) of .83 

was obtained with the test development sample of 329 

children. At most ages for most ethnicity-by-gender-groups, 

the alpha for the Total Anxiety score equals or exceeds .80, 

the value recommended by Willson and Reynolds (in press) for 

use in decision making. These values are particularly 

attractive given the relative brevity of the scale and the 

somewhat amorphous nature of anxiety. A number of other 

samples provide comparable coefficient alpha reliability 

estimates. These samples provide coefficient alpha 

reliability estimates ranging from .79 (Paget & Reynolds, 

1984) to the .80s (Reynolds & Scholwinski, 1985). 

Research has also been done with regard to the test

retest reliability of the RCMAS. Reynolds (1981) reported a 

test-retest reliability coefficient of .68 for the Total 

Anxiety score for 534 elementary school children tested 9 

months apart. Additionally, Pela and Reynolds (1982) tested 

99 Nigerian children twice within a three-week interval 
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between testings. The Total Anxiety score correlated .98 

for this short-term interval. Results for the Total Anxiety 

score give reasonable evidence of stability of general trait 

anxiety over both a lengthy period of time (nine months) and 

a short term (three weeks). 

It is also appropriate to reconsider the validation of 

the RCMAS. One of the most powerful methods of construct 

validation is the comparison of performance on a particular 

scale of performance on other (hypothesized) measures of the 

same or similar traits as well as measures of traits 

believed to be theoretically distinct. Several such studies 

have been conducted with the RCMAS. Reynolds (1980) 

investigated the construct validity of the RCMAS by 

examining the convergent and divergent validity of the scale 

under the circumstances of concurrent administration with 

other accepted measures of anxiety. In particular, the 

State-Trait Anxiety Inventory for Children (STAIC) 

(spielberger, 1973) was chosen as a criterion measure based 

on the sUbstantial body of research evidence supporting the 

validity of this inventory. A very large, significant 

correlation occurred between the RCMAS and the STAIC (r = 

.85, P < .001). The results of the various research efforts 

provide considerable support for the construct validity of 

the RCMAS as a measure of manifest anxiety, independent of 

state or situational anxiety. 
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In summary, the standardization of the RCMAS followed 

established norming procedures. The tests of reliability 

and validity of the RCMAS as a measure of anxiety in 

children seem well-established by the existing literature. 

It has been noted that few children's anxiety scales, with 

the possible exception of the STAIC, have as much 

reliability and validity evidence available for 

consideration. 

Hypothesis One and Its Related Data 

The first hypothesis stated that there would be no 

significant difference in the mean Piers-Harris Children's 

Self-Concept Scale pre-test score for self-contained versus 

departmentalized instructional organizations. Table 1 shows 

the Piers-Harris pre-test scores for self-contained versus 

the departmentalized instructional organizations. Column 

One shows the source of the data (Source). Column Two shows 

the number of cases per group (N). The third column 

presents the data for the mean (M) of each group. The 

fourth column shows the standard deviation (SD) for each 

group. The final three columns provide information on the 

pooled variance estimate with information given for the t-

value, degrees of freedom (df), and the two-tail 

probability. 

An independent groups t-test found no significant 

differences for either group on the Piers-Harris pre-test 



Table 1. Piers~Harris Pre-Test Scores for Self-Contained Versus Departmentalized 

Instructional Organizations. 

two-tail 

Source N M SD t-value df probability 

Departmentalized 92 61.51 12.7 

1.70 176 .092 

Self-Contained 86 57.91 12.8 

b 
~ 
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scores. The t-statistic was 1.70 and was not significant (p 

= .092). The mean of 57.91 for the self-contained group was 

not significantly different from the mean of 61.51 for the 

departmentalized group. Therefore, an independent group t

test found no significant differences for either grouping on 

the pre-test Piers-Harris pre-test scores. This indicates 

that Hypothesis One, that there is no significant difference 

in the mean of the Piers-Harris Children's Self-Concept 

Scale pre-test for self-contained versus departmentalized 

instructional organizations, was retained. This would seem 

to indicate that the children's self-concept upon exiting 

the sixth grade was the same for each type of instructional 

organization. 

Hypothesis Two and Its Related Data 

The second hypothesis stated that there would be nQ 

significant difference between pre- and post-test scores on 

the Piers-Harris Children's Self-Concept Scale for self

contained versus departmentalized instructional 

organizations. This hypothesis was tested with a repeated 

measures of analysis of variance with two between-subjects 

factors, SCHOOL and GENDER, and one within-subjects factor, 

CHANGE. change refers to the change in pre- and post-test 

scores. Table 2 contains the data as they relate to 

Hypotheses Two and Three and as collected in this research 

effort. The ANOVA Summary Table, as shown in Table 2, 



Table 2. ANOVA Summary Table for Piers-Harris Pre- and 

Post-Test Scores for Self-Contained Versus 

Departmentalized Instructional Organizations. 

Sig. 
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Source SS . df MS F of F Significance 

Gender 173.33 

School 627.36 

School by 

Gender .05 

subjects/ 

School 

by 

Gender 49525.12 

Change 484.36 

Gender x 

Change 61. 57 

* F is significant. 

p = .000 

Mean Pre-Test = 59.6 

Mean Post-Test = 61.9 

1 173.33 .61 .436 NS 

1 627.36 2.20 .139 NS 

1 .05 .00 .989 NS 

174 284.63 

1 484.35 17.49* .000 Sig 

1 61.57 2.22 .138 NS 
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Table 2 (continued) 

sig. 

Source SS df MS F of F Significance 

School x 

Change 25.30 1 25.30 .91 .340 NS 

Gender x 

School x 

Change 46.00 1 46.00 1. 66 .199 NS 

Change x 

Subject/ 

Gender x 

School 

Error 

Term 5817.58 174 27.69 
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contains the following information: Source of the Data 

(Source), Sum of Squares (SS), Degrees of Freedom (df) , Mean 

Square (MS), F statistic (F), significance of F (Sig of F), 

and significance (Not Significant = NS and Significant = 

sig. ) . 

When using a repeated measures of analysis of variance 

with two between-subjects factors, SCHOOL and GENDER, and 

one within-subjects factor, CHANGE, a.significant difference 

was found. The F statistic was 17.49 and was significant (p 

= .000). The mean of 59.6 for the pre-test scores was 

significantly different from the mean of 61.9 for the post

test scores for all students of both genders at both schools 

with students coming from a self-contained versus a 

departmentalized instructional organization. However, when 

the specific (SCHOOL x CHANGE) data for Hypothesis Two was 

considered, it was found that no significant difference was 

evident. The F statistic was .91 and was not significant (p 

= .340) at alpha = .05. Therefore, the repeated measures 

analysis of variance test found no significant difference in 

pre- and post-test scores between self-contained versus 

departmentalized instruction organizations. This indicates 

that Hypothesis Two, that there was no significant 

difference between pre- and post-test scores on the Piers

Harris Children's Self-Concept Scale for self-contained 

versus departmentalized instructional organizations, was 
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retained. This further seems to indicate that the 

instructional organization in the exit grade (sixth grade) 

has no influence on the children's post-transition self

concept score. 

Hypothesis Three and Its Related Data 

The third hypothesis stated that there would be no 

significant difference between pre- and post-test scores on 

the Piers-Harris Children's Self-Concept Scale for males 

versus females. This hypothesis was tested with a repeated 

measures of analysis of variance with two between-subjects 

factors, GENDER and SCHOOL, and one within-subjects factor, 

CHANGE. Change refers to the change in pre- and post-test 

scores. Table 2 contains the data as it relates to 

Hypothesis Three and as collected in this research effort. 

The ANOVA Summary Table, as shown in Table 2, contains the 

following infonnation: Source of Data (Source), Sum of 

Squares (SS), Degrees of Freedom (df), Mean Square (MS) , F 

statistic (F), Significance of F (Sig. of F), and 

Significance (Not Significant = NS and Significant = Sigle 

When using a repeated measures of analysis of variance 

with two between factors, GENDER and SCHOOL, and one within 

factor, CHANGE, no significant difference was noted between 

pre- and post-test scores for GENDER. The F statistic was 

.61 and was not significant (p = .436) at alpha = .05. 

Therefore, a repeated measures analysis of variance found no 
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significant difference in pre- and post-test scores between 

males and females. This indicates that Hypothesis Three, 

that there was no significant difference between pre- and 

post-test scores on the Piers-Harris Children's Self-Concept 

Scale for males versus females, was retained. This further 

seems to indicate that difference in gender has no 

significant influence on the children's post-transition 

self-concept scale. 

Hypothesis Four and Its Related Data 

The fourth hypothesis stated that there would be no 

significant difference between pre- and post-test scores on 

the Piers-Harris Children's Self-Concept Scale for any age 

group. The age categories of this research effort were 

quite variable. There were five 11 year olds, two 14 year 

olds, 131 twelve year olds, and thirty-eight 13 year olds. 

Because it is sound statistical practice to have somewhat 

equal-sized samples, the 11 and 14 year olds were deleted 

from the analysis, and the 12 and 13 year olds were analyzed 

separately. Table 3 shows the Piers-Harris mean pre-test 

and mean post-test scores for the 12 year old children. It 

also shows the Piers-Harris mean pre-test and mean post-test 

scores for the 13 year old children. The ANOVA Summary 

Table, as shown in Table 3, contains the following 

information: Source of Data (Source), Sum of Squares (SS), 

Degrees of Freedom (df), Mean Square (MS), F statistic (F), 



Table 3. ANOVA Summary Table for Piers-Harris Pre- and 

Post-Test Scores for 12 and 13 Year Olds. 

Sig. 
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Source SS df MS F of F Significance 

12 Year Old 

Children 

Change 408.13 1 408.13 17.00 .000 Sig 

Change x 

Subjects 3120.37 130 24.00 

Mean Pre-Test Score = 60.2 

Mean Post-Test Score = 62.7 

13 Year Old 

Children 

Change 101.89 1 101.89 2.43 .127 NS 

Change x 

Subjects 1549.11 37 41.87 

Mean Pre-Test Score = 55.6 

Mean Post-Test Score = 57.9 



Significance of F (Sig. of F), and Significance (Not 

Significant = NS and Significant = Sig). 
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In the 12 year old group, N = 131, a one-way, within

subjects repeated measures analysis of variance found a 

significant difference (F = 17.0, P = .000) in pre- and 

post-test scores for children in this age group. The mean 

pre-test score was 60.2, while the mean post-test score on 

the Piers-Harris Children's Self-Concept Scale was 62.7. 

However, using a one-way, within-subjects repeated measures 

analysis of variance in the 13 year old group, N = 38 

children, no significant differences (F = 2.43, P = .127) 

were found between the pre- and post-test scores. The mean 

pre-test score was 55.6, while the mean post-test score was 

57.9. There appears to be a greater impact on 12 year olds 

than 13 year olds following the transition process 

regardless of instructional organization in the exit grade. 

