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ABSTRACT 

The purpose of this research was to explore variables related to the transition from 

elementary to middle level school. Student perceptions of the transition, attributions in 

motivation, and anxiety were all measured, which are similar to variables reported by 

other transition researchers in the literature. Instruments administered to the students 

included the Locus of Control and Attribution Style Inventory (Jerabek, 2000; Appendix 

D), "What I Think and Feel" Mam'fest Anxiety Scale for Children- Revised (Reynolds 

and Richmond, 1978; Appendix E), and a Junior High Transition Questioimaire 

(Appendix F). 

Fifty-two sixth grade students in five classes at two schools made up the sample. 

The demographic variables these students possessed include both genders, ages 11 and 

12, several ethm'cities, and prior school transition experience. Measurements occurred at 

baseline (early spring) and just before and just after a school-sponsored intervention 

program. The intervention program was a half-day visit by the sixth graders to the junior 

high school. 

Literature before 1997 (since the string of school-related violence deaths) was 

compared to research since 1997 and the findings of this research in terms of differences 

in school-related safety issues. Pre-1997 literature did not use safety language as strong 

as was used post-1997. Some of the students in this research had concerns about their 

safety, mentioning weapons, drugs, and gangs as some of the specific worries. 

Analyses of mean differences using ANOVA and t-tests found few differences 

among the demographic groups on the measures. Anxiety did fluctuate over time for the 
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sample, with greatest anxiety reported just before the intervention. Student attributions 

were related to anxiety levels in the sample. Degree of anxiety changed over time in 

different ways for students with internal attributions versus students with external 

attributions. Students with higher anxiety levels asked more questions about the school 

transition and junior high experiences on the questionnaire than did the lower anxiety 

students, but the low-anxiety group had questions that were more specific. Students with 

prior school transition experiences tended to have greater anxieties than students without 

school transition experience. 



[NTRODUCTION 
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"It IS a very exciting experience changing to a new school." 

"I've started school and I like Junior high allot fsic] more than Elementary 

school." 

Both of these written statements were made by female seventh grade students in 

response to the question, "What is the MAIN THING that has happened to you in school 

since you last wrote in your journal?" (McCaslin & Burross, 2001). Even though the 

entries were made in October 1987, more than a month after school started, the 

experience was still foremost in their minds, hi the fourteen years since these statements 

were written, the students and schools may be different, but the experience is structured 

in the same manner. Students often follow a "graduation" from elementary school with a 

long summer and then enter the whole new world of junior high or middle school (here 

called middle level school). This transition is unavoidable for most—moving from the 

neighborhood elementary to the more diverse middle level school (Blyth, Simmons, & 

Carlton-Ford, 1983). These students are fifth or sixth graders in the early stages of 

adolescence who cope with this required uncertainty using a variety of methods. 

Even the comics section of the newspaper is not immune to the effects of middle 

level school transition. In a summer edition of "Preteena," a preadolescent character and 

her Mend lament the upcoming changes in their academic life (Barrows, 2001). "Bigger 

school, tougher teachers, a lot more homework, locker combinations to remember," one 

character muses. The fears of the transition translate to humor only at the end of the 

comic strip, when the two realize that their concerns are overshadowed by the presence of 

an older sister at the same campus. 
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The transition from elementary to middle or jumor high school represents many 

thinp to the student. In most cases, this is the first time the student encounters several 

teachers in one day who each cover a different academic subject. Generally, multiple 

elementary schools funnel into one middle level school, opening up new experiences for 

students not only academically, but socially as well. The student must leam to manage 

relationships with more students and teachers. The approach-avoidance conflict for 

students may be strong at this stage: increased responsibilities and opportunities offered 

by the nuddle level school mix with uncertain encounters with several teachers and peers 

each day. This blend of experiences may be both anticipated and dreaded by the late 

elementary school student. 

Some of this anxiety stems from sources common to students across generations, 

but recent graphic and violent events have sharpened fears. Small towns gained infamy 

when school violence shattered illusions of safety and peace in their communities. Some 

of the most horrific instances happened not in the large towns with greatly diverse, 

economically segregated educational systems like Los Angeles or New York City, but 

previously anonymous places like Littleton, Colorado and Jonesboro, Arkansas. The 

fallout from these events led to parent and teacher demands for heightened security and 

alarmed reactions to "threats" that may have simply been ignored in the past. Students 

are aware of adult fears and the potential dangers they face in what had once been 

considered a safe haven—school. 

The opposing forces of vulnerability and excitement forge themselves into 

heightened anxiety for the individual facing a transition. Even though the situation shares 
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characteristics with current and past experiences, unknown variables remain present in 

the scenarios played out in the imaginations of the pre-transition individual. What affects 

the perception of a late elementary student facing the next school year in middle level 

education? How can educators and parents recogmze those students suffering greater 

anguish about the transition and help allay their fears? These are some of the questions 

that this research was designed to address. 

As explained in the next chapter, some existing research focuses on variables such 

as the timing of the transition to middle level school, the methods employed in transition-

aimed programs, academic motivation changes before and after the transition, and late 

elementary and early middle level school teachers' perceptions and approaches to 

transitioning students, to name a few. The research described here examines a cluster of 

variables related to transition (locus of control and attribution, anxiety, and expectations) 

and their relationships with student perceptions. 

The anxiety and expectation variables are described in some detail above -

another variable is attribution. The manner in which individuals view their successes and 

failures on a task can be described in terms of three aspects of their attributions (Weiner, 

1992). Individuals who perceive the cause of the outcome to be the self tend to have a 

more intemal locus, whereas those who perceive the cause to be firom others tend to have 

a more external locus. Beliefs about cause also relate to stability. If individuals believe 

that the cause of an outcome will exist in similar situations, they are attributing the 

outcome to stable causes. For the transitiom'ng students, attributions might shed light on 
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their perceptions of why things happen. Students who perceive the situation as unstable 

and uncontrollable may view the events as beyond their influence. 

This research was needed to carefully examine the pre-transition elementary 

school student and their attributions and anxieties. Understanding the nature of the pre-

transition student nught help design programs to alleviate students' anxieties and assist 

them in recogmzing, clarifying, and addressing issues they face. 

Some of this research's vocabulary might be used in contexts apart from the 

traditional lexicons, hi addition, multiple terms have been used for the same concepts. 

To clarify the use of some words and phrases, a list of the terms and their definitions for 

this research are assembled: 

Attributions. The cause to which a student ascribes successes and failures. 

These attributions involve both internal/external and stable/unstable dynamics, hi this 

research, students' attributions were based on scores from the Locus of Control and 

Attribution Sfyle hiventory (Jerabek, 2000, Appendix D). Scores from this measure are 

also called attribution scores. 

Anxiety scores. Scores from the "What I Think and Feel" Children's Manifest 

Anxiety Scale-Revised (Reynolds and Richmond, 1978; Appendix E). 

Baseline. Data collection conducted in early spring at the two schools (see Table 

I). The intention of this collection time was to get a sense of how students considered the 

transition two months prior to the district's transition intervention program. 

Intervention, intervention proeram. The school district's halfkiay program in 

which sixth grade students from each elementary school visit the Junior high and are 
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paired with a junior high school student to attend classes (see more description in Method 

chapter). 

Items, questions, statements. On instruments, these words are used 

interchangeably to refer to specific items on the scales and questionnaires. 

Pre-intervention. Data collection the school day before the students attended the 

district's transition intervention program with theirschool (see Table I). 

Post-intervention. Data collection the school day after the district's transition 

intervention program (see Table I). 

Scales, measures, inventories, instruments. Used interchangeably for the 

individual forms given to smdents to assess their characteristics and perceptions. The 

term "questionnaire" was reserved for the Jumor High Transition Questionnaire 

(Appendix F), although it too was considered a measxare. 

Transition questionnaire. Another name for the Junior High Transition 

Questionnaire (Appendix F). 

Purposes of this research 

The overall purpose of this research was to focus on students as they prepare for a 

new school and structure in academics. Although some literature has examined this time 

period and phenomenon, little has been written since the highly publicized school safety 

issues were raised in 1997. Another gap in scholarly press involves motivational 

relationships in preadolescence. For example, attribution style has been examined, but 

preadolescent students and other people facing transitions remain under-researched in this 

area. The general purpose of this research was to determine how students perceive the 
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transition and associate some of the motivational factors that may or may not play a role 

in differences among students as they face a change in school. 

This research intends to: 

1. Exarmne and describe the students* questions and fears related to the transition to 

junior high; 

2. Determine where current programs designed to assist students with their elementary 

school to jum'or high transition need to focus; 

3. Investigate diffirences in anxieties, attributions, and transition perceptions based on 

student school, class/teacher, gender, age, ethm'city, prior school transition 

experience, and time of measure admim'stration; and 

4. Explore differences in transition perceptions between students of different attribution 

orientations and anxiety levels. 

Research hvpotheses 

Generally in this study, the independent variables include student locus of control 

score, perceptions of the transition to jum'or high before and after an intervention 

designed to address the transition, school, class/teacher, gender, age, ethnicity, and 

number of prior school transitions. One set of dependent variables of interest is how 

students perceive this upcoming transition. Variables that will serve as both independent 

and dependent variables are student attribution score and anxiety scores at the various 

measurement periods. 