This indicates that Hypothesis Four, that there is no 

significant difference between pre- and post-test scores on 

the Piers-Harris Children's Self-Concept Scale for any age 

group, was rejected inasmuch as there was a significant 

difference for the 12 year old group. This would seem to 

indicate that children in transition from elementary school 

to middle school may have differences in impact on their 

self-concept as a result of their age. 
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Hypothesis Five and Its Related Data 

The fifth hypothesis stated that there would be DQ 

significant difference for either boys or girls on the 

Revised Children's Manifest Anxiety Scale total score for 

self-contained versus departmentalized instructional 

organizations. This hypothesis was tested using a two-way 

analysis of variance with the RCMAS total score as the 

dependent variable and SCHOOL and GENDER as the independent 

variables. SCHOOL and GENDER are called blocking variables 

as they are used to block the children into groups. Tables 

4 and 5 contain the data as they relate to Hypothesis Five. 

The Cross-Breakdown of the RCMAS total scores, as shown in 

Table 4, contains the following information: females and 

males from each type of instructional organization 

(departmentalized and self-contained), Mean, Student Count 

(count), and Standard Deviation (Std Dev). The ANOVA 

Summary Table, as shown in Table 5, contains the following 

information: Source of Variation (Source), Sum of Squares 

(SS), Degrees of Freedom (df), Mean of Square (MS), F 

statistic (F), Significance of F (Sig of F), and 

significance (Not significant = NS and Significant = Sig). 

When using the repeated measures of variance with the 

RCMAS Total Score as the dependent variable and SCHOOL and 

GENDER as the independent variables, there was no main 

effect for SCHOOL. This indicated that the RCMAS Total 
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Table 4. Cross-Breakdown summaries of RCMAS Total Score by 

Levels of Instructional Organization and Gender. 

Instructional 

Organization 

Departmentalized 

Mean 

Count 

Std Dev 

Self-Contained 

Mean 

Count 

Std Dev 

Column Total 

Mean 

Count 

Std Dev 

Gender 

Female 

9.68 

44.00 

6.92 

9.50 

40.00 

6.61 

9.60 

84.00 

6.73 

Male 

7.83 

47.00 

6.75 

7.02 

45.00 

6.39 

7.43 

92.00 

6.55 

Row Total 

8.73 

91.00 

6.86 

8.19 

85.00 

6.57 

8.47 

176.00 

6.71 



Table 5. ANOVA Summary Table for Revised Children's 

Manifest Anxiety Scale for School and Gender. 

Sig. 
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Source SS df MS F of F Significance 

Main Effects 

School 11.393 1 11.393 .256 .614 NS 

Gender 203.666 1 203.666 4.576 .034 Sig 

Two-Way Interaction 

School x 

Gender 4.292 1 4.292 .096 .757 NS 

Error 

Term 7655.162 172 44.507 
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Score was not significantly different between the two 

schools. The F statistic was .256 and was not significant 

(p = .614) at alpha = .05, as shown in Table 5. The mean 

RCMAS total score (8.73) from the elementary school using 

the departmentalized instructional organization was not 

significantly different from the mean RCMAS total score 

(8.19) from the elementary school using the self-contained 

instructional organization, as shown in Table 4. This 

indicates no significant main effect for SCHOOL. However, a 

significant difference is found for GENDER (Table 4), such 

that girls have a higher RCMAS total score (M = 9.6) than 

boys (M = 7.43). The F statistic value was 4.576 and was 

significant (p = .034) at alpha = .05 (Table 5). Therefore, 

Hypothesis Five, that there is no significant difference for 

either boys or girls on the Revised Children's Manifest 

Anxiety Scale total score for self-contained versus 

departmentalized students, was retained. 

Hypothesis six and Its Related Data 

The sixth hypothesis stated that there would be DQ 

significant difference across ages on the Revised Children's 

Manifest Anxiety Scale total score. The data included five 

11 year olds, two 14 year olds, one hundred thirty-one 12 

year olds, and thirty-eight 13 year olds. Due to the small 

number of participants in the 11 and 14 year old age groups, 

these groups were dropped from the analysis. Therefore, 



117 

data reflecting ages came exclusively from the 12 and 13 

year old age groups. One of the limitatio~s of this study 

was that the N for the 12 and 13 year aIds were not equal

sized samples. 

The data for Hypothesis six are described in Tables 6-

9. Tables 6 and 7 contain descriptive information: the 

mean scores on the RCMAS total score for the 12 and 13 year 

old age groups respectively. The Cross-Breakdown of the 

RCMAS total scores in Tables 6 and 7 include females and 

males from each type of instructional organization 

(departmentalized and self-contained), Mean, Student Count 

(Count), and Standard Deviation (Std Dev). 

The Cross-Breakdown of the RCMAS total scores as shown 

in Table 8 contains the following information: GENDER 

collapsed over both schools and both the 12 and 13 year old 

age groups, Mean, Student Count (Count), and Standard 

Deviation (Std Dev). 

The ANOVA Summary Table, as shown in Table 9, reflects 

a three-way analysis of variance with the RCMAS total score 

as the dependent variable and AGE, SCHOOL, and GENDER as the 

independent variables. The ANOVA Summary Table in Table 9 

contains the following information: Source of variation 

(Source), Sum of Squares (SS), Degrees of Freedom (df), Mean 

of Square (MS), F statistic (F), significance of F (Sig of 
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Table 6. Cross-Breakdown Summaries of RCMAS Total Score for 

12 Year Olds by Types of Instructional 

organization and Gender. 

Instructional 

Organization 

Departmentalized 

Mean 

Count 

Std Dev 

Self-Contained 

Mean 

Count 

std Dev 

Column Total 

Mean 

Count 

Std Dev 

Gender 

Female 

10.40 

35.00 

6.74 

8.97 

30.00 

6.12 

9.74 

65.00 

6.45 

Male 

7.34 

38.00 

6.80 

7.43 

28.00 

5.95 

7.38 

66.00 

6.40 

Row Total 

8.81 

73.00 

6.90 

8.22 

58.00 

6.04 

8.55 

131.00 

6.51 
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Table 7. Cross-Breakdown Summaries of RCMAS Total Score for 

13 Year Olds by Types of Instructional 

organization and Gender. 

Instructional 

organization 

Departmentalized 

Mean 

Count 

Std Dev 

Self-Contained 

Mean 

Count 

Std Dev 

Column Total 

Mean 

Count 

Std Dev 

Gender 

Female 

8.75 

4.00 

9.54 

12.33 

9.00 

7.48 

11.23 

13.00 

7.94 

Male 

9.89 

9.00 

6.53 

5.25 

16.00 

5.74 

6.92 

25.00 

6.32 

Row Total 

9.54 

13.00 

7.17 

7.80 

25.00 

7.16 

8.39 

38.00 

7.12 
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Table 8. Cross-Breakdown Summaries of RCMAS Total Score for 

Gender Collapsed Over Schools and Ages. 

Female 

Mean 

Count 

Std Dev 

Malee 

Mean 

Count 

Std Dev 

Column Total 

Mean 

Count 

Std Dev 

GENDER 

9.60 

84.00 

6.73 

7.43 

92.00 

6.55 

8.47 

176.00 

6.71 

Row Total 

9.60 

84.00 

6.73 

7.43 

92.00 

6.55 

8.47 

176.00 

6.71 
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Table 9. ANOVA Summary Table for RCMAS Total Score by Age, 

School, and Gender. 

Sig. 

Source SS df MS F of F Significance 

School 36.057 1 36.057 .847 .359 NS 

Gender 323.654 1 323.654 7.603 .006 Sig 

Age 6.423 1 6.423 .151 .698 NS 

Two-Way Interaction 

School x 

Gender .975 1 .975 .023 .880 NS 

School x 

Age 10.161 1 10.161 .239 .626 NS 

Gender x 

Age 24.967 1 24.967 .587 .445 NS 

Three-Way Interactions 

School x 

Gender 

x Age 144.092 1 144.092 3.385 .068 NS 

Error 

Term 6853.415 161 42.568 
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F), and Significance (Not significant = NS and Significant = 

Sig). 

When using the three-way analysis of variance with the 

RCMAS total score as the dependent variable and AGE, SCHOOL, 

and GENDER as the independent variables, GENDER was 

significant with F = 7.603 (p = .006), as shown in Table 9. 

However, GENDER was collapsed over both schools and both age 

groups (12 and 13 year olds). The significant GENDER main 

effect reported that the mean RCMAS total score was higher 

for all females (9.60) versus all males (7.43), as shown in 

Table 8. 

However, Hypothesis six stated that there would be no 

significant difference across ages on the Revised Children's 

Manifest Anxiety Scale total score. The F value for AGE was 

.151 with the probability of F (p value) = .698. The alpha 

level was preset at .05. Because the p value was greater 

than the alpha level, the null hypothesis was retained. 

Additionally, as shown in Table 9, none of the 

interactions involving AGE were significant: SCHOOL x AGE 

resulted in an F value of .239 (p = .626), GENDER x AGE 

resulted in an F value of .587 (p = .445), and SCHOOL x 

GENDER x AGE resulted in an F value of 3.385 (p = .068). 

Therefore, Hypothesis six, that there would be no 

significant difference across ages on the Revised Children's 

Manifest Anxiety Scale total score, was retained. 
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CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

Restatement of the Purpose 

As originally designed, the purpose of this study was 

to evaluate the impact on the self-concept of sixth grade 

students as they made the transition from elementary school 

into the middle school. In particular, the question was 

raised as to whether the transition from a departmentalized 

instructional organization would have less impact than the 

transition from a self-contained instructional organization. 

Inasmuch as the majority of entry-level grades in middle 

schools are taught with a departmentalized instructional 

organization, it was felt that previous student familiarity 

with this instructional delivery system would lessen the 

negative impact of the transition on student self-concept. 

In addition, this research effort evaluated students' 

self-assessed levels of anxiety associated with the 

transition to middle school. In particular, the question 

raised was whether the students exiting from a 

departmentalized elementary school would suffer from less 

anxiety than those students exiting from a self-contained 
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instructional organization when entering a departmentalized 

middle school. 

Hypotheses 

In order to address these major questions, six 

hypotheses were developed and stated in the null form. The 

hypotheses were 

1. The first hypothesis stated that there would 

be no significant difference in the mean of 

the Piers-Harris Children's Self-Concept 

Scale pre-test for self-contained versus 

departmentalized instructional organizations. 

2. The second hypothesis stated that there would 

be no significant difference between pre- and 

post-test scores on the Piers-Harris 

Children's Self-Concept Scale for self

contained versus departmentalized 

instructional organizations. 

3. The third hypothesis stated that there would 

be no significant difference between pre- and 

post-test scores on the Piers-Harris 

Children's Self-Concept Scale for males 

versus females. 

4. The fourth hypothesis stated that there would 

be no significant difference between pre- and 

post-test scores on the Piers-Harris 



Children's Self-Concept Scale for any age 

group. 

5. The fifth hypothesis stated that there would 

be no significant difference for either boys 

or girls on the Revised Children's Manifest 

Anxiety Scale (RCMAS) total score for self

contained versus departmentalized 

instructional organizations. 

6. The sixth hypothesis stated that there would 

be no significant difference across ages on 

the Revised Children's Manifest Anxiety Scale 

total score. 

Design and Procedures 
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This research effort incorporated a pre- and post-test 

design. The primary data included the pre- and post-test 

responses to the Piers-Harris Children's Self-Concept Scale 

and student responses to the Revised Children's Manifest 

Anxiety Scale (RCMAS). The Piers-Harris was administered as 

the pre-test in March and April of 1992. The post-test 

Piers-Harris was administered in september of 1992. The 

RCMAS was also administered in September, 1992. The 

secondary data included published studies, journal articles, 

texts, presented papers, and unpublished dissertations and 

theses as they related to the purposes of this research 

effort. 
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The limitations of the study were identified as being 

1. The sample was small in that it involved 176 

students. 

2. The research was conducted in four schools in 

two school districts. 

3. The students and schools were not selected at 

random; therefore, the data were sample 

specific. 

4. Data were obtained only from those students 

whose parent(s) gave written authorization 

for their inclusion in the research and who 

were enrolled in the district for the time 

period covered in the research. 

5. No relationships were identified between the 

Piers-Harris Children's Self-Concept Scale 

and the results of the Revised Children's 

Manifest Anxiety Scale. 

Analysis of Data 

The first hypothesis was analyzed using an independent 

group t test. This test found no significant difference for 

either the departmentalized or the self-contained 

instructional organization pre-test scores. The mean of 

57.91 for the self-contained group was not significantly 

different from the mean of 61.51 for the departmentalized 

group. Therefore, Hypothesis One, that there would be no 



significant difference in the mean of the Piers-Harris 

Children's self-Concept Scale pre-test scores for self

contained versus departmentalized instructional 

organizations, was retained. 
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The second hypothesis was tested using a repeated 

measures of analysis of variance. No significant difference 

was found when using the between-factors, SCHOOL and GENDER, 

and one within-factor, CHANGE, with CHANGE referring to the 

change in pre- and post-test scores. The F statistic was 

.91 and was not significant (p = .340) at alpha = .05. 

Therefore, Hypothesis Two, that there is no significant 

difference between pre- and post-test scores on the Piers

Harris Children's Self-Concept Scale for self-contained 

versus departmentalized instructional organizations, was 

retained. 

The third hypothesis was tested with a repeated 

measures of analysis of variance with two between-subjects 

factors, GENDER and SCHOOL, and one within-subjects factor, 

CHANGE. No significant difference was noted between pre

and post-test scores for GENDER. The F statistic was .61 

and was not significant (p = .436) at alpha = .05. 

Consequently, Hypothesis Three, that there would be no 

significant difference between pre- and post-test scores on 

the Piers-Harris Children's Self-Concept Scale for males 

versus females, was retained. 
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The fourth hypothesis was tested using a one-way, 

within-subjects repeated measures analysis of variance. The 

analysis was limited to two age levels, the 12 and 13 year 

old age groups, due to insufficient N in the 11 and 14 year 

old age groups. In the 12 year old age group, N = 131, a 

significant difference (F = 17.0, P = .000 at alpha = .05) 

was found. The mean pre-test score was 60.2, while the mean 

post-test score on the Piers-Harris was 62.7. However, 

using a one-way, within-subjects repeated measures of 

analysis of variance in the 13 year old age group, N = 38, 

no significant difference (F = 2.43, P = .127 at alpha = 

.05) was found. The mean pre-test score was 55.6, while the 

mean post-test score was 57.9. As a result, Hypothesis 

Four, that there would be no significant difference between 

pre- and post-test scores on the Piers-Harris Children's 

Self-Concept Scale for any age group, was rejected inasmuch 

as there was a significant difference for the 12 year old 

age group. 

The fifth hypothesis was tested using a two-way 

analysis of variance, with the RCMAS total score as the 

dependent variable and SCHOOL and GENDER as the independent 

variables. No main effect for SCHOOL was found. The F 

statistic was .256 and was not significant (p = .614) at 

alpha = .05. The mean RCMAS total score (8.73) from 

students exiting the departmentalized instructional 
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organization was not significantly different from the mean 

RCMAS total score (8.19) from students exiting from the 

self-contained instructional organization. However, a 

significant difference was found for GENDER, such that girls 

have a higher RCMAS total score (M = 9.6) than boys (M = 

7.43). The F statistic value was 4.576 and was significant 

(p = .034) at alpha = .05. Therefore, Hypothesis Five, that 

there would be no significant difference for either boys or 

girls (GENDER) on the Revised Children's Manifest Anxiety 

Scale total score for self-contained versus departmentalized 

students, was retained. 

The sixth hypothesis was tested for two age groups, 12 

and 13 year olds, using a three-way analysis of variance 

with the RCMAS total score as the dependent variable and 

AGE, SCHOOL, and GENDER as the dependent variables. When 

using the three-way analysis of variance with the RCMAS 

total score as the dependent variable and AGE, SCHOOL, and 

GENDER as the independent variables, GENDER was significant, 

with F = 7.603 (p = .006). However, GENDER was collapsed 

over both schools and both age groups (12 and 13 year olds). 

The significant GENDER main effect reported that the mean 

RCMAS total score was higher for all females (9.60) versus 

all males (7.43). 

However, Hypothesis six stated that there would be no 

significant difference across ages on the Revised Children's 
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Manifest Anxiety Scale total score. The F value for AGE was 

.151, with the probability of F (p value) = .698. The alpha 

level was preset at .05. Because the p value was greater 

than the alpha level, the null hypothesis was retained. 

Additionally, none of the interactions involving AGE 

was significant: SCHOOL x AGE resulted in an F value of 

.239 (p = .626), GENDER x AGE resulted in an F value of .587 

(p = .445), SCHOOL x GENDER x AGE resulted in an F value of 

3.385 (p = .068). Therefore, Hypothesis Six, that there 

would be no significant difference across ages on the 

Revised Children's Manifest Anxiety Scale total score, was 

retained. 

Conclusions 

The analysis of data as they pertain to the impact of 

school transition on student self-concept and anxiety level 

resulted in several conclusions: 

1. The instructional organization of the exit 

grade in the elementary school does not 

appear to have a significant impact on the 

students' self-concept. Students exiting 

from departmentalized sixth grade had similar 

self-concepts to those of students exiting 

from the self-contained sixth grade. This is 

consistent with the earlier work of Coffin 

(1983), Glissmeyer (1969), and Hosley (1953). 



2. Experiencing an instructional organization in 

the sixth grade similar to the one students 

encounter in the seventh grade does not 

appear to have an impact on the students' 

self-concept. It should be noted that this 

is not consistent with the work of Fenze1 

(1988) nor the work of Eccles, Midgley, and 

Adler (1984). 

3. The transition from elementary to middle 

school does not appear to have a more 

significant impact on the self-concept of 

females than of males. This finding is not 

consistent with the work of Simmons et ale 

(1973, 1979, 1983, 1987), nor of Simmons and 

Blyth (1987). 

4. The transition from elementary to middle 

school may have a more significant positive 

impact on the self-concept of 12 year old 

students than of 13 year old students. 

Previous literature as reviewed in this 

research, did not address the impact of 

transition on student self-concept by age 

groups. 

5. The transition from an elementary school 

departmentalized instructional organization 

131 



versus an elementary school self-contained 

instructional organization into a middle 

school departmentalized instructional 

organization appears to have no significant 

impact on students' anxiety level. This 

finding is not consistent with the work of 

Fenzel (1988) nor of Eccles, Midgley, and 

Adler (1984), who found that the closer the 

match between the exit school and the 

entrance school, the more positive the 

transition would be. 

6. The transition from elementary school, 

regardless of instructional organization, to 

a departmentalized middle school has a 

greater negative impact, resulting in higher 

anxiety levels, for 12 year old girls than 

for 12 year old boys. While previous 

literature, as reviewed in this research 

effort, did not specifically address the 

impact of the transition process on anxiety 

levels, Simmons et al. (1973, 1979, 1983, 

1987) and Simmons and Blyth (1987) discuss 

the impact on self-concept. They point out 

that 12 year old female students experience a 
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greater negative impact on self-concept than 

12 year old males. 

7. There is no significant difference across age 

levels in the impact on anxiety levels 

between 12 year olds and 13 year olds who 

make the transition from an elementary 

school, regardless of the instructional 

organization, into a departmentalized middle 

school. The review of literature as 

addressed in this research effort, does not 

consider the impact on anxiety levels across 

age groups. 

Implications 

with respect to all assumptions and limitations 

presented in Chapter 1 of this research effort, several 

implications were drawn from the data. 
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This author attempted to learn whether the 

instructional organization of the exit grade in the 

elementary school would make a significant difference on 

students' self-concept. It was felt that if students 

suffered less of a negative impact on their self-concept by 

exiting the elementary school from an instructional 

organization which would be familiar to them upon entering 

the middle school, elementary schools could ease the 

transition to middle school by mirroring the same type of 
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instructional organization found in the middle school. 

However, the implication drawn from the research is that it 

is not significant, at least as far as self-concept is 

concerned, for elementary schools to pattern their 

instructional organization after that of the middle school. 

While there is no significant difference on the impact 

on self-concept for females versus males, there is a 

significant difference on the impact as influenced by age 

group. The younger students, 12 versus 13 year olds, seem 

to make the transition better. Perhaps the implication is 

that 12 year old students are more flexible and less set in 

their ways than the 13 year old students. Another variable 

is the onset of puberty and its related additional stress. 

Thirteen year old students may have increased negative 

factors influencing their self-concept than 12 year old 

students. For example, 13 year old students may have been 

retained in previous grades and, thus, have built-in 

negative factors such as low academic skills, poor social 

skills, or lower socioeconomic status influencing their 

self-concept. The implication is that 13 year old sixth 

grade students may benefit from positive self-concept 

activities upon entering the seventh grade. 