I. Students will be more concemed about safety issues today (older students, bullies, 

drugs, gangs, school shootings) than previous literature (before 1997) has 
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reported^ Earlier, pre-l997» research, will be compared to research post-1997 and 

the data provided in this study. The year 1997 was chosen to demarcate the string 

of violent outbreaks that began with the February 19, 1997 school shootings in 

Bethel, Alaska by Evan Ramsey during which two people were killed (Cawley, 

2001). 

2. Differences among students' schools, classes/teachers, genders, ages, and 

ethnicities will be minimal for attributions and anxiety levels. 

3. Students with higher anxiety levels will have both greater and fewer frequencies 

of responses to the transition questionnaire. The rationale for this hypothesis is 

that students with more anxiety are in that state because they either have 

identified what stimulates their fears and have not yet dealt with those issues or 

have yet to contemplate (i.e., in demal of) the transition ahead. The former can 

oudine the specifics of the transitional process, but have not yet resolved the 

anxieties on which they are focusing. The latter may be overwhehned by the 

process and cannot or have not examined the issues they face. 

4. Students will differ from baseline to pre- to post-intervention admim'strations on 

anxiety levels and transition perceptions in two ways. First, students will exhibit 

greater anxiety prior to the mtervention (pre-intervention) than at baseline or after 

the intervention (post-intervention). This can be assessed using anxiety scale 

scores. Second, students will pose more questions on the transition questionnaire 

prior to the intervention (baseline and pre-intervention) than at post-intervention. 

The rationale for this hypothesis is based on the belief that the proximity of the 
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school transition event wUl trigger student concerns and questions. The 

intervention's intention is to alleviate fears and answer questions, so the number 

of questions posed at post-intervention should be fewer than at earlier 

opportunities. 

5. Attributions will affect students' anxieties during the transition. Since perceived 

control is an important aspect of personal efficacy, the lack of perceived control 

over the required school transition will affect student anxiety levels. Students 

with internal attributions will have different anxiety reactions than those with 

external attributions. 

6. Students who have had more school transitions will have lower anxiety levels and 

fewer questions about the middle level transition than those who have never 

transferred schools. These students have been through the experience and "know 

the ropes" better than students who have attended the same elementary school for 

their entire academic history. The school-transition experienced students have 

previously had to acclimate to new surroundings, learn to make new friends, and 

determine their roles in the new environment. 



REVIEW OF THE LITERATURE 
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The literature reviewed here was organized to minor the hypotheses presented in 

the previous chapter, although all relate to the transition to middle level school. This 

emotionally charged and stressful situation for many students involves more variables 

than a change to the next grade. Some of these variables are included in the hypotheses. 

The first hypothesis addresses differences in safety issues from literature reported before 

and after 1997. Safety may be one factor in anxiety, which was presented along with 

attributions in motivation in the second hypothesis in relation to demographic variables. 

The third through sixth hypotheses deal with the transition itself - how students perceive 

the transition and what affects some factors (demographic variables, attributions, and 

anxiety level) have on these perceptions as the intervention and school transition 

approach. The final section of this review reports on existing interventions and the steps 

they take to promote student success through the transition. 

Safety 

With entrances that look more like prisons than institutions of learning, schools' 

safety mission is becoming more obvious. The prevalence of metal detectors, 

professional security teams, school uniforms, clear backpacks, and locker removal in 

schools increased through the last decade of the twentieth century (Fox, 2001). For 

example, parents and students can now buy "bully" insurance to protect against material 

loss at the hands of other students in France (Shepherd, 2001). Safety in schools has 

become a topic of great interest since late 1997 when a series of school shootings led to 

heightened awareness of the potential dangers for students at the hands of other students 

(Cawley, 2001; Fox, 2001). Differences between what was once researched in relation to 



school conflicts before and since 1997 provides some clues as to how the sensationalized 

violent incidents have changed thinking about school safety. 

Because people have become aware of the extreme school violence can reach only 

recently, few researchers have focused on this aspect of academic life. Arowosafe and 

Irvin's (1992) research with middle school students, parents, and teachers did examine 

safety as it related to fighting in the school (p. 18). The participants in this case feared 

bulUes and thieves, but only one interviewed had actually participated in a fight. The 

article does not mention drugs, weapons, gangs, or life-threatening violence as a concern 

of any of those involved. This research, like most currently published, pre-dates the 

recent incidents of high-profile violence in school. 

A 1996 review of programs established to address mediation and anger 

management claimed that, "confUcts among students do occur frequently in schools 

(although the conflicts rarely result in serious injury)" (Johnson & Johnson, p. 459). 

Research from this time used language like "conflict resolution," "Peacemakers," (Fine, 

1997) and "disruptive behaviors" (CosUn, 1997) and focused on violence in the media 

and community, rather than on school campuses (see Mahin, 1997; Rodney & Rodney, 

1996). These latter references profiled programs designed to address violent potential in 

ethnic minorities and urban-city high school students - in contrast to the violence most 

recently sensationalized in educational settings that were performed predominately by 

young Caucasian males. Interestingly, language used in research and literature smce 

1998 has included "rage," (Marmo, Bantz, & KafBnan, 2000) "violence and violence 

prevention," and "protection in school" (Bom, 2000). 
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The percentage of school conflicts that escalate to violence may still be small, but 

they have been more gruesome and sensational. Highly-publicized violent situations in 

schools may make them appear more frequent than they actually ate (Kahneman & 

Miller, 1986; Tversky & Kahneman, 1983). Media exposure may also bring school 

violence to the attention of many people who otherwise might have been unaware of 

school-related conflicts. Whether an artifact of greater media and personal attention or a 

real movement toward increased deadly force by students in academic settings, school 

safety has become a high profile concern in political and educational agendas (Bom, 

2000; Fox, 2001). 

Although the recent outbreak of school violence began in December of 1997, 

some researchers recogm'zed earlier that the frequency and severity of conflicts was 

increasing in schools. For example, the 1994 Gallup poll named the "fighting, violence, 

and gangs" tied with "lack of discipline" as the biggest problems in local schools (Elam, 

Rose, & Gallup, 1994). The number of school-based conflict resolution programs almost 

quadrupled in the United States from 1992 to 1994 (Johnson & Johnson, 1996). 

Since late 1997, newspapers have tracked the "trend" in school-related violence. 

The front page of a Tucson newspaper declared that a "'Picked-on' student" was the most 

recent shooter to join the ranks on March 5,2001 (Fox, 2001, p Al). The article about 

this Caliform'a student flanked a large picture of the adolescent in police custody and a 

sidebar listmg six similar school-violence cases. In less than three years, twenty-seven 

students and teachers who had been killed and dozens more injured by nine White male 

adolescents were profSed on the front page of a newspaper in a city without a student-
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induced school violence incident of its own. One of the most sensational and deadly 

school-related violent incidents listed in this sidebar occurred in April 1999 in Columbine 

High School in Littleton, Colorado (Nicholson, 1999). The deaths of eleven people in 

addition to the suicides of the two gunmen made national headlines and household 

conversations for weeks. The students who participated in the study reported here would 

have been just beginning their acadenuc careers as first grade students at that time. It 

seems reasonable to assert that, with all of the media and personal attention given to these 

cases, very few young people could be unaware of the recent issues in school safety. 

The reasons that students lash out at their peers remain mostly unknown, both in 

individual incidents and in general. Societal factors such as fashion, media, and parental 

and community involvement were more prevalent predictors in earlier theories of student 

violence (e.g., Christenson, 1995; Kube & Ratigan, 1991; Peterson & Skiba, 1991; Weiss 

& Edwards, 1992). More current ideas behind the propensity to harm others stem from 

more personal factors, such as being "bullied" or "picked on" by others, lower self-

esteem, and an inability to take personal responsibility for actions (Department of 

Education, 2001; National School Safety and Security Services; 2001). Both societal and 

personal factors may play complex roles in the propensity to harm others and the self, but 

no acceptable indicator(s) of potential toward violence has been determined. The only 

common factors among the highly-pubhcized cases are that all of the killers were young 

male adolescents with access to weapons. 

Searches of web-based Internet sites shed light on the pervasiveness of safety 

issues in educational institutions. Federal and state government agencies devoted whole 
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pages to the "warning signs" of violence potential in students and suggested actions for 

schools in prevention (California Department of Education, 2001; Department of 

Education, 2001). Private companies have joined the fray by offering security and 

consulting services along with printed materials for violence prevention in schools and 

businesses (National School Safety and Security Services, 2001). 

Anxiety 

Safety is just one factor which gives rise to feelings of anxiety in transitioning 

students. The change from elementary to middle school may be one of the most anxiety-

provoking transitions students make in their academic career (Blyth, Simmons, & 

Carlton-Ford, 1983; Eccles, 1999; Olah, 1995). Weiner(l992) identifies anxiety as a 

trait developed when a performer perceives no control over the task or outcome (more on 

this in motivation below). With the inevitable transition to a new school looming over 

the graduating elementary student, lack of control over the event can heighten anxiety 

and stress. 

hi the aforementioned Arowosafe and Irvin study (1992), students responding to 

"How did you feel when you first came here [to tm'ddle school]?" described themselves 

as "excited," "scared - sort of and "nervous." These aroused emotions demonstrate the 

range of feelings that at least some students facing a school transition endure. This 

anxiety was apparent to those who witnessed the transition at its pinnacle on the first day 

of middle level school; "counselors, teachers, parents, and administrators have always 

observed that students become anxious, express school related fears, and suffer academic 
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difficulties in the transition from elementary to middle/jumor high school" (Siehl & 

Gentry, 1990). 

A study of middle level education in Canada in 1990 revealed that the emotional 

turmoil expressed by American students was shared across the northern border and 

provided more details on students' anxiety and adaptation (Hargreaves & Earl, 1990). 

The authors devoted an entire chapter to "the problems of transition" from elementary to 

secondary education (chapter 3). Their focus was on anxiety and adaptation to school 

setting changes as students entered their new middle level schooL These authors' review 

of the literature and their own research found that higher levels of anxiety led to less 

adaptive behaviors (such as poor academic performance and "acting out"), whereas lower 

anxiety allowed for quicker adjustment to the new school. However, these researchers, 

like most researchers on school transition, mention little regarding how students 

contemplate and handle the anxiety in the time prior to the transition. 

Another cross-cultural study of 721 students from India, Italy, Hungary, Sweden 

and Yemen found that school transitioning adolescents who experienced high levels of 

anxiety tended to react by either disregarding the problem and shielding themselves from 

the situation or by exploring their questions and fears (Olah, 1995). The former, high-

anxiety students avoided involvement with the predicament by ignoring it and 

underestimating its impact. In contrast, those with lower anxiety levels were more likely 

to employ "constructive and assimilative coping" strategies (p. 508). The questions 

posed by adolescents with lower anxiety levels were directed toward reducing the 

students' stress and resolving the situation. These questions were specific to the problem 



and revealed that the adolescent had thought about the issue. Although these students 

were older adolescents provoked into anxiety artificially (pen-and-paper situation 

inventory), their reactions were similar to research on people coping with real stressM 

situations (e.g., Pagano, 1973). 

Measures have been created to test anxiety that examine both general anxiety and 

anxiety specific to certain situations. Many scales of anxiety that have readings levels 

appropriate for preadolescents are specific to subjects (e.g., math, public speaking) or 

extreme situations (e.g., psychiatric evaluations, depression, eating disorders). One 

appropriate measure of general anxiety that can be admim'stered to preadolescents is the 

Children's Mam'fest Anxiety Scale-Revised, also known as "What I Think and Feel" 

(Reynolds and Richmond, 1978). This was the scale used to measure anxiety for this 

study. 

Required transitions (like the one from elementary to middle level school) can be 

accompanied by a perceived lack of control over the envirotunent. As mentioned above, 

one factor in anxiety can be the individuars perception of the level of control and the 

individual's attributions when approaching situations and considering outcomes. Control 

is one aspect in motivational theories and is captured here with a measure of attribution. 

Motivation 

There are several motivation theories that could inform the context of transition. 

For reasons outlined subsequently, Weiner's (1992) attribution theory was judged most 

applicable to the purposes of this research. The elements of his theory best fit the 

experiences described by school and other transition researchers. They also tended to use 
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his theory to frame their research and designed measures to assess characteristics of his 

theory in research on school transitions (e.g., Dweck & Leggett, 1975; Harter, 1981; 

Harter, Whiteseli, & Kowalski, 1992). 

Attribution theory. There are many measures of and uses for attribution theories, 

and here is addressed locus of control in pre-adolescents and how it affects the transition 

to middle level school - an event likely to exacerbate control need and highlight change 

rather than stability. Three domains of attribution theory are: I) locus (internal versus 

external); 2) responsibility, including control (controlled versus uncontrolled) and 

intention; 3) and constancy, including stability (stable versus unstable) over time and 

generalization over contexts (Weiner, 1992). How an individual perceives a task and 

emotionally responds to a challenge or outcome along these dimensions indicates that 

individual's motivation for approaching and completing the task. These views stem from 

past experiences, especially successes and failures in similar situations. 

The internal/external locus dimension differentiates between tasks in which 

individuals attributes success or failure to causes that stem from either the self (internal) 

or from outside influences (external) (Weiner, 1992). For example, personal illness is an 

internal factor can contribute to a diminished performance; whereas feeling energetic and 

robust are internal factors that can enhance performance. In transition, for example, the 

individual's preparation for and attitude toward school change may be attributed as 

internal capabilities that contribute to success or failure. 

Controllability also affects the individual's motivation and attributions (Dweck & 

Leggett, 1988; Weiner, 1992). If the task is perceived as beyond the individual's control 
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(e.g., health, luck, ability), then the individual may be less motivated to approach the 

task. Success on self-controlled tasks can lead to greater future motivation, just as failure 

over less controlled events allows for outside blame placement. Few would claim that 

the elementary to middle levels school transition is a student-controlled event, but it may 

be that elements within the transition can be controlled by the student to increase 

potential for success and comfort (e.g., gathering information about the new school, 

planning events or classes with friends at the new school). 

Another dimension in this attribution theory is stability (Weiner, 1992). In other 

words, will this be a future factor in analogous situations? If the individual fails and 

believes that the causes of the fmlure are stable, the individual may be less motivated in 

similarly perceived future circumstances. However, perceived unstable reasons also 

allow for another chance at success. Weldy (1991) suggested that school transitions are 

perceived as unstable by students. His research found that students' lack of knowledge 

about the future gives them a sense of constant change in the time toward the end of the 

old school period (here, elementary school) and at the beginning of the new school period 

(here, middle level school). He recommends establishing routines and organization to 

quickly ease transitions. 

The healthiest method for analyzing many outcomes is from an internal, 

controllable, and unstable attribution perspective (Weiner, 1992). For example, 

individuals who can attribute the reasons for success on a task to ability and effort are 

more likely to attempt tasks at and slightly above their capabilities, hi failure, 

recognizing the unstable factors (effort) that can be controlled and changed will increase 



30 

the possibility of future successes. Research discovered that these types of attributions 

did result in less complicated and anxious transitions (Harter, Whiteseil, & FCowalsid, 

1992). 

Harter, Whiteseil, and Kowalski (1992) followed elementary students through the 

transition to either a junior high or middle school and examined how this transition 

affected motivational levels and anxiety. Students who changed to a middle level school 

had scores that yielded negative correlations between anxiety and motivation, indicating 

that more internal attributions were associated with lower levels of anxiety. Similar 

findings were reported in other transition studies (e.g., Eccles, et al., 1993; Giant: 1989; 

Seidman, Allen, Aber, Mitchell, & Feinman, 1994). 

Weiner (1985) examined motivational characteristics from both the achievement 

and afRliation domains. As students contemplate both in their transition to a new 

environment, his theory and measures designed to discover individual placement along 

the dimension continuums described above maybe most appropriate for distinguishing 

relationships among the variables involved. As described in the research of school 

transitions, academic and social factors are prevalent in the students' conception of the 

change and are leading causes of anxiety during the transition. How students perceive 

their success and failures may affect how they perceive the upcoming school transition 

and their scholastic and relationship concerns. 

Measures of motivation. One scale commonly used for attribution measurement 

is the Nowicki and Strickland Locus of Control Scale for Children (1971). This measure 

consists of 40 items with yes/no dichotomous answer choices. Although easy to 
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administer and understand, these forced response choices limit variability of agreement 

with the statement's applicability to the participant. A participant who does not fully 

believe that the statement pertains to them absolutely and all of the time may have trouble 

circling a "yes" response. This scale is also problematic in that it does not distinguish 

between the locus and controllability dimensions as described above (Reynolds, 1976). 

In questions and scoring, the internal/external dimension is not separated from the 

controllable/uncontrollable dimension. 

Another scale considered was Harter's 1981 motivation scale. This scale was 

designed for older children and young adolescents and provided four response choices, 

but was geared toward classroom motivation variables (e.g., choice of classroom tasks, 

pleasing the teacher, getting good grades, and asking for teacher assistance). These types 

of variables lend themselves to a bias toward students with a "good girlTboy" orientation 

and students who are well-mannered may or may not be the more motivated academically 

or generally. Since the transition to middle level education has implications beyond the 

classroom, a more general measure of motivational characteristics was desired in this 

research. 

The Locus of Control and Attribution Style Inventory created by Jerabek (2000) 

provides scores for general internal/external attributions and four subscales: two for 

success and two for failures each along locus and stability dimensions. The online web 

site supplies immediate scoring and results with scores for locus and stabili^ within both 

successes and failures. The five-point scale also allows greater or lesser rates of 

agreement, which provides the respondent more flexibility in answering. Although it 
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claims to have a 5.5 grade reading level, the online measure was developed for adults and 

adolescents, so the language of the items and the reliability of the measure may not fit a 

late elementary population (Appendix D). 

The Jerabek (2000) inventory was chosen for this research based on its multiple-

choice response format for greater variability. This variability allows for better 

distinctions between scores and individuals. The general focus of the scale also allows 

for a measure of general attributions. The language of this measure was altered 

somewhat by the researcher for the sixth grade sample in this study (see method for more 

description of changes). 

Transitions 

Factors. Most studies recogpize that the transition to middle level school is one of 

the most anxiety-provoking experiences in a pre-adolescent's life as the "transition 

occurs during a time of rapid biological and interpersonal change" (Seidman, et al., 1994, 

pp. 507). On the cusp of adolescence, the differences in the physical, emotional and 

cogm'tive make up between the recently-transitioned elementary school students and 

seasoned middle level school students can be obvious to even causal observers. Even 

within grades, the variability between individual students is greater at this time than any 

other in education (Eccles, 1999). Researchers concluded that students tend to decline 

academically as they find less value in their schooling (Allan McKean, 1984; Blyth, et 

al., 1983; Eccles & Midgley, 1989). 