Students' levels of anxiety are not affected by the 

type of instructional organization from which they exit the 

elementary school. One implications is that elementary 



schools may concentrate on aspects of preparation for the 

transition to middle school other than instructional 

organization. 
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The transition to middle school appears to have a more 

negative impact on anxiety levels for 12 year old females 

than for 12 year old males, while there is no difference in 

impact on anxiety levels for 13 year olds. This provides 

for an interesting consideration of implications. Twelve 

year old girls, who were once the most mature and physically 

large students in the sixth grade, are now smaller than 

other girls in the school and less secure in social 

interactions with older boys. Peer relationships and 

interactions may need to be strengthened through classes and 

activities designed to enhance skills necessary to be a 

successful adolescent. Lessons in decision making and 

understanding the emotional, intellectual, physical, and 

social changes common to the adolescent may reduce the 

anxiety levels of this particular group. Twelve year old 

girls may further need the support of student assistance 

programs upon entering middle school to reduce their levels 

of stress and anxiety. 

Recommendations for Further study 

1. This research should be replicated utilizing 

an increased sample size with equal-sized 

groups within age levels. 



2. This research should be replicated using a 

sample composition which is generalized to a 

broader population by including more 

ethnicity, greater diversity in socioeconomic 

status, greater diversity in geographic 

factors by being conducted in different 

regions of the state and nation, and 

containing more urban demographics. 

3. This research should be replicated with more 

than four schools providing the sample 

population. 

4. This research should be replicated using 

students and schools randomly selected from a 

broader population and site base. 

5. This research should be replicated over a 

longer period of time. 

6. Research should be conducted to determine the 

extent of a significant relationship existing 

between the Piers-Harris Children's Self

concept Scale and the Revised Children's 

Manifest Anxiety Scale scores. 

7. Research should be conducted to determine 

whether other instructional organizations in 

the exit grade from the elementary school 
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have a significant impact on student self

concept and/or anxiety levels. 

8. Research should be conducted using different 

instruments to assess student self-concept 

and anxiety. 

9. Research should be conducted to consider the 

impact of the transition on students in 

different grade levels. 
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APPENDIX A 

AUTHORIZATION LETTERS AND FORMS 



Dear Parents: 

BLUE RIDGE SCHOOL DISTRICT NO. 32 

P. O. Box 885 

Lakeside, Arizona 85929 

May 11, 1992 
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The Blue Ridge School District and the Show Low School 

District are participating in an educational research 

project. The purpose of the study is to determine the 

impact of the transition from sixth grade to seventh grade 

on the self-concept of students and on their anxiety level. 

The research is being conducted in fulfillment of a doctoral 

program. It is under the direction of Mr. Norm Ehmke, the 

principal of Show Low Junior High School. The project has 

the full support of both school districts. 

The Piers-Harris Children's Self-Concept Scale will be 

administered to the sixth grade students in our school and 

in the Show Low Intermediate School. The scale will be 

given to students on Tuesday, May 19, 1992. The scale 

requires 20-25 minutes to administer in a group setting. 

After students make the transition to the seventh grade in 

the fall of 1992 they will be given the scale again. The 

District Motto: REACH 

Raise the Expectations of All Children in Har.ony 



difference in the pre- and post-transition scores will be 

evaluated. 
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In the fall of 1992 the students will also be given 37 

True-False questions. It takes 10-15 minutes to answer 

these questions. This measurement, "The Revised Children's 

Manifest Anxiety Scale," is designed for children and 

adolescents aged 6-19 years. The reason for giving this 

measurement is to determine how the students feel about 

being in the seventh grade and about their new school. We 

want to be able to determine any anxiety the transition to 

seventh grade from sixth grade may have caused. 

Only students whose parents have given written 

authorization will participate in the study. Student 

identity will be kept confidential. In fact, a student 

identification number will be assigned to each student. The 

only foreseeable inconvenience is the amount of time spent 

in giving the measurements. This will total approximately 

50-60 minutes for the three tests and will be over a period 

of five months. There are no personal risks for the 

students or their parents due to participation in this 

study. The benefits to the students and their parents will 

be the data collected regarding the student's self-concept 

and how the move to the seventh grade will have affected the 

student. 

I feel that this study will provide our district with 

valuable information as we work to make this transition an 
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easy and successful experience. Will you please help us in 

this study by allowing your son or daughter to participate? 

Please sign the attached authorization form and return it to 

school with your child tomorrow. While the attached 

authorization form appears to be intimidating, it is a 

standard form required by the University of Arizona for all 

doctoral programs. Please feel free to contact me (368-

6119) or Mr. Ehmke (537-5140) if you have questions. 

Thank you for your help! 

Diana Butler, Principal 

Blue Ridge Mid School 



Dear Parents: 

SHOW LOW INTERMEDIATE 

1350 North Central 

Show Low, Arizona 85901 

(602) 537-1128 

May 11, 1992 
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The Show Low School District is participating in an 

educational research project. The purpose of the study is 

to determine the impact of the transition from sixth grade 

to seventh grade on the self-concept of students. The 

research is being conducted in fulfillment of a doctoral 

program and is under the direction of our junior high school 

principal, Norm Ehmke. 

The Piers-Harris Children's Self-Concept Scale will be 

administered to the sixth grade students in Show Low 

Intermediate School and Blue Ridge Middle School. The scale 

will be given to students this May. The scale requires 20-

25 minutes to administer in a group setting. After students 

make the transition to the seventh grade in the fall of 1992 

they will be given the scale again. The difference in the 

pre- and post-transition scores will be evaluated. 

In the fall of 1992 the students will also be given 37 

True-False questions. It takes 10-15 minutes to answer 
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these questions. This measurement, "The Revised Children's 

Manifest Anxiety Scale," is designed for children and 

adolescents aged 6-19 years. The reason for giving this 

measurement is to determine how the students feel about 

being in the seventh grade and about their new school. We 

want to be able to determine any anxiety the transition to 

seventh grade from sixth grade may have caused. 

Only students whose parents have given written 

authorization will participate in the study. Student 

identity will be kept confidential. In fact, a student 

identification number will be assigned to each student. The 

only foreseeable inconvenience is the amount of time spent 

in giving the measurements. This will total approximately 

50-60 minutes. There are no personal risks for the students 

or their parents due to participation in this study. The 

benefits to the students and their parents will be the data 

collected regarding the student's self-concept and how the 

move to the seventh grade will have affected the student. 

I feel that this study will provide our district with 

valuable information as we work to make this transition an 

easy and successful experience. Will you please help us in 

this study by allowing your son or daughter to participate? 

Please sign the attached authorization form and return it to 

school with your child tomorrow. While the attached 

authorization form appears to be intimidating, it is a 

standard form required by the University of Arizona for all 
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doctoral programs. Please feel free to contact Mr. Ehmke at 

the junior high school, 537-5140, if you have questions. 

Thank you for your help! 

Lavell Owens, Principal 

Show Low Intermediate School 



AUTHORIZATION FORM TO PARTICIPATE 

IN AN EDUCATIONAL RESEARCH PROJECT 
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The following authorization form is required by the 

University of Arizona in order for students to participate 

in an educational research project that is part of a 

doctoral program. It must be signed, dated and returned to 

the school before your child will be allowed to take part in 

the project. Please sign it and return it to school with 

your child tomorrow. 

BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE 

METHODS, INCONVENIENCES, RISKS AND BENEFITS HAVE BEEN 

EXPLAINED TO ME IN THE ACCOMPANYING LElTER AND ANY 

QUESTIONS I MAY HAVE HAD HAVE BEEN ANSWERED. I UNDERSTAND 

THAT I MAY ASK QUESTIONS AT ANY TIME AND THAT I AM FREE TO 

WITHDRAW MY CHILD FROM THE PROJECT AT ANY TIME WITHOUT 

CAUSING BAD FEELINGS. MY PARTICIPATION IN THIS PROJECT MAY 

BE ENDED BY THE INVESTIGATOR OR BY THE SCHOOL DISTRICT FOR 

REASONS THAT WOULD BE EXPLAINED. NEW INFORMATION 

DEVELOPED DURING THE COURSE OF THIS STUDY WHICH MAY AFFECT 

MY WILLINGNESS TO CONTINUE IN THIS RESEARCH PROJECT WILL BE 

GIVEN TO ME AS IT BECOMES AVAILABLE. I UNDERSTAND THAT THIS 

CONSENT FORM WILL BE FILED IN AN AREA DESIGNATED BY THE 

"HUMAN SUBJECTS COMMITTEE" OF THE UNIVERSITY OF ARIZONA 
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WITH ACCESS RESTRICTED TO THE PRINCIPAL INVESTIGATOR, NORM 

EHMKE, OR AUTHORIZED REPRESENTATIVE OF THE UNIVERSITY. I 

UNDERSTAND THAT I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY 

SIGNING THIS FORM. A COPY OF THIS SIGNED CONSENT FORM WILL 

BE GIVEN TO ME. 

Student's Signature Date 

Parent/Legal Guardian (if necessary) Date 

INVESTIGATOR'S AFFIDAVIT 

I have carefully explained to the subject the nature of 

the above project. I hereby certify that to the best of my 

knowledge the person who is signing this consent form 

understands clearly the nature, demands, benefits, and 

risks, if any, involved in his/her participation and his/her 

signature is legally valid. A medical problem or language 

or educational barrier has not precluded this understanding. 

Signature of Investigator Date 



ASSENT FORM FOR PROJECTS 

INVOLVING MINORS 
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Your mother/father has signed a form telling me it is 

okay for you to answer these questions with some of the 

other students in your class. The questions will measure 

how good you feel about yourself and/or how you feel about 

being in the seventh grade and about being in the junior 

high school. 

We are trying to find out how students feel about 

themselves while they are still sixth grade students and 

then how they feel about themselves after they become 

seventh grade students. We are also trying to learn how 

students feel about being in the seventh grade and how they 

feel about being a student in the junior high school. 

Do you understand? Is it OK with you to answer these 

questions? 

_________ Yes _________ No 

Student's Name 

Student's Signature Date 
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Parent Authorization Form 

I authorize my son/daughter, 

(Student's Printed Name) 

to participate in the educational research being conducted 

in the Blue Ridge School District. The purpose of the study 

is to investigate the impact of the transition from sixth 

grade to seventh grade on children's self-concept. I 

understand that my son/daughter will be administered the 

Piers-Harris Children's Scale of Self-Concept in the spring 

of 1992 as a sixth grade student. The scale will be 

administered once again in the fall of 1992 when my son/ 

daughter is a seventh grade student. The Revised Children's 

Manifest Anxiety Scale will also be administered in the fall 

of 1992. A student identification number will be assigned 

which allows my son/ daughter's name to remain confidential. 

Date: 

Parent's Printed Name Parent's Signature 
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Parent Authorization Form 

I authorize my son/daughter, 

(Student's Printed Name) 

to participate in the educational research being conducted 

in the Show Low School District. The purpose of the study 

is to investigate the impact of the transition from sixth 

grade to seventh grade on children's self-concept. I 

understand that my son/daughter will be administered the 

Piers-Harris Children's Scale of Self-Concept in the spring 

of 1992 as a sixth grade student. The scale will be 

administered once again in the fall of 1992 when my son/ 

daughter is a seventh grade student. The Revised Children's 

Manifest Anxiety Scale will also be administered in the fall 

of 1992. A student identification number will be assigned 

which allows my son/ daughter's name to remain confidential. 