Perhaps the most obvious change in the transition to middle level school is the 

change in the physical structure of the educational institution, which has ramifications 
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beyond the tangible environment. Students usually move from a smaller building with a 

smaller student population (both in individual physique and number of people), to a 

larger, more complicated network of classes and people. Harter, Whitesell, and Kowalski 

(1992) described this transition to junior high, but it is equally applicable to middle 

school: 

Several factors lie at the root of the negative academic attitudes that accompany 

the shift to junior high. Elementary and junior high school environments differ in 

structure. Junior high schools are typically much larger than elementary schools, 

presenting children with a larger social comparison network and added challenges 

in finding their own mches. hi addition, smdents who have known nothing but a 

single-room, primarily single-teacher experience in elementary school must leam 

to negotiate numerous subject-specific teachers and classrooms, placing 

increasing responsibility for getting through the school day on the students. Such 

changes in school size and structure may contribute to the decline in academic 

performance and motivation observed with the transition (Harter, Whitesell, & 

Kowalski, 1992, p. 778). 

Students who transition from elementary to middle level school generally are in 

the ten- to thirteen-year-old range. School is not the only arena m which these students 

face change. Their biological (puberty), cognitive, relational (with parents and peers), 

identity, and emotional needs may also be in flux (Eccles, 1999; Schumacher, 1998). It 

comes as little surprise that the major developmental theorists identify preadolescence 

and adolescence as a time of reinvention and exploration: Freud's biological and 
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cognitive formal operations all occur at or during adolescence (Rice & Dolgin, 2001), 

Traditionally, students entered junior high in seventh grade, but the emergence of 

middle schools changed this for some students to an earlier transition after fifth grade. In 

a study with some variables similar to those investigated here, few differences were 

found in the experience between students who transitioned in fifth and those in sixth 

(Harter, Whitesell & Kowalski, 1992). Making the transition in fifth or sixth grade 

resulted in heightened anxiety and decreased motivation for both groups, regardless of 

grade. Comparisons to same age cohorts who did not transition at the same time showed 

that those students who did not transition did not experience these changes. 

Gender and etlmicity have also been examined as potential factors in the 

transition. Blyth, Simmons, and Carlton-Ford (1983) found that girls had reduced self-

esteem after middle school entrance and both genders lost some academic motivation 

(p.l87). In contrast, Roeser, Eccles and Sameroff (2000) claimed that African-American 

males and white females were projected by themselves and other students to be 

potentially at-risk for failure, yet performed well academically and socially during and 

after the transition period. Other researchers failed to find or report gender or ethnicity 

differences in motivation, anxiety, or academic performance ftom before to after 

transitions (Harter, et al., 1992; Seidman, et al., 1994). 

The effects of school transitions on students have been reported in popular press 

(Ryman & Walker, 2001). The article emphasized the anxiety students face when 

changing schools, especially on academic and social ftmctioning. These authors reported 
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that more school transitions can be negatively related to adjustment to another new 

school. The authors recognized that this correlation and greater numbers of transitions 

are generally linked to non-school factors like parental income, job status, and divorce. 

Like many school transition programs that practice for changes from elementary to 

middle level school, the authors of this newspaper article suggest to parents that visiting 

the new school prior to the transition can help students adjust. 

One of the most prolific writers on preadolescents and school transition is 

Jacquelyrme Eccles, who has spent much of her research career examining students in 

late elementary and middle school (see Eccles, 1999; Eccles & Midgley, 1989; Eccles, et 

al., 1993; Midgley, Feldlaufer, & Eccles, 1989). Some of the major discoveries she has 

reported pertain to children and adolescents in the academic environment. Eccles has 

discovered that an important ability in the school transition is the consideration of 

abstract, non-immediate ramifications—an ability early adolescents are just developing 

(Keating, 1990; Piaget & Inhelder, 1973). Eccles recognized and described this as a 

"time of change in the way children view themselves, as they consider what possibilities 

are available to them and try to come to a deeper understanding of themselves and others 

around them" (1999, p. 38). 

Like Eccles, Seidman, et al. (1994) explored what they called the "cognitive or 

motivational domain" as part of their longitudinal study of students over the transition 

from elementary to middle level school (p. 509). Because they did not differentiate 

between cognition and motivation by examining both as academic achievement prior to 

and after the transition occurred, their work was included here as a cognitive factor in 
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transitioa rather than with the above discussion of motivation. The authors discovered 

that students actually had higher motivational levels a semester after the transition than 

they had in their last semester of elementary school. This may be an artifact of the time 

data were collected rather than a contradiction of other research (e.g., Blyth, et al., 1983; 

Harter, et al., 1992; Schumacher, 1998). Seidman et al. (1994) collected their data 

immediately prior to the end of the elementary school year, a time the other longitudinal 

researchers found decreased motivation from earlier in the year. Students' motivation 

tended to dip in the last months of elementary school, then spring back after a couple of 

months in middle level schools, but not completely to their previous high levels. 

Parents', teachers' and students' perceptions. Along with these cogm'tive 

changes, the emerging adolescent seeks out autonomy and independence from the family 

structure (Eccles, et aL, 1993). The student strives to be an individual apart from their 

family and break free of parental control. Parents and teachers recogm'zed this separation 

and the academic depression that accompanied die transition to middle level education. 

As reported, "some parents noted diat the move to a larger, less personal environment is 

difScult for children this age" (Midgley & Qrdan, 1992, p. 6). Parents identified 

hormones, attitudes (of the students and schools), increased academic difficulty levels, 

and classroom environment as issues involved in this transition (Midgley, et al., 1989; 

Midgley & Urdan, 1992). Teachers had similar views and opinions. Even as parents 

placed some of the blame for student problems on the teachers, teachers faulted the 

decrease in parental involvement as the student progressed through education (Midgley & 

Urdan, 1992). Not all parents and teachers viewed adolescence and the school transitions 
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as inherently negative. A few spoke to increased opportunities, responsibilities, and 

awareness of life experiences and personal abilities (p. 7). Students recognize the 

positive and negative aspects of the transition as welL 

"All of the [s^ sudden it happened, the bell rang [and] there was no escaping the 

beginning of school...Fear filled my veins as I walked down the hall" (Arowosafe & 

Irvin, 1992, p. 15). One students' graphic description of the first day at a new middle 

level school brings to life the emotional upheaval experienced with this transition. This 

study, like most in the literature (e.g., Eccles, 1999; Roeser, Eccles, & Sameroff, 2000; 

Seidman, et al., 1994), was conducted as a retroactive study of memories prior to and as 

the students entered middle level education. Although interesting, the retroactive 

approach to any research has inherent flaws. Current experience clouds memories of 

what happened and details can be forgotten in the interim. The study reported here was 

intentionally set up to avoid these retroactive issues by measuring students prior to their 

school transition. 

Some of the specific issues students have identified as concerns in their 

elementary to middle level school transition are: getting to and finding classes, 

bathrooms, busses, and lockers; keeping up with academic materials; less firee time; 

increased peer pressure; greater personal responsibility; merging with other same-age and 

older students; and dealing with extracurricular activities in addition to academics 

(Eccles, etal., 1993; Midgley & Urdan, 1992; Schumacher, 1998; Weldy, 1991). Some 

of these concerns are common to any school transition (e.g., moving fijom one school to 

another in the same grade and finm grade to grade), but some are unique to the transitioa 
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to middle level school. For most students, this is the first time they change classes for 

each subject, do not have recess, and have more competitive sports organizations. These 

are many of the issues included in the transition questionnaire created for this study 

(Appendix F). 

Some students and researchers reported that these concerns dissipated as the 

students adjusted to the new routines. The student quoted in the above paragraph 

fimshed the statement with, "A week later [after the first day of middle level school] 

school was not so hard and confiising. It was really fun" (Arowosafe & Irvin, 1992, p. 

15). 

Assurances that students will survive the school transition and look back on the 

experience with satisfaction may not be enough for them. Programs exist in many 

schools to assist the student concerned about the personal (e.g., responsibility, 

orgam'zation), academic (e.g., more classes and teachers), and social (e.g., more and 

different peers) aspects of the transition to middle level school (Odegaard &. Heath, 1992; 

Siehl & Gentry, 1990; Weldy, 1991). Intervention programs that directly address these 

fears, along with support by others and realistic portrayals of the middle level school are 

some of the techniques used to help ease the transition. 

Interventions in Place. Programs designed to address the elementary school 

student's transition to junior high exist, but few are reported or evaluated m the literature. 

Many teachers in the last year of elementary schools do informal interventions with their 

students - answering questions, helping design schedules, and leading tours of the junior 

high. On the other end of this change, middle level schools sometimes have "welcome 
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days" prior to the first day of school for parents and students to tour the campus and meet 

the faculty (Odegaard & Heath, 1992). Many middle level schools also have remedial 

programs established to address the academic needs of students unable to keep pace with 

regular-education academics. However, these independent transitional efforts often lack 

continuity and communication between schools and the individual student can be 

neglected in the sea of confusion on the first day of school and beyond (Odegaard & 

Heath, 1992; Siehl & Gentry, 1990). 

A time line for the last year of elementary and first year of middle level school 

suggested by Siehl and Gentry (1990) involved whole school days devoted to the 

transition. Their ideal intervention began with basic orientation and registration where 

the elementary student was introduced to admim'stration and students who were available 

to them throughout the transition. A slide presentation preceded a tour and "shadow 

day," which were followed by an open house just prior to the first day at the middle level 

school for parents and students. Parents were encouraged to be involved with the 

transition through letters home to the parents and meetings with counselors who knew 

their student. Parental involvement tended to ease anxieties for students (Midgley & 

Urdan, 1992; Odegaard & Heath, 1992; Siehl & Gentry, 1990), as did student 

involvement in extracurricular activities before, during, and after the transition (Blyth, et 

al., 1983). 