Date: 

Parent's Printed Name Parent's Signature 



APPENDIX B 

DIRECTIONS FOR ADMINISTERING THE 

PIERS-HARRIS CHILDREN'S SELF-CONCEPT SCALE 
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CHAPTER 2 

STANDARD ADMINISTRATION AND SCORING 

Users of the Piers-Harris may choose to administer and 

score the scale by hand or may use a computer program to 

assist them with this process. This chapter describes the 

standard administration and scoring procedures. Information 

on computerized administration and test report generation is 

presented in Chapter 3. 

Administration 

The Piers-Harris is intended for use with children in 

grades 4 through 12 (ages 8 through 18 years). Use of this 

scale with younger children is not recommended, although 

there are several reported studies of the experimental use 

of the scale with slightly younger age groups (see 

"Respondent Population," p. 3). The scale may be 

administered either individually or to small groups of 

children. Especially with younger children, it is important 

to ensure that the respondents understand the nature of the 

task and do not have any unanswered questions about 

individual items. Thus, the scale generally should not be 

administered to more than 8 or 10 children at a time. 

Materials needed for administration include a soft

leaded pencil with eraser and the 4-page booklet which 

contains the items (WPS Catalog Number W-180A). To ensure 

an appropriate setting for completing the questionnaire, 
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testing should take place in a quiet, well-lit room which is 

relatively free of distractions. The only other physical 

requirements are a hard writing surface, such as a desk or 

table, and a comfortable chair. 

It is important to develop sufficient rapport so that 

children will respond in a manner that accurately reflects 

the way they feel. Before distributing the scale, discuss 

the purpose of the scale and, if possible, explain how the 

results will be used. For example, you might say: 

"The purpose of this scale is to find out how boys and 

girls really feel about themselves. Often other people, 

especially parents and teachers, are asked to say how they 

think you feel. This booklet gives you the opportunity to 

say for yourself how you feel." 

Depending on the situation, you can say that the 

results may be used to "help some of you feel better about 

yourselves" or, in general, to "help us understand better 

what makes you feel the way you do about yourself." 

To enhance the usefulness of the results, children 

should be encouraged to respond as honestly as possible, 

rather than how they think others would want them to be or 

how they would ideally like to be. For example, you might 

say, "Answer the items as you really feel you are, not as 

you think you ought to be." 

It should be stressed that the questions are not part 

of a test and that there are no right or wrong answers. For 
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this reason, avoid using the term test to refer to the 

scale. Instead, choose a more neutral word, such as booklet 

or questionnaire. In addition, tell the children that the 

results will not affect their school grades and will be kept 

as confidential as possible. 

Then give a booklet and pencil to each child. Ask the 

children to turn to the front page of the booklet and 

complete the identifying information. Generally, student 

name, age, grade, sex, school, and date of testing are 

sufficient for most assessment purposes. If many classrooms 

in a school are being tested at the same time, the teacher's 

name may be added to the identifying information to assist 

in keeping the booklets from different classes separate. 

For some research purposes, other background information 

such as birth order or the presence of parents in the home 

may be added. To help preserve the confidentiality of the 

results, individual identification numbers may be 

substituted in place of children's names. 

Instructions for individual administration are the same 

as those used when testing a group. Direct the children to 

turn to the front page of their booklets and to read the 

instructions silently while you read them aloud. Introduce 

the scale by saying: 

"Here are a set of statements that tell how some people 

feel about themselves. Read each statement and decide 

whether or not it describes the way you feel about yourself. 
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If it is like you, circle the word "yes" next to the 

statement. If it is not like you, circle the word "no." 

Answer every question, even if some are hard to decide. Do 

not circle both "yes" and "no" for the same statement. 

Remember that there are no right or wrong answers. Only you 

can tell us how you feel about yourself, so we hope you will 

mark each statement the way you really feel inside." 

Emphasize to the respondents that they are expected to 

circle either "yes" or "no" for every item. They should 

answer all the items, even if it is difficult to decide how 

to respond. In addition, it may be helpful to go around the 

room to make sure all children are completing the scale 

correctly and that there are no further questions, 

especially with younger children. 

After reading the instructions, individual items should 

be read aloud to children in grade 4 (or below), since some 

children may have difficulty reading and understanding all 

the items. Although children in grades 5 and 6 should be 

better able to comprehend the items, it is recommended that 

the individual items be read aloud for those grade levels as 

well. This helps keep the group working together at a 

similar pace and focused on the task. Each item should be 

read twice. Items should be read slowly enough to be clear, 

but not so slowly that second thoughts or distractions will 

occur. After a few items, you can usually determine the 
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appropriate pace for the group. In grades 7 and above, only 

the instructions need to be read aloud. 

Although the Piers-Harris generally requires only a 

third-grade reading level, one or two words in the scale may 

be difficult to understand, especially for younger children. 

Some of these words (e.g., "unpopular") are more difficult 

but have been retained to eliminate double negatives. 

Others (e.g., "pep") may be very familiar to some children 

but not to others. If a child is uncertain about the 

meaning of a word, it is permissible to define it for him or 

her. Particular care should be taken with bilingual 

children or children who have special reading difficulties 

to ensure that they understand all the items. 

Some children may express concern with the all-or-none 

quality of the items and may be reluctant to give a simple 

"yes" or "no" response. Explain that everyone feels 

differently at different times and in different situations, 

but that they should answer the item the way they usually 

feel. 

A frequent question concerns Items 32 and 72 which deal 

with sibling relationships. These items should not be 

omitted even if the respondent is an only child, since that 

would reduce the number of positive responses and make the 

total score less comparable to the norms. Instead, 

respondents who do not have any brothers or sisters should 

be instructed to answer "no" to Item 32 and "yes" to Item 



72. Both these responses are scored in the positive 

direction and therefore will not penalize an only child. 
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There are no time limits on the Piers-Harris. Although 

most children are able to complete the scale in 15 to 20 

minutes, respondents should be allowed to proceed at their 

own pace. 

Allow a few moments at the end of testing for slower 

children to finish. Then collect the booklets, making sure 

that they are filled out correctly and that the appropriate 

identifying information is complete. 

Scoring 

Calculating the Total Raw Score 

Before scoring the responses, quickly check the booklet 

for items with both "yes" and "no" circled and for 

omissions. Omitted and double responses are not included in 

the total raw score. 

Items are scored in the direction of positive self

concepts so that the higher the raw score, the more positive 

the child's assessed self-concept. To score the scale, 

place the Scoring Key (WPS Catalog Number W-180B) over each 

page of the booklet in turn. Be sure to line up the "yes" 

and "no" columns on the booklet with the Scoring Key before 

scoring. Note that there are four columns to be scored. 

The first column includes Items 1 through 20 (page 2 of the 

booklet); the second includes Items 21 through 40 (page 2 of 
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the booklet); the third includes Items 41 through 60 (page 3 

of the booklet); and the fourth includes Items 61 through 80 

(page 3 of the booklet). 

The total raw score is the total number of responses 

marked in the positive direction. To determine this score, 

count the number of circled responses showing through the 

holes in the Scoring Key for all 80 items. Record the raw 

score in the space provided on the front page of the 

booklet. 

Note that the total raw score cannot be obtained by 

adding all the cluster scores. Some items are scored on 

more than one cluster scale, and some items are not included 

on any of the cluster scales. 

Calculating Cluster Scores 

The Scoring Key is also used to determine raw scores 

for the cluster scales. The numbers printed next to some of 

the holes on the Scoring Key indicate the scales on which 

that item is scored. For example, if the numbers 4 and 6 

are printed next to an item on the Scoring Key, it means 

that item belongs to both cluster scales IV and VI. That 

item is scored for both cluster scales only if a marked 

response shows through the hole in the Scoring Key. The 

cluster score for each of the six scales is the sum of the 

marked responses showing through the holes in the Scoring 

Key for those items with that scale number. Space for 



recording raw scores for each of the cluster scales is 

provided on the front page of the booklet. 

Determining Percentiles. Stanines. and T-Scores 
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The total raw score and cluster scores may be converted 

to percentiles, stanines, and/or T-scores to aid in 

interpreting the scale. The conversions for all raw scores 

are presented in Appendix Table A. To use the table~ first 

find the respondent's raw score in the left-hand column of 

the table. Then move along the columns to find the 

corresponding percentile, stanine, or T-score. Space is 

provided on the front page of the booklet to record the 

percentile and stanine. Because the T-score is a 

supplemental score, space for recording the score is not 

provided on the front page of booklet. Note that detailed 

discriminations implied by the use of T-scores may be 

somewhat misleading for the cluster scales since they are 

based on a relatively small number of items (see Chapter 4, 

p. 38). 

Displaying Results 

A profile form (WPS Catalog Number W-180G) is available 

for graphing the scale results for an individual. First 

enter the cluster and total raw scores in the spaces 

provided at the bottom of the profile. Then circle or make 

an "X" over the corresponding raw score in the column for 

each scale. Complete the profile by connecting the circles 
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or X's. Figure 1 presents a sample profile. Note that the 

corresponding T-scores and percentiles appear on the sides 

of the profile. 
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Sample Profile of the Piers-Harris 

Children's Self-Concept Scale 



APPENDIX C 

DIRECTIONS FOR ADMINISTERING THE 

REVISED CHILDREN'S MANIFEST ANXIETY SCALE 
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CHAPTER 2 

ADMINISTRATION AND SCORING* 

Administration 
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The RCMAS was specifically designed for group or 

individual administration to children and adolescents from 

ages 6 to 19 years. ·With an approximately third-grade 

reading level, the RCMAS is easily administered in group 

settings for children ages 9 1/2 years and older. Although 

group administration is particularly useful in a screening 

situation, individual administration is recommended for 

younger children as well as children with reading problems 

or other disabilities. 

Instructions to the child are printed on the front of the test sheet 

(WPS Catalog Number W-199A). They state: 

"Here are some sentences that tell how some people think and feel 

about themselves. Read each sentence carefully. Circle the word 'Yes' if 

you think it is true about you. Circle the word 'No' if you think it is not 

true about you. Answer every question even if some are hard to decide. 

Do not circle both 'Yes' and 'No' for the same sentence. 

l'There are no right or wrong answers. Only you can tell us how you 

think and feel about yourself. Remember, after you read each sentence, 

*Emphasis added. 
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ask yourself 'Is it true about me?' If it is, circle 'Yes.' If it is not, circle 

'No.'" 

For group administration, the examiner should read these 

instructions ~Ioud while the children read them silently. These 

instructions are simple and straightforward and typically are understood 

without difficulty. This procedure was followed during 

standardization and virtually all children were able to 

respond without difficulty. If a child cannot respond (or 

will not respond), then individual administration is 

recommended. If this fails, then an alternative approach to 

assessment should be sought. For difficult-to-assess 

youngsters, examiners must be especially sensitive to 

acquiescence and random responding. 