Other programs with reported success in easing the transition focused on the 

organization of the schools, teachers, and students. Not surprisingly, sixth graders in 

contained classrooms had higher anxiety levels than did students who rotated between 



40 

rooms and teachers for at least part of the day (Schumacher, 1998). The use of "mini-

courses" in the last year or two of elementary school is another technique for elementary 

schools to aid their students with the transition to middle level education. 

Orgam'zation of people and time during the transition has also been named an 

essential element (Weldy, 1991). EstabUshed timelines for the process, scheduled 

meetings with all of the transition shareholders (transitioning students, continuing middle 

level students, teachers, parents, admim'strators), and continued assessment of individual 

and group progress have led to more effective transition programs (Case, 1989; Giant, 

1989). 

In conclusion, although reported research does include many of the elements 

employed in this study, the maimer in which they were orgam'zed differs from the design 

and intent of this study. Safety factors since the recent string of school-related violence 

may have changed the perspectives of students, especially those with heightened 

anxiousness in the face of school transitions (compare to e.g., Arowosafe and Irvin, 

1992). This study targets students as they approach the transition, not retroactively 

(compare to e.g., Eccles, 1999; Roeser, Eccles, & Sameroff, 2000), on variables 

identified as related to student perceptions of the transition. Anxie^ (Blyth, Simmons & 

Carlton-Ford, 1983; Eccles, 1999; Olah, 1995), attributions in motivation (Harter, 

Whitesell, 8c. Kowalski, 1992; Weiner, 1992; Weldy, 1991), and the fears students 

reported in research (Eccles, et al., 1993; Midgley & Urdan, 1992; Schumacher, 1998; 

Weldy, 1991) were all assessed in this study using the more appropriate measures 

available. 



METHOD 
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ParticiDants 

The participants in this study were 52 (26%) of 197 sixth grade students in five of 

eight classes at two elementary schools in a suburb of Phoenix, Arizona. All of the 

students in both classes were invited to participate, but two teachers at one school and 

one teacher at the other decided against allowing their students to participate. Other 

students did not participate because they did not return the consent forms or were not 

available during the assessment periods. 

Town. The town consisted ofone school district. Schools in the district generally 

placed higher than the averages for the county and state on the Stanford Nine and AIMS 

assessments for the previous academic year 1999-2000 (Gilbert Excel, 2000; Gilbert 

Public Schools, 2000). The town's median income level was 551,660 (Town of Gilbert, 

2001). 

District. The district was the fastest growing district in the county for that year 

(Basker, 2001). New schools had opened each year for the past fifteen years with both a 

new elementary and junior high school slated for opening the fall semester after this data 

collection period. Few students at these two schools were affected by the rapid growth, 

since their schools boundaries remained relatively unchanged in the past seven years. 

Both had transfer rates of less than 7% for student transfers both in and out of the school 

(Arizona Department of Education, 2001a, 2001b). 

Schools. The schools were two of 21 elementary schools in the town and two of 

six that transferred to one of the four junior highs. Both of the elementary schools were 

among the oldest in. the town (the most recently built of the two in existence for fourteen 
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years) and some of the students are the second generation in their family to attend them. 

Geographically, the schools were within three miles of each other and the jum'or high. 

Most students lived in the surrounding neighborhoods and walked to their campus. The 

junior high to which the elementary schools transferred was the oldest in the district and 

supported seventh and eighth grade students. 

Academically, the two schools were also similar. The district established 

curriculum guidelines for each of the grades based on state standards. The results of 

Arizona's Instrument to Measure Standards (AIMS) for the previous year's fifth grade 

students would refer to the sixth grade students in this research. The mean scores ranged 

from 530 to 538 at one school (here referred to as School I) and 507 to 512 for the other 

(School 2) on the three subscales (reading, writing, and mathematics). These scores were 

slightly below and above average for the district (mean range of509 to 522) and above 

average for the state (488 to 509; Arizona Department of Education, 2001a, 2001b). 

The financial and demographic make-ups of the schools approximated each other 

and the town. Both schools provided government-subsidized food programs to 

financially eligible students. Their per-student expendimres for the previous academic 

year were S4,016 (School I) and $3,874 (School 2) (Arizona Department of Education, 

2001a, 2001b). 

Students. Thirty-one (60%) of the students were twelve years old and twenty 

(38%) were eleven years old at the time of data collection (one student did not specify). 

Over half of the students (n = 27,52%) were male and twenty-five (48%) were female. 

Students were allowed to identify their race/ethnicity in an open-ended question. Thirty-
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seven (71%) considered themselves "white" or "Caucasian", seven (13%) called 

themselves "Hispanic" or "Mexican", five (10%) identified themselves "American" (at 

both of the schools), and one each (2%) used each of "Korean", "Italian/Scottish", and 

"African-American". The percentages of participants' ethnicities were similar to the 

town's percentages based on a population of 113,000 with 88% reported as "Anglo" and 

11.2% "Hispamc" (Town of Gilbert, 2001). 

During a regularly scheduled school day, the smdents stayed with their own class 

and teacher in the traditional elementary classroom style for academic subjects, but did 

intermingle for elective and extracurricular activities like music and athletics. They also 

shared time at recess and in the cafeteria for lunch and assemblies. Many of the students 

knew each other from previous classes and from living in the same neighborhoods. 

Instruments 

All student participants and their parents were required to sign informed consent 

forms prior to the inception of the study (Appendices A & B). The parental consent 

forms went home with students and included a cover letter introducing the parents to the 

research. The consent forms included information about the purpose, design, 

confidentiality, risks (none), benefits, and compensation (none) of the study. Parental 

and the student consent forms differed in amount of information and language, but the 

basic elements were the same. Students who failed to return signed forms did not 

respond to the locus of control measure or the questionnaire, but did participate in the 

junior high program (here called intervention) as part of their normal curriculum. 
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To gather data about the student's demographic variables, an information sheet 

was admim'stered when the student first responded to the instruments. This haif^page 

student information sheet requested the student's and teacher's names, student's age, 

ethnicity/race, number of elementary schools attended, and name of junior high to be 

attended in the next year in an open-ended format (Appendix C). Students also had the 

choice of "F" or "M" for gender. The partidpant number/ID was preprinted on the form. 

In addition to returning two consent forms and one information sheet (Appendices 

A through C), students completed three measures between one and three times during the 

data collection period. The measures examined the student's attributions, anxiety, and 

perceptions of the transition to jimior high. Aside from the parental consent form, 

students completed all materials themselves. The students' names appeared on the 

consent and information sheets only - identification numbers were pre-coded on the 

assessments and instruments were given to students in random order. 

To differentiate between students with different attributions, a measure of how 

students attribute the causes of their successes and failures was used. The Locus of 

Control and Attribution Style faventory- Revised by Jerabek (2000) was admim'stered to 

help distinguish between internal and external motivational styles (Appendix D). The 

scale claimed to have a 5.5 grade reading level, but minor wording changes were made to 

ensure sixth grade student understanding. Permission for use of the scale and rewording 

of the items was obtained through an online form (Jerabek, 2000). This attribution 

measure was available for admim'stration and scoring through an online web site. The 

measure had thirty-three statements on a five-point Likert-type response scale. 
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Statements related to both the individual's beliefs about him- or herself personally and 

about other people in general. The guidelines stipulated that 15-20 minutes were needed 

for administration, which was consistent with the time the students used. 

The instrument authors reported that the general mean for the norming sample of 

over nine thousand people aged ten to eighty was 65.71, which relates to a slightly more 

internal than external style of attribution (Jerabek, 2000). The norming group did not 

yield differences between scores for gender, but a correlation of r=. 16 for score with age 

of participant was significant at £ < .001. Measures of internal consistency on the 

measure using alternate forms, split-half, and Cronbach's alpha coefficient ranged 

between .60 and .80. 

Scoring of the attnbution measure was performed through the measure's online 

web site (Jerabek, 2000). The web site provided the general locus of control score, which 

related to general internal/external style, and subscale scores for success and failure 

attnbutions for intemal/extemal and stable/unstable characteristics. A score of 50 

represented a mix of intemal/extemal or stable/unstable, dependent on the scale reported. 

Scores between 50 and 100 related to a more intemal or stable style and between 0 and 

50 to a more external or unstable style. 

Unlike the other measures, the attribution inventory was administered only the 

first time the student participated in the study. Since this is a general measure of 

attnbutions, it is expected that student's responses to the items would not change as a 

consequence of the intervention or approaching transition. Time with the students was 
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constrained by teacher needs and student boredom with the measures, so the attribution 

was administered to each student once. 

To determine the students' anxiety levels as they change over time and between 

individuals, an anxiety measure designed for sixth grade students to assess general 

anxiety levels was sought. "What I Think and Feel" (Reynolds & Richmond, 1978; 

Appendix E) is a renamed revision of the Children's Mamfest Anxiety Scale (Casteneda, 

McCandless, & Palermo, 1956). The 37-item scale consists of statements to which the 

respondent circles "yes" or "no" to indicate agreement or disagreement with that item in 

their own situation. The measure includes a 9-item embedded lie scale and was written 

for a third grade reading level (Conoley & Kramer, 1989). 