For group administration in grades K, 1, and 2, and for 

individual administration to nonreaders or children with any 

significant reading problems, the examiner should read each 

item aloud while the children circle "Yes" or "No" in 

response to each statement. If a child does not understand 

a specific word, it should be explained as succinctly as 

possible but without examples except as a last resort. This 

is to ensure that the child is responding to the intended 

content of the item as much as possible. The ReHAB is not 

intended to be a vocabulary test, though one must recognize 

that language is generally imprecise and children are free 

to interpret the test items as they see fit. This means 
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that words like "often" are open to interpretation by the 

child; examiners are expressly forbidden to give specific 

frequencies but rather should instruct the child to decide 

if it "seems often" to him or her. Children should be told 

that if they do not understand any of the words on the test, 

they may raise their hands and the examiner will explain. 

Some children will mark both "Yes" and "No" to a single 

item when they experience some uncertainty about their 

feelings. In a few instances, some children have marked a 

majority of the items both "Yes" and "No." Monitoring of 

the children should ensure that each child marks only one 

response. Whenever a child wishes to mark more than one 

response, the child should be instructed to mark the answer 

that better describes his or her feelings. 

It is impossible to devise instructions to explain 

every single word or answer every single question that 

children will ask. Examiners will typically be in the best 

position to explain items to the children based on their own 

prior knowledge of the children. Since the RCMAS was 

standardized using this procedure of giving considerable 

latitude to examiners, any error introduced in this manner 

will be reflected in the internal consistency reliability 

estimates reported in Chapter 5. 
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Scoring 

The RCMAS consists of five scores. The Total Anxiety 

score is based on 28 anxiety items. These 28 items are also 

divided into three anxiety subscales: Physiological 

Anxiety, Worry/Oversensitivity, and Social Concerns/ 

concentration. The remaining nine items on the RCMAS are 

part of the Lie subscale. The raw score on each subscale is 

the number of items circled "Yes" for that subscale. A 

scoring key (WPS Catalog Number W-199B) is available to help 

score the child's responses. 

The tables in the appendix are used to convert the raw 

scores to scaled scores and percentiles. For the Total 

Anxiety score, the scaled score is a standard score with a 

mean of 50 and a standard deviation of la, the well-known, 

traditional T-score scale that is common in many areas of 

personality assessment. For the subscales, scaled scores 

have a mean of 10 and a standard deviation of 3, similar to 

the scores used for the Wechsler Intelligence Scale for 

Children-Revised (WISC-R; Wechsler, 1974). 

Norms are provided for the total normative sample at 

one-year intervals and also for each ethnic/sex combination 

for blacks and whites. Norms are provided for the total 

sample and the various subsamples because there is no clear 

consensus in the field regarding which norms are most 

appropriate. If one subsample could be demonstrated clearly 
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to be more anxious than others, then the total sample norms 

would be most appropriate. However, it is not clear whether 

some groups are in fact more anxious than others or simply 

more willing to report the symptoms of anxiety. We 

recommend the use of the norms segregated by age, ethnicity, 

and sex at this time. Normative data for other populations 

are being devised and will be reported as they become 

available. 

The three anxiety subscale scores (Physiological 

Anxiety, worry-Oversensitivity, and Social Concerns/ 

Concentration) represent different areas in which anxiety is 

manifest and are provided to assist the psychologist in the 

development of hypotheses about the child and the child's 

behavior. However, due to the limited length of these 

subscales and the resulting reliability levels (even though 

surprisingly good for such short scales), the subscales 

should be used cautiously and viewed only as an aid to 

hypothesis generation. The three anxiety subscales are 

nonoverlapping. The Physiological Anxiety subscale is 

composed of 10 items. This scale is associated with 

physiological manifestations of anxiety such as sleep 

difficulties, nausea, and fatigue. The Worry/ 

oversensitivity subscale, composed of 11 items, is 

associated with obsessive worrying about a variety of 

things, most of which are relatively vague and ill-defined 
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in the child's mind, coupled with fears of being hurt or 

isolated emotionally. The Social Concerns/Concentration 

subscale consists of seven items, making it significantly 

shorter than the other two subscales. However, it is 

comparable to the Physiological Anxiety subscale in its 

reliability and is particularly useful in discriminating 

children who have school problems (see Chapter 5). As the 

name implies, this scale is concerned with distracting 

thoughts and certain fears, many of a social or 

interpersonal nature, that lead to difficulties with 

concentration and attention. 

contained within the RCMAS is also a Lie subscale 

designed to detect acquiescence, social desirability, or the 

deliberate faking of responses. The Lie subscale is 

composed of nine items. A high score requires the clinician 

to determine if the child was making a valid response to the 

anxiety scale or simply marking "Yes" to every item or 

trying to please the examiner. A more complete discussion 

of this problem is found in Chapter 3. As a general rule, 

caution should be used when giving anxiety-based 

interpretations to children's scores when both the Lie and 

Total Anxiety scores exceed the test mean by one standard 

deviation or more (i.e., Lie subscale scaled score> 13 and 

Total Anxiety T-score > 60). 



168 

REFERENCES 

Abramowitz, R. H., Petersen, A. C., & Schulenberg, J. E. 

(1984). Changes in self-image during early adolescence.· 

New Directions for Mental Health Services, 22, 19-28. 

Alexander, W. M. (1968). A survey of organizational 

patterns of reorganized middle schools. Washington, DC: 

U.S. Department of Health, Education, and Welfare. 

Alexander, W. M., & George, P. S. (1981). The exemplary 

middle school. New York: Holt, Rinehart, & Winston. 

Alexander, W. M., williams, E. L., Compton, M., Hines, v. 
A., & Prescott, D. (1968). The emergent middle school. 

New York: Holt, Rinehart, & Winston. 

Allison, D. E. (1970). Test anxiety, stress, and 

intelligence-test performance. Canadian Journal of 

Behavioral Science, ~, 26-37. 

Angoff, W. H. (1984). Scales, norms, and equivalent 

scores. Princeton, NJ: Educational Testing Service. 

Benedict, R. (1938). continuities and discontinuities in 

cultural conditioning. psychiatry,~, 161-167. 

Berndt, T. J. (1987). Changes in friendship and school 

adjustment after the transition to junior high school. 

Paper presented at the Biennial Meeting of the Society 

for Research in Child Development, Baltimore, MD. 



Bledsoe, J. C. (1975). Factor invariance in the 

measurement of children's manifest anxiety. 

Psychological Reports, 36, 12. 

Blyth, D. A., simmons, R. G., & Bush, D. (1978). The 

transition into early adolescence: A longitudinal 

comparison of youth in two educational contexts. 

Sociology of Education, 51, 145-162. 

Blyth, D. A., simmons, R. G., & Carlton-Ford, S. (1983). 

169 

The adjustment of early adolescents to school 

transitions. Journal of Early Adolescence, 51, 105-120. 

Bolea, A. S., Felker, D. W., & Barnes, M. (1971). A 

pictorial self-concept scale for children in K-4. 

Journal of Educational Measurements, ~, 223-224. 

Boyce, M. W. (1974). Student teacher misconceptions of 

manifestations of anxiety in children from different 

socio-economic/ethnicity backgrounds. Australian and New 

Zealand Journal of Sociology, 10, 138-139. 

Brady, P. J., Richards, J. P., & Felker, D. W. (1975). 

Affective outcomes of evaluation strategies by self and 

another in children's learning from textbook material. 

Psychological Reports, 53, 311-317. 

Briggs, T. H. (1920). The junior high school. New York: 

Houghton Mifflin. 

Brimm, R. P. (1963). The junior high school. Washington, 

DC: Center for Applied Research. 



Bronfenbrenner, U. (1979). The ecology of human 

development: Experiments by nature and design. 

Cambridge, MA: Harvard University Press. 

170 

Brophy, J. E., & Evertson, C. M. (1978). Context variables 

in teaching. Educational Psychologist, 12, 310-316. 

Bureau of the Census. (1991). statistical abstracts of the 

united states. 1991. Washington, DC: Commerce 

Department. 

carnegie Council on Adolescent Development. (1989, June). 

Turning points: Preparing American youth for the 21st 

century. New York: Carnegie Corporation. 

Carrier, N. A., Orton, D. D., & Malpass, L. F. (1962). 

Responses of bright, normal, and EMR children to an 

orally-administered "Children's Manifest Anxiety Scale." 

Journal of Educational Psychology, 53, 271-274. 

Castaneda, A., McCandless, B., & Palermo, D. (1956). The 

children's form of the "Manifest Anxiety Scale." Child 

Development, 27, 317-326. 

Cattell, R. B., & Scheier, I. H. (1961) • 

measurement of neuroticism and anxiety. 

Ronald Press. 

The meaning and 

New York: 

Cawelti, G. (1988). Middle schools a better match with 

early adolescent needs, ASCD survey finds. In ASCD 

[Association for Supervision and Curriculum Development] 

Curriculum Update (pp. 1-12). Alexandria, VA: ASCD. 



171 

Chansky, N. M. (1966). Anxiety, intelligence, and 

achievement in algebra. Journal of Educational Research, 

60, 90-91. 

Christ, H. A. (1975). Developing the "school-within-a-

school": Dissemination services on the middle grades. 

springfield, MA: Educational Leadership Institute. 

Cochran, I. L., & Cleland, C. C. (1963). Manifest anxiety 

of retarded and normals matched to academic achievement. 

American Journal of Mental Deficiency, 67, 539-542. 

Coffin, G. (1983). The effect of departmental teaching on 

academic achievement of children in grades four. five. 

and six. Unpublished doctoral dissertation, University 

of Connecticut, Hartford. 

coopersmith, S. (1959). A method for determining types of 

self-esteem. Journal of Abnormal and Social Psychology, 

59, 87-94. 

Cronbach, L. J. (1984). Essentials of psychological 

testing (4th ed.). New York: Harper & Row. 

Cuff, W. A. (1968). Middle schools on the march. National 

Association of Secondary School Principals Bulletin, 52, 

135-140. 

Cureton, E. E.! & Tukey, J. W. (1951). Smoothing frequency 

distributions, equating tests, and preparing norms. 

American Psychologist, Q, 404. 



172 

DeVita, J. C., Pumerantz, P., & Wilkow, L. B. (1970). The 

effective middle school. West Nyack, NY: Parker. 

Dewey, J. (1903, January). Discussion: Shortening the 

years of elementary school. School Review, ~, 18-20. 

Donald, D. R. (1973). Anxiety in the relationship of 

group-acceptance to the academic achievement of pre

adolescents. Psychologia Africana, 15, 1-6. 