Instrument authors reported that a sample of4,972 children aged 6 to 19 on the 

anxiety measure yielded internal consistency Cronbach's alpha coefficient scores ranging 

from .79 to .85 (Conoley & Kramer, 1989). Test-retest over nine months was .68 for the 

total measure and .58 for the lie scale. A correlation between the "What I Think and 

Feel" anxiety measure (Reynolds & Richmond, 1978) and the State-Trait Anxiety 

Inventory for Children (Spielberger, 1973) revealed evidence for high concurrent validity 

(r= .85, £ < .001; Reynolds, 1980). 

The questionnaire designed to measure student perceptions of the transition to 

jimior high (Junior High Transition Questionnaire) was created by the researcher based 

on issues prevalent to the transition according to literature (Appendix F). This measure 

was administered to all of the participating classes a month before the intervention, to 

half of these classes a day prior to the intervention, and to all again afterwards. 
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The Junior High Transition Questionnaire incorporated open- and closed-ended 

questions related to the students' upcoming transition (Appendix F). Since this Junior 

high school does not have lockers, students were given copies of their text for home use 

and copies were left in each classroom. So although some research found lockers to be a 

source of transition anxiety, no questions related to lockers were included here. 

The questionnaire contained twelve open-ended questions related to general 

expectations for the coming transition (Appendix F). These questions were intentionally 

left general so that students could formulate their responses without being led by specific 

considerations. These open-ended questions were followed by ten events often 

experienced during jumor high (e.g., dressing out for PE, changing classes). Students 

were asked to order the concepts from those that made them most to least nervous. The 

last part of the scale consisted of twelve statements to which students indicated degree of 

agreement that the item pertained to them on the same Likert-type scale as was used in 

the attribution inventory. 

Coding qualitative data. A coding scheme for the qualitative, open-ended 

questions on the Junior High Transition Questionnaire was established by the researcher 

and reviewed by her professor (Appendix G). Most of the suggestions made by the 

professor involved ordering of the response categories to fit theoretical concepts. For 

example, question two, part four involves "whaf a student mentioned (Appendix F). As 

suggested, the ordering was changed to fit Maslow's (1962) hierarchy of needs with 

biological concepts such as food coded '"one" up through the academic esteem concepts 

of homework and general academic difficulty coded "six" and "seven." 
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On items for which more than one response was possible, multiple codes were 

used in order to capture all of the students' responses (Appendix G). For example, codes 

for questions three and eight count the number of times a specific activity was mentioned. 

Other considerations in the creation of the coding scheme included codes for valence and 

intensity where students expressed emotional responses. 

After the coding of the questionnaires by the researcher, an independent coder 

reviewed and coded eleven (9.7% of total) randomly selected questiormaires. This coder 

had no association with the school district and no information about the maimer in which 

the researcher had originally coded the entire set, aside from the codebook. The coder 

practiced coding with the researcher on one questionnaire prior to coding the remaim'ng 

eleven alone. With eleven questionnaires coded on 41 variables, a total of 451 codes 

were examined by the two coders. Of these, they disagreed on 37, for an overall 

agreement rate of 92%. 

Items for which the coders disagreed on more than three (27%) of the eleven 

questionnaires were re-examined. Question six, code 18 was the most problematic with 

four mismatches of eleven possible between the two coders (Appendices F and G). This 

code was not used in analyses for this reason. The other code for question six, number 

19, yielded three disagreements particularly regarding whether the response "lunch" 

should be treated as a "social" (code 6) or "food" (code 5) code. Since the intent of the 

student was unknown, a specific "lunch" code was created for questions two, six, seven, 

and nine and those questions were recoded for all of the questionnaires. All other codes 
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had agreement rates for nine or more of the questionnaires or there was a recognized 

typographical error in coding. 

Intervention. The intervention consisted of a half-day afternoon program in 

which all of the classes at one elementary school visited the junior high that the students 

will be attending. All schools in the district participated in this intervention with each 

school going on different days near the end of the spring semester. After lunch on the 

selected day, the elementary students were bussed to the junior high into which those 

students would transfer. The individual sixth grade students were paired with a volunteer 

seventh grade junior high student of the same gender as the elementary student. Attempts 

were also made by the teachers and administration to match students based on their 

interests and planned activities (e.g., music, athletics). The elementary students then 

followed the jumor high students through their afternoon schedule. Near the end of the 

school day, the students walked or were bussed back to their elementary campus 

(depending on the school, one elementary is next to the jum'or high) and went home from 

there. 

This is the first year the district has run the intervention in this manner. In 

previous years, students had a morning lecture and discussion, and an afternoon question 

and answer period led by an outside consultant in addition to the tour. The visit to the 

junior highs occurred in the middle of the school day. The consiiltant discussed academic 

and social expectations in junior high, including "dressing out* for physical education, 

meeting new people, and changing classes for subjects. Due to budget restraints, the 
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district eliminated the consultant part of the program in February of the semester of this 

research. 

Originally, an evaluation of the intervention program was scheduled as part of this 

research and as part of the intervention itself With the loss of the consultant and lack of 

parental and student consents for such an endeavor, the evaluation piece of this research 

w& abandoned. This format for the intervention will remain this way for at least the next 

sixth grade class, so the experiences of this cohort will be similar to future classes, but 

not previous ones. No evaluation had been conducted when the consultant ran the 

program, so no comparisons could have been made to previous years. Because of these 

changes, the researcher was not involved in the intervention itself, although information 

about the procedure was gathered from school administrators. 

Design 

This study used a delayed replication design in which the initial baseline measures 

were established one month prior to the pre- and post-intervention admim'strations. Only 

half of the classes were randomly selected to respond during the pre-intervention 

measurement collection on the day prior to the intervention. The post-intervention 

measurements followed the treatment by one day. For pre- and post-intervention 

measures, the presentation order of the transition questionnaire and anxiety measure was 

randomly mixed to counterbalance order effects. 
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Table I 
Design dates and participant fi-eauencies 

Measurement Date Nof 
classes 

N of students 
(%of 

sample) 

Total N of 
students 

Baseline School I 3/8 3 29 (56%) 41 
School 2 3/7 2 12(23%) 

Pre- School I 4/30 2 13 (35%) 20 
intervention School 2 4/26 1 7(13%) 
Intervention School I 5/1 4 87 192 

School 2 4/27 4 105 
Post- School 1 5/2 3 36(69%) 47 

intervention School 2 4/30 2 11(21%) 

Procedure 

Permission to conduct the research was obtained from an assistant superintendent 

in the district. She chose the two schools based on the request that the two had similar 

student populations and sent students to the same jimior high school. The researcher then 

contacted the schools' principals to set appointments to meet with them and the four sixth 

grade teachers at each school. At brief meetings at each of the schools in late February 

and early March, the purpose, design, and requirements of the research were discussed 

and questions answered with the teachers and prindpal at each school. The researcher 

emphasized the need for return of parental consent forms and asked that teachers 

encourage their students to participate. No compensation to the admim'strators, teachers, 

or students was provided. 

The students m ail eight classes at the two schools were given student and parent 

information and permission sheets in late February with directions to return the 

permission sheets as soon as possible. The parental consent forms included a cover letter 
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to parents describing the study and encouraging their consent. Although there are eight 

total sixth grade classes at the two schools, one class at School I and two classes at 

School 2 did not return any consent forms and did not participate. Of the possible 197 

participants enrolled as sixth graders at the two schools, only fifty-eight students (29%) 

returned parental and/or student consents [fifty-two of those (26% of all) returned both]. 

In the week prior to the baseline assessment admimstration, the students 

registered for their seventh grade classes, but no formal program about jumor high or the 

transition had been presented to the students. Students in attendance with signed 

permission sheets were admim'stered all of the measures in early March. At School 2, 

with only two participating classes, the twelve students ftom both classes together filled 

out the measures in a separate classroom with the researcher. The twenty-seven students 

at School I remained in their own classrooms and admim'strations were staggered by 

classes over a one-day period so that the researcher could be present for all baseline 

assessments. Admimstration of the student information sheet, locus of control measiure, 

anxiety scale, and transition questionnaire took approximately forty-five minutes in each 

class. Students asked few questions during the admim'stration. Those that were asked 

pertained to the purpose of the study and definitions of some of the terms used in the 

measures (e.g., "Why are we doing this?" and "What does 'extracurricular' mean?"). 

Due to the low return rates on parental consent forms, the non-participating 

students in the five participating classes were again encouraged to return consent forms 

and new consent forms were made available. Only two students at School I complied in 

the following week (the week before a one-week spring recess) and the teachers for those 
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students administered the instruments during that week. These students' measures were 

included as baseline measures. 

Half of th& participating classes were randomly chosen to participate in the second 

administration (pre-intervention). The students and teachers were reminded that there 

would be a second and third administration at the time of the baseline measures and again 

a week before the pre-intervention. Students who had not yet returned consent forms 

were again encouraged to do so and. extra consent forms were given to each of the 

teachers, along with revised parental cover sheets. 

Seven students from both schools joined the research for die first time during the 

pre-intervention measure and filled out all instruments at this point. The second 

admim'stration of the questionnaires occurred one day prior to the intervention (see Table 

I). The intervention occurred on a Friday for School 2 and the following Tuesday for the 

School I. For School 2, the students filled out the post-intervention questionnaires the 

following Monday. The researcher was present on campus for the pre- and post-

intervention admim'strations, but the classroom teachers distributed and collected the 

questioimaires. Participants present for the baseline measure took only the anxie^ and 

transition questionnaires again at pre- and post-intervention. These adrm'm'strations took 

approximately twenty minutes each to complete. 

The final questionnaire admim'stration took place one day after the intervention. 

Because of the way on which the interventions were scheduled. School 2 took the post-

intervention the same day that School I took the pre-intervention (4/30; see Table I). At 
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this time, four students from both schools who had returned consent forms and were 

present took all of the measures for the first time. 



ElESULTS 



57 

SPSS for Windows version 9.0 was used for data storage and analysis. All data 

were entered and analyzed by the researcher, with one exception of the eleven 

questionnaires coded for agreement purposes (see Method chapter for details). The other 

coder's data were used for comparative purposes only, and not included in these analyses. 

Of concern with these analyses are that the sample size was very small, 

encompassing only 27% (52 of 192) of the targeted group, and that those who 

participated were volunteers. Since participation required efforts from not only the 

students, but their parents and teachers as well, failure to participate may have been the 

result of any number of factors. Generalization beyond the gathered sample should be 

approached with caution, although both descriptive and inferential statistics will be 

reported. 

Traditionally, inferential analyses use an alpha level of .05; however, the more 

conservative value of .01 was adopted for the inferential analyses in this research. The 

lower alpha value decreases the probabilities of declaring differences or relationships 

among variables (i.e., rejecting the null); it also decreases the probability of a Type 1 

error. Type I error results from analyses in which a null (no difference) hypothesis is 

incorrectly rejected in favor of an alternative hypothesis. The probability of a Type I 

error is inflated with multiple analyses. When multiple analyses are performed, lowering 

the alpha level is one way to lower this overall "experiment-wise" error. 

Another reason for incorporating a conservative alpha level was within the 

experiment itself. Inferential statistics are used to determine the likelihood that 

differences or relationships exist within the population of interest. The sample in this 
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research was limited in terms of numbers of participants. Further, partidpation was 

altered from original plans due to the refusal by three teachers to allow their classes to 

participate. Hence, any generalizations to the greater population are problematic. The 

lower alpha ensures that the degree of the difference or relationship among variables 

meets a more stringent standard (i.e., is more probable) than that associated with less 

conservative alpha values. 

Demographics, or personal variables, were reported by the students to explore 

whether these non-experimental values had an affect on the variables measured with the 

scales. Included as demographic variables in this study were school (School I and 

School 2), class/teacher (five groups), gender (male/female), age (only 11 and 12 here), 

ethnicity, and number of elementary schools attended (between I and 7). Student 

descriptions yielded six different levels of reported ethm'city. Those reported by one 

student each (Italian/Scottish, Korean, and African-American; n = 3) were combined with 

the "American" (n = 5) category to form an "Other" category and compared with the 

White/Caucasian (n = 37) and Hispanic/Mexican (n = 7) categories. 

Organization of the results 

First, findings from the Locus of Control and Attribution Style Inventory 

(Jerabek, 2000; Appendix D) are presented along with comparisons among demographic 

groups on the scale. This is followed by similar analyses for the "What I Think and Feel" 

anxiety measure (Reynolds & Richmond, 1978; Appendix E). Relationships among 

attribution and anxiety variables are then explored. 



59 

For these measures, interactions among the demographic variables were analyzed 

using the general linear model. Student scores on the measures served as the dependent 

variables and student class/teacher, gender, age, ethnicity, and whether or not the student 

had prior transitions served as independent variables. School was not included as a 

variable ia the interaction analyses because there were not enough degrees of freedom to 

maintain this analysis. Only two-way interactions were analyzed for ease of 

interpretation and because loss of degrees of freedom made analysis of more complex 

interaction effects impossible. 

The next set of analyses present the Junior High Transition Questionnaire 

(Appendix F) results. These include descriptions of findings from the questionnaire, 

comparisons of demographic groups, and new comparisons based on responses to the 

other dependent measures. Descriptions and analyses of the quantitative data and thea 

the qualitative data follow the other measures. These are ordered by their presentation on 

the questionnaire. 

The last section reports on relationships among variables, particularly those 

associated with the hypotheses from chapter one. These variables include safety, anxiety, 

and niunber of planned activities. 

Locus of control/attribution measure 
I 

Students completed the Locus of Control and Attribution Style Inventory 

(Jerabek, 2000; Appendix D) at only their first admim'stration of the instruments. One 

concern was that there would be differences between students based on time of 

admim'stration. Oneway analyses of variances (ANO VAs) were run to determine 

1 
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whether there were differences oa the general or subscaie measures between the different 

measurement times. The subscales consisted of success internal/external, failure 

internal/external, success stable/unstable, and failure stable/unstable. Forty-one students 

took the attribution measure at baseline, seven took it pre-intervention, and four took it at 

post-intervention. No statistical differences existed between these groups on the general 

or on any of the four subscales, so scores across measurement times were combined in 

this report. 

The scale designers reported a positive correlation between age and score (r(l475) 

= .16, £ < .001), which indicates that older individuals tend to have higher scores on the 

scales (Jerabek, 2000). Higher scores are associated with more internal attribution styles 

on the success and failure internal/external subscales and more stable styles on the 

stable/unstable subscales (more about scoring in the instrumentation section of the 

method chapter). The mean age of their norming group was 29, so higher scores would 

be expected for their group than for the sample tested here with a mean age of 11.61. 

Table 2 below reveals that the differences between this sample and the norming group 

were generally small. 

Also apparent in these analyses is that the mean attribution scores tend to favor a 

mixed style on the general measure and subscales (see Table 2). In the sample and in the 

norming group, there was a preference in scores for unstable attributions and for internal 

causes m Ught of both successes and failures. 
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Table 2 
Sample and nonn information oa attribution 

Scale 
Overall Sample Mean 

(n = 52) 
Norming Group 50'" Percentile"^ 

(n = 9327) 
Success 
Internal/External 

M 
SD 

66.88 
9.78 

66.67 

Success Stable/Unstable M 
SD 

43.00 
5.53 

45.83 

Failure Internal/External M 
SD 

63.83 
10.81 

63.89 

Failure Stable/Unstable M 
SD 

44.31 
8.36 

41.67 

General Attribution M 
SD 

66.77 
8.71 

65.15 

"From Jerabek, 2000. Means and standard deviations for norming group were not 
available. 

Some items on the attribution scale sparked greater degrees of agreement or 

disagreement than others among the students (Appendix D). Items with response 

frequencies of forty or more (of52,77%) for the combined "strongly agree" and "agree" 

or "strongly disagree" and "disagree" categories are included in Table 3 below. The 

cutoff frequency of 40 was chosen because it represents the most extreme quarter of 

scores and because a scree analysis of the frequency of agreement/disagreement rates 

reveals a sharp drop-off of frequencies betweea 40 and 36 (69%). Only two items have 

agreement/disagreement rates betweea 36 and 40. 
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Table 3 
Locus of control items that met fteouencv criterioii 

Items 
Response cate gories 

Items SD" D" N" A" SA" 
6. Ifl am successful, it's because the task was 

easy. 
20 

(38%) 
21 

(40%) 
6 

(12%) 
4 

(8%) 
I 

(2%) 
18. People get good grades just because their 

teachers like them. 
35 

(67%) 
12 

(23%) 
2 

(4%) 
I 

(2%) 
2 

(4%) 
19. A person is responsible for her/his own 

actions, good or bad. 
I 

(2%) 
I 

(2%) 
I 

(2%) 
12 

(23%) 
37 

(71%) 
20. Someone who is unpopular as a kid stays 

that way as an adult. 
18 

(35%) 
25 

(48%) 
8 

(15%) 
2 

(4%) 
0 

(0%) 
28. A person can change who they are and 

their behavior patterns. 
1 

(2%) 
I 

(2%) 
10 

(19%) 
21 

(40%) 
19 

(37%) 
29. Being in a good mood makes it easier to be 

liked by others. 
0 

(0%) 
I 

(2%) 
5 

(10%) 
25 

(48%) 
21 

(40%) 
Note. n. = 52. 
""SD = Strongly Disagree, D = Disagree, N = Partially Agree/Disagree, A = Agree, S A = 
Strongly Agree 

Two possible umts for analysis on the attribution scale were the school and 

teacher/class variables. There were no statistical differences between the two school 

means on any of the attribution scales in. t-test analyses (see Table 4). Using Oneway 

ANOVAs, teacher/class differences were discovered for both students' reported general 

attribution scores and success internal/external subscale scores. This analysis of students' 

general attribution scores (F = 6.621, £ < .001) and post hoc Scheffe analyses revealed 

that differences in general attribution existed among students. Specifically, one class of 

students had. a lower mean (Teacher 5) than students in two other classes (Teachers 3 and 

4; see Table 4). The same teacher/class result was found for the success intemal/extemal 

subscale in the same classes (F=6.276, e. < .001), These repeated findings are most 

likely a result of the fact that the general scale is made up of the subscales. That is, the 
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correlatioa among general attribution and success stability for all students was -.392 (n = 

52, a = .004). Another consideration is that the class (Teacher 5) with the lower mean 

had only four student participants, so the sample was very small. 