Douvan, E., & Adelson, J. (1966). The adolescent 

experience. New York: Wiley. 

Dreeben, R. (1968). On what is learned in school. 

Reading, MA: Wesley. 

Dusek, J. B., & Flaherty, J. F. (1981). The development of 

the self-concept during the adolescent years. Monographs 

of the Society for Research in Child Development, 46, 4. 

Eccles, J. S., Adler, T. F., Futterman, R., Goff, S. B., 

Kaczala, C. M., Meece, J. L., & Midgley, C. (1983). 

Expectancies, values, and academic behaviors. In J. T. 

Spence (Ed.), Achievement and achievement motivation (pp. 

75-146). San Francisco: Freeman. 

Eccles, J. S., Adler, T., & Meece, J. L. (1984). Sex 

differences in achievement: A test of alternate 

theories. Journal of Personality and Social Psychology, 

46, 26-43. 



173 

Eccles, J. S., & Midgley, C. (1989). stage/environment 

fit: Developmentally appropriate classrooms for early 

adolescents. In R. E. Ames & C. Ames (Eds.), Research in 

motivation in education (Vol. 3) (pp. 139-181). New 

York: Academic Press. 

Eccles, J. S., Midgley, C., & Adler, T. F. (1984). Grade

related changes in the school environment: Effects on 

achievement motivation. In J. Nicholls & M. L. Maer 

(Eds.), Advances in motivation and achievement (Vol. 3) 

(pp. 283-331). Greenwich, CT: JAI Press. 

Editorial. (1891, November). Educational Review, ~, 384-

386. 

Eichhorn, D. H. (1966). The middle school. New York: 

Center for Applied Research in Education. 

Eichhorn, D. H. (1974). Grouping for effective 

instruction. Paper presented at the Rider College 

Institute, Lawrenceville, NJ. 

Ellis, D. W., & Davis, L. T. (1982). The development of 

self-concept boundaries across the adolescent years. 

Adolescence, 17, 695-710. 

Epstein, H. T., & McPartland, J. (1976). The concept and 

measurement of the quality of school life. American 

Educational Research Journal, 50, 13-30. 



Epstein, H. T., & Toepfer, C. F. (1978). A neuroscience 

basis for reorganizing middle grades education. 

Educational Leadership, 35, 656-660 

174 

Erikson, E. H. (1963). Psychological stages of 

development. Childhood and Society (2nd ed.l. New York: 

Norton. 

Feldlaufer, H., Midgley, C., & Eccles, J. S. (1988). 

Student, teacher, and observer perceptions of the 

classroom environment before and after the transition to 

junior high school. Journal of Early Adolescence, ~, 

133-156. 

Fenz, W. D., & Epstein, S. (1965). Manifest anxiety: 

unifactorial or multifactorial composition? Perceptual 

and Motor Skills, 20, 773-780. 

Fenzel, L. M. (1988). The transition to middle school: An 

ecological study of student role strains and their 

effects on self-esteem and school performance. 

Unpublished doctoral dissertation, Cornell University, 

Ithica, NY. 

Fenzel, L. M. (1989, April). An ecological study of 

changes in student role strains during the transition to 

middle school. Paper presented at the Biennial Meeting 

of the Society for Research in Child Development, Kansas 

City. 



175 

Finch, A. J., Anderson, J., & Kendall, P. C. (1976). 

Anxiety and digit span performance of emotionally 

disturbed children. Journal of Consulting and Clinical 

Psychology, 44, 874. 

Finch, A. J., Kendall, P. C., & Montgomery, L. E. (1974). 

Multidimensionality of anxiety in children: Factor 

structure of the "Children's Manifest Anxiety Scale." 

Journal of Abnormal Child Psychology, ~, 331-336. 

Finch, A. J., Montgomery, L. E., & Deardoff, P. A. (1974). 

"Children's Manifest Anxiety Scale": Reliability with 

emotionally disturbed children. Psychological Reports, 

34, 68. 

Finch, A. J., & Rogers, R. T. (1984). Self-report 

instruments. In T. Ollendick & M. Hersen (Eds.), Child 

behavioral assessment: Principles and procedures (pp. 

127-139). New York: Pergamon. 

Flesch, R. (1948). A new readability formula that saves 

time. Journal of Applied Psychology, 32, 221-233. 

Fry, E. (1968). A readability formula that saves time. 

Journal of Reading, 11, 513-516. 

Fyans, L. J. (1979). Test anxiety, test comfort, and 

student achievement test performance. Paper presented at 

the Educational Testing service, Princeton, NJ. 



Garcia, J. E. (1980). Identity in adolescence. In J. 

Adelson (Ed.), Handbook of adolescent psychology. New 

York: Wiley. 

Gaudry, E., & Spielberger, D. (1971). Anxiety and 

educational achievement. Sydney, Australia: Wiley. 

176 

Glissmeyer, C. H. (1969, September). Which school for the 

sixth grader, the elementary or the middle school? 

California Journal of Educational Research, 20, 176-185. 

Guilford, J. P., & Fruchter, B. (1978). Fundamental 

statistics in psychology and education. New York: 

McGraw-Hill. 

Hall, G. S. (1904). Adolescence: Its psychology and its 

relations to physiology. anthropology. sociology. sex. 

crime. religion. and education. New York: Appleton. 

Hamburg, B. A. (1974). Early adolescence: A specific and 

stressful stage of the life cycle. In G. Coelho, D. 

Hamburg, & J. Adams (Eds.), Coping and adaptation (pp. 

101-124). New York: Basic Books. 

Hansen, J. H., & Hearn, A. C. (1971). The middle school. 

chicago: Rand, McNally. 

Harter, S. (1981). A new self-report scale of intrinsic 

versus extrinsic orientation in the classroom: 

Motivational and informational components. Developmental 

Psychology, 17, 300-312. 



Harter, S. 

children. 

(1982). The perceived competence scale for 

Child Development, 53, 87-97. 

Harter, S., Whitesell, N., & Kowalski, P. (1988). The 

177 

effects of educational transitions on children's 

perceptions of competence and motivational orientation. 

Unpublished manuscript. 

Hawkins, J. A., & Berndt, T. J. (1985). Adjustment 

following the transition to junior high school. In G. R. 

Adams (Chair), school transitions: Positive and negative 

associations for social. emotional. and academic 

development. Proceedings of the symposium presented at 

the Biennial Meeting of the Society for Research in Child 

Development, Toronto, Canada. 

Hill, J. P. (1980). Undertaking early adolescence: A 

framework. Carboro, NC: Center for Early Adolescents. 

Hill, J. P., & Lynch, M. E. (1983). The intensification of 

gender-related role expectations during early 

adolescence. In J. Brooks-Gunn & A. C. Petersen (Eds.), 

Girls at Puberty (pp. 201-228). New York: Plenum. 

Hill, J. P., & Moenks, F. J. (1977). Adolescence and youth 

in prospect. Guilford, Surrey, England: IPC Science and 

Technology Press. 

Hillson, M., & Hyman, R. T. (1971). Change and innovation 

in elementary and secondary education (2nd ed.l. New 

York: Holt, Rinehart & Winston. 



178 

Hirsch, B. J., & Rapkin, B. D. (1987). The transition to 

junior high school: A longitudinal study of self-esteem, 

psychological symptomatology, school life and social 

support. Child Development, 58, 1235-1243. 

Hosley, C. T. (1953). Learning outcomes of sixth grade 

pupils under alternate grade organization patterns. 

Unpublished doctoral dissertation, Stanford University, 

stanford, CA. 

Howard, E. R., & Bardwell, R. W. (1966). How to organize a 

non-graded school. Englewood Cliffs, NJ: Prentice Hall. 

Jones, R. M., & Thornberg, H. D. (1984, August). 

Environmental mediators of early adolescent self-image. 

Paper presented at the Annual convention of the American 

Psychological Association, Toronto, Canada. 

Kavrell, s. M., & Petersen, A. C. (1984). Patterns of 

achievement in early adolescence. In M. L. Maehr (Ed.), 

Advances in motivation and achievement (Vol. 4) (pp. 1-

35). Greenwich, CT: JAI Press. 

Kealy, R. D. (1971, November). The middle school movement, 

1960-70. National Elementary principal, 51, 20-25. 

Kitano, H. L. (1960). Validity of the "Children's Manifest 

Anxiety Scale" and the "Modified Revised California 

Inventory." Child Development, 31, 67-72. 



Kohut, S., Jr. (1988). The middle school: A bridge 

between elementary and high schools. Washington, DC: 

National Education Association. 

179 

Koppitz, E. M. (1977). The visual-aural digit span test. 

New York: Grune"& stratton. 

Kuder, G. F., & Richardson, M. W. (1937). The theory of 

the estimation of test reliability. Psychometrika,~, 

151-160. 

Lipsitz, J. (1977). Growing up forgotten. Lexington, MA: 

Heath. 

Lipsitz, J. (1979, February). Growing up forgotten--Must 

they? Middle school Journal, d(10), 3. 

Lipsitz, J. (1980). The age group. In M. Johnson (Ed.), 

Toward adolescence: The middle school Years. Seventy

Ninth yearbook of the National Society for the Study of 

Education. Part I. Chicago: University of Chicago 

Press. 

Lipsitz, J. (1984). Successful schools for young 

adolescents. New Brunswick, NJ: Transaction Books. 

Logan, P., & Loo, R. (1979). Source of covariation between 

the state and trait scales of the "State-Trait Anxiety 

Inventory." Journal of Psychology, 103, 3-5. 

Loo, R. (1979). The "State-Trait Anxiety Inventory": A

trait scale: Dimensions and their generalization. 

Journal of Personality Assessment, 43, 50-53. 



180 

Lounsbury, J. H., Marani, J. V., & Compton, M. F. (1980). 

The middle school in profile: A day in the seventh 

grade. Fairborn, OH: National Middle School 

Association. 

Lounsbury, J. H., & Vars, G. E. (1978). A curriculum for 

the middle school years. New York: Harper & Row. 

Marsh, H. W. (1989). Age and sex effects in multiple 

dimensions of self-concept: Preadolescence to early 

adulthood. Journal of Educational Psychology, 81, 417-

430. 

Mayer, C. L. (1965). A study of the relationship of early 

special class placement and the self-concepts of mentally 

handicapped children. Unpublished doctoral dissertation, 

Syracuse University, Syracuse, NY. 

McCarthy, J. D., & Hoge, D. R. (1982). Analysis of age 

effects in longitudinal studies of adolescent self

esteem. Developmental Psychology, 18, 372-379. 

McCarthy, R. G. (1972). The ungraded middle school. West 

Nyack, NY: Parker. 

McGlasson, M. (1973). The middle school: Whence? What? 

Whither? Bloomington, IN: Phi Delta Kappa Educational 

Foundation. 



181 

Melamed, B. G., & Siegel, L. J. (1975). Reduction of 

anxiety in children facing hospitalization and surgery by 

use of filmed modeling. Journal of Consulting and 

Clinical Psychology, 43, 511-521. 

Merryman, E. P. (1974). The effects of manifest anxiety on 

the reading achievement of fifth grade students. Journal 

of Experimental Education, 42, 36-41. 

Midgley, C., & Feldlaufer, H. (1987). Students' and 

teachers' decision-making fit before and after the 

transition to junior high school. Journal of Early 

Adolescence, 2, 225-241. 

Miller, D. (1983). The age between: Adolescence and 

therapy. New York: Aronson. 

Mitman, A., & Packer, M. Concern of seventh graders about 

their transition to junior high school. Journal of Early 

Adolescence, ~, 319-338. 

Muralidharan, R., & Sharma, A. (1971). Manifest anxiety in 

Indian (Delhi) children. Indian Educational Review, Q, 

67-68. 

Naisbitt, J. (1982). Megatrends: Ten new directions 

transforming our lives. New York: Warner. 

Naylor, F. D. (1978). Success and failure experiences and 

the factor structure of the "State-Trait Anxiety 

Inventory." Australian Journal of Psychology, 30, 217-

222. 



Nottelmann, E. D. (1987). Competence and self-esteem 

during transition from childhood to adolescence. 

Developmental Psychology, ~, 441-450. 

Nunnally, J. C. (1978). Psychometric theory (2nd ed.). 

New York: McGraw-Hill. 

182 

Offer, D. (1969). The psychological world of the teenager. 

New York: Basic Books. 

Offer, D., ostrov, E., & Howard, K. I. (1969, september). 

The self-image of normal adolescents. New Directions for 

Mental Health Services, 22, 5-17. 

Offer, D., Ostrov, E., & Howard, K. I. (1984). The 

adolescent: A psychological self-portrait. New York: 

Basic Books. 

O'Malley, P. M., & Bachman, J. G. (1983). Self-esteem 

changes and stability between ages 13 and 23. 

Developmental Psychology, 19, 257-268. 

Paget, K. D., & Reynolds, c. R. (1984). Dimensions, 

levels, and reliabilities on the "Revised Children's 

Manifest Anxiety Scale" with learning disabled children. 

Journal of Learning Disabilities, 17, 137-141. 

Palermo, D. S., Castaneda, A., & McCandless, B. R. (1956). 

The relationship of anxiety in children to performance in 

a complex learning task. Child Development, 27, 333-337. 



Parker, F. (1962, February). Fifty years of the junior 

high school. National Association of Secondary School 

Principals Bulletin, 46, 435-445. 

183 

Parish, T. S., & Taylor, J. C. (1978). A further report on 

the validity and reliability of the personal attribute 

inventory for children as a self-concept scale. 

Educational and Psychological Measurements, 38, 1225-

1228. 

Pearlin, L. I. (1982). The social contexts of stress. In 

L. Goldberger & S. Breznitz (Eds.), Handbook of stress: 

Theoretical and clinical aspects (pp. 367-397). New 

York: Free Press. 

Pearlin, L. I. (1983). Role strains and personal stress. 

In H. B. Kaplan (Ed.), Psychological Stress (pp. 3-32). 

New York: Academic Press. 

Peck, R. F., & Mitchell, J. V. (1967). Mental health: 

What research says to the teacher. Washington, DC: 

National Educational Association of Classroom Teachers. 

Pela, O. A., & Reynolds, C. R. (1982). Cross-cultural 

application of the "Revised Children's Manifest Anxiety 

Scale": Normative and reliability data for Nigerian 

primary school children. Psychological Reports, 51, 

1135-1138. 



184 

Petersen, A. C. (1981). The development of self-concept in 

adolescence. In M. o. Lynch, A. A. Norem-Hebeisen, & K. 

J. Gergen (Eds.), Self-concept: Advances in theory and 

research (pp. 47-63). cambridge, MA: Ballinger. 

Petersen, A. C., Schulenberg, J. E., Abramowitz, R. H., 

Offer, D., & Jarcho, H. D. (1984). A self-image 

questionnaire for young adolescents (SIQUA): Reliability 

and validity studies. 

13, 93-111. 

Journal of Youth and Adolescence, 

Piers, E. V. (1973). 

Self-Concept Scale. 

Data for the Piers-Harris Children's 

Unpublished manuscript. 

Piers, E. V. (1989). Piers-Harris Children's Self-Concept 

Scale, revised manual, 1984. Los Angeles: western 

Psychological Services. 

Piers, E. v., & Harris, D. B. (1964). Age and other 

correlated of self-concept in children. Journal of 

Educational Psychology, 55, 91-95. 

Piers, E. v., & Harris, D. B. (1969). The way I feel about 

myself. The Piers-Harris Children's Self-Concept Scale. 

Los Angeles: western Psychological Services. 

Reynolds, C. R. (1980). Concurrent validity of "What I 

Think and Feel: The Revised Children's Manifest Anxiety 

Scale." Journal of Consulting and Clinical Psychology, 

48, 774-775. 



185 

Reynolds, C. R. (1981). Long-term stability of scores on 

the "Revised Children's Manifest Anxiety Scale." 

Perceptual and Motor Skills, 53, 702. 

Reynolds, C. R. (1985). Multitrait validation of the 

"Revised Children's Manifest Anxiety Scale" for children 

of high intelligence. Psychological Reports, 56, 402. 

Reynolds, C. R., & Richmond, B. O. (1978). What I think 

and feel: A revised measure of children's manifest 

anxiety. Journal of Abnormal Child Psychology, £, 271-

280. 

Reynolds, C. R., & Richmond, B. o. (1979). Factor 

structure and construct validity of "what I think and 

feel: The revised Children's Manifest Anxiety Scale." 

Journal of Personality Assessment, 43, 281-283. 

Reynolds, C. R., & Richmond, B. O. (1985). Revised 

Children's Manifest Anxiety Scale (RCMAS) manual. Los 

Angeles: western Psychological Services. 

Reynolds, C. R., & Scholwinski, E. (1985). Dimensions of 

anxiety among high IQ children. Gifted Child Ouarterly, 

29, 125-130. 

Rosenberg, M. (1986). Self-concept from middle childhood 

through adolescence. In J. Suls & A. Greenwald (Eds.), 

Psychological perspectives on the self (Vol. 3) (pp. 107-

136). Hillside, NJ: Erlbaum. 



186 

Rutter, M., Graham, P., Chadwick, o. F. D., & Yule, W. 

(1976). Adolescent turmoil: Fact or fiction? Journal 

of Child Psychology and Psychiatry, 17, 35-56. 

Savin-Williams, R. c., & Demo, D. H. (1983). situational 

and transituational determinants of adolescent self

feelings. Journal of Personality and Social Psychology, 

44, 824-833. 

Schauer, G. H. (1975). An analysis of the self-report of 

fifth and sixth grade regular class children and gifted 

class children. Unpublished doctoral dissertation, Kent 

state University, Kent, OH. 

Schulenberg, J. E., Asp, C. E., & Petersen, A. C. (1984). 

School from the young adolescent's perspective: A 

descriptive report. Journal of Early Adolescence, ~, 

107-130. 

Shavelson, R. J., & Bolus, R. (1982). Self-concept: The 

interplay of theory and methods. Journal of Educational 

Psychology, 74, 3-13. 

Sierer, T., & Winfield, L. F. (1988, April). The concerns 

and attitudes of early adolescent middle school students 

in transition. Paper presented at the Annual Meeting of 

the American Educational Research Association, New 

Orleans, LA. 



Simmons, R. G., & Blyth, D. A. (1987). Moving into 

adolescence: The impact of pubertal change and school 

context. Hawthorne, NY: Aldine. 

187 

Simmons, R. G., Blyth, D. A., Van Cleave, E. F., & Bush, D. 

M. (1979). Entry into early adolescence: The impact of 

school structure, puberty, and early dating on self

esteem. American sociological Review, 44, 948-967. 

Simmons, R. G., Burgeson, R., Carlton-Ford, S., & Blyth, D. 

A. (1987). The impact of cumulative change in early 

adolescence. Child Development, 58. 

Simmons, R. G., Carlton-Ford, S., & Blyth, D. A. (in 

press). Predicting how a child will cope with the 

transition to junior high school. In R. M. Lerner & T. 

T. Foch (Eds.), Biological-psychosocial interactions in 

early adolescence: A life-span perspective (pp. 325-

375). Hillsdale, NJ: Erlbaum. 

Simmons; R. G., Rosenberg, F., & Rosenberg, M. (1973). 

Disturbance in the self-image at adolescence. American 

Sociological Review, 38, 553-568. 

Spielberger, C. D. (1972). Anxiety as an emotional state. 

In C. D. Spielberger (Ed.), Anxiety: Current trends in 

theory and research. New York: Academic Press. 



188 

Spielberger, C. D. (1973). Preliminary manual for the 

"State-Trait Anxiety Inventory for Children" ("How I Feel 

Questionnaire"). Palo Alto, CA: Consulting 

Psychologists Press. 

stanwyck, D. J., & Felker, D. W. (1973). Intellectual 

achievement, responsibility, and anxiety as functions of 

self-concept of third to sixth grade boys and girls. 

Paper presented at the Annual Meeting of the American 

Educational Research Association, New York, NY. 

Sund, R. (1976). Piaget for educators. Columbus, QH: 

Merrill. 

Taylor, J. A. (1951). The relationship of anxiety to the 

conditioned eyelid response. Journal of Experimental 

Psychology, 41, 81-92. 

Thornberg, H. (1983). Development in adolescence. 

Monterey, CA: Brooks/Cole. 

Toepfer, C. F. (1980). Brain growth periodization data: 

Some suggestions for reorganizing middle grades 

education. The High School Journal, 63, 222-227. 

Van Hoose, J. J. (1980). The impact of television usage on 

emerging adolescents. The High School Journal, 63, 239-

243. 

Wechsler, D. (1974). Wechsler intelligence scale for 

children, revised. New York: Psychological Corporation. 



189 

Willson, V. L., & Reynolds, C. R. (in press). Classroom 

applications of educational measurement. New York: 

Wiley. 

Wing, S. W. (1966). A study of children whose reported 

self-concept differs from classmates' evaluation of them. 

Unpublished doctoral dissertation, University of Oregon, 

Eugene. 

Wylie, R. (1974). The self-concept: A review of 

methodological consideration and measuring instruments 

(Vol. 1). Lincoln: University of Nebraska Press. 

Ziv, A., & Luz, M. (1973). Manifest anxiety in children of 

different socioeconomic levels. Human Development, 16, 

24-32. 

Ziv, A., & Shauber, H. (1969). contributions to a cross

cultural study of manifest anxiety in children. Human 

Development, 12, 178-191. 

----- ------- ---