Table 4 
Teacher and school information on attribution 

School I School 2 
Teacher Teacher Teacher School Teacher Teacher School 

I 2 3 1 4 5 2 
Scale (0=12) (ri=l3) (a=l5) (n=40) (n=8) (n=4) (n=l2) 
Success M 68.17 64.38 72.40 68.53 67.13 50.00 61.42 
Internal/ SD 8.66 6.37 9.99 9.00 6.47 7.66 10.66 
External 
Success M 40J3 41.38 44.33 42.18 44.63 48.00 45.75 
Stable/ SD 5.58 615 4.56 5.60 5.21 0.00 4.47 
Unstable 
Failure M 63.17 62.15 69.33 65.15 6237 53.50 59.42 
Internal/ SD 12.03 7.60 9.86 10.22 13.21 7.14 12.00 
External 
Failure M 47.58 43.31 45.13 45.28 45.88 31 JO 41.08 
Stable/ SD 8.36 5.82 7.82 7.42 6.73 11J9 10.69 
Unstable 
General M 6525 65.00 72.20 67.78 69.00 52.25 63.42 
Attribution SD 8.60 5.07 8.39 8.13 4.50 8.62 10.06 

Analyses using t-tests were conducted to compare relationships between gender 

and age. As evident in Table 5, the greatest differences in means also yielded the highest 

standard deviations. For example, females reported scores for the success 

intemal/extemal subscale yielded a mean of 70.16 fSD = 10.87) and males had a mean of 

63.85 (SD = 7.65). That is, the largest difference between group means also had large 

variations within groups. It comes as litde surprise then that none of these differences 

was statistically significant. Students' gender and age did not meaningfiilly organize the 

attribution data. 



Table 5 
Gender and age infonnation on attributioa 

Scale 

Gender Age 

Scale 
Females 
(a=25) 

Males 
(a=27) 

Age 11 
(n = 20) 

Age 12 
(n = 31) 

Success Internal/External M 
SD 

70.16 
10.87 

63.85 
7.65 

67.60 
20.05 

66.48 
9.90 

Success Stable/Unstable M 
SD 

43J6 
5.58 

42.48 
5.54 

44.90 
3.46 

42.03 
6.24 

Failure Internal/External M 
SD 

64.00 
9.53 

63.67 
12.06 

62.00 
10.97 

64.84 
10.88 

Failure StableAJnstable M 
SD 

43.80 
7.76 

44.78 
9.00 

44.05 
9.52 

44.39 
7.82 

General Attribution M 
SD 

6196 
8.64 

65.67 
8.79 

66.40 
9.56 

67.00 
8.42 

Another analysis conducted on the attribution scales examined reported ethnicity. 

The largest difference in attribution mean scores was on the general attribution scale 

between the Hispamc/Mexican and "Other" students (Table 6). The "Other" students 

were more likely to attribute outcomes to internal causes than were the Hispanic/Mexican 

students. The Oneway ANOVA revealed that this difference was statistically meaningful 

(F = 5.77, a =.006). 
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Table 6 
Ethnicity informatioa on attributioti 

Hispanic/ Caucasian/ Other 
Mexican White 

Scale (n = 7) (S = 37) (n = 8) 
Success Internal/External M 61.71 66.68 72.38 

SD 13.51 8.67 9.61 
Success StableAJnstable M 43.86 42.84 43.00 

SD 4.78 5.41 7.19 
Failure Internal/External M 62.29 62.19 72.75 

SD 9.23 10.26 IU7 
Failure Stable/Unstable M 42.43 44.95 43.00 

SD 15.39 7.22 5.50 
General Attribution M 61.57 66.00 74.88 

SD 11.80 7.39 6.88 

Analyses explored the effect of previous school transition on a student's 

attribution reports. The only statistically significant correlation obtained was also the 

only inverse relationship. The success stable/unstable subscale correlated r=-J92 (n = 

52, £=.004) with number of elementary schools attended. Students who repotted fewer 

elementary school transitions were more likely to attribute their successes to stable causes 

than were students with more elementary school transition experience. Students who had 

never transferred in elementary school (n=21) were compared to those who had attended 

two or more elementaries Qi = 31) with a t-test analysis. Students who had never 

transferred had a meaa success stability score of45.24 as compared to the 41.48 for those 

who had prior elementary transfer experience (t(50) = 2.77, £=.008). Again, none of the 

other subscale score means differed statistically among these groups. 

Hispanic/Mexican males had a higher mean success stableAmstable score (M = 

44.67. n = 3) than their Caucasian/White counterparts fM=41.89. n = 19). The 

Hispanic/Mexican males were more likely to attribute causes to stable reasons than were 
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the Caucasian/White males. Two-way interactions between the class/teacher, age, 

gender, ethnicity, and prior school transition demographic variables were not statistically 

significant for the general scale or subscale scores. 

Anxiety scale 

The "What I Think and Feel" anxiety scale was admim'stered at three times: 

baseline, pre-intervention, and at post-intervention (Reynolds & Richmond, 1978; 

Appendix E). Data codes of "1" represent a response of "yes" to an anxious statement 

and codes of "2" represent "no". A lower mean score (more agreement with anxiety 

statements) corresponds to a higher reported level of anxiety in the student. 

This instrument includes a lie scale. Nine items on the scale (every fourth item 

starting with number4, Appendix E) detect lie patterns. A "yes" (coded as "I") response 

to these m'ne items indicates probable dishonesty in the student's responses. A within-

subjects ANOVA revealed no differences among the three measurements on mean lie 

scores (F = 1.58, =.22). Correlations of mean lie score combined across the three 

measurement times with anxiety and the attribution scale scores were also not significant. 

Students who misrepresented themselves on all of the lie subscale items bad a 

mean score of "I" for this subscale and their anxiety scores were removed from analyses 

at that measurement time. Only one student had an anxiety lie subscale score that 

resulted in removal of her anxiety score at the baseline measurement. 

Overall, the students had low to moderate anxiety levels. Their mean was lowest 

(i.e., highest anxiety) at pre-interventioa(M = 1.62, SD = .23, n=25) and highest (i.e., 

lowest anxiety) at baseline (M = 1.68, SD = 11, n = 40). Just after the intervention, the 
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forty-seven students who completed the measure had a mean anxiety score of 1.65 with a 

standard deviation of .24. To test differences in anxiety scores within students over time, 

a within-subjects ANOVA was performed. No statistical differences were found (F(l,l4) 

= 1.45, £ = .248). 

Table 7 illustrates that there was little diversity in anxiety levels between schools 

and among teachers. Indeed, there were no statistical differences between schools (t-

tests) or among teachers (ANOVA) at any of the measiurement times and for the mean of 

all of the measures over time. 

Table 7 
Teacher and school information on anxiety 

School 1 School 2 
Teacher Teacher Teacher School Teacher Teacher School 

Time I 2 3 I 4 5 2 
Baseline M 1.78 1.59 1.64 1.66 1.73 1.83 1.77 
Anxiety SD .19 .30 .20 .24 .13 .01 .11 

n 9 11 12 32 5 3 8 
Pre- M 1.55 1.71 1.67 1.49 1.49 
intervention SD .21 21 .22 .23 .23 
Anxiety® n 5 13 18 7 7 
Post- M 1.57 1.71 1.65 1.65 1.59 1.76 1.65 
intervention SD .21 .29 .21 .24 .24 .23 lA 
Anxiety n 10 13 13 36 7 4 11 
Overall M 1.66 1.67 1.66 1.66 1.60 1.80 1.67 
Anxiety SD .21 .28 .19 .23 .17 .13 .18 

n 12 13 15 40 8 4 12 
''Note. Teachers without values for pre-intervention anxiety were randomly selected to 
not participate at this measurement time. 

Table 8 illustrates variations in student reported anxiety associated with gender 

and age. The most disparate means were in overall anxiety between the eleven and 

twelve year old students. The eleven year olds did have higher anxiety levels (M = U9) 
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thaa the twelve year olds (M = L71) based on their mean scores averaged over the three 

admim'strations, but both showed similar changes in means at each of the three time 

measurements. Main effect analyses (t-test) suggest that the age and gender demographic 

variables do not meaningfully organize the data. 

Table 8 
Gender and age information on anxiety 

Gender A 
Time Females Males Age 11 Age 12 
Baseline M 1.67 1.70 1.61 1.73 

SD .25 .20 .25 .20 
n 20 20 16 23 

Pre-intervention M 1.61 1.63 1.54 1.69 
SD .28 .20 .27 .17 
n 12 13 12 13 

Post- intervention M 1.64 1.66 1.58 1.69 
SD .27 .22 .26 .23 
n 22 25 18 29 

Overall anxiety M 1.65 1.68 1.59 1.71 
SD .25 .18 .24 .19 

n 25 27 20 31 

The edinicities had similar means with the largest difference found between the 

Hispam'c/Mexican smdents and the "Other" students at post-intervention (see Table 9). 

The Hispanic/Mexican students reported less anxiety (M = 1.74) at this measurement 

than did the "Others" (M = 1.46). There were no statistical differences found in oneway 

ANO VAs using ethnicity as the independent variable. Anxiety at the three measurement 

times and overall were the dependent variables. 
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Table 9 
Ethnicity infonnatioa on anxiety 

Ethnicity 

Time 
Hispanic/ 
Mexican 

Caucasian/ 
White 

Other 

Baseline M 1.72 L67 1.67 
SD .29 .22 .22 
n 6 29 5 

Pre-intervention M 1.41 1.63 1J5 
SD .07 .24 .21 
n 2 17 6 

Post- intervention M 1.74 1.67 1.46 
SD .21 J23 .23 
n 6 34 7 

Overall anxiety M 
SD 

1.73 
.24 

1.68 
.21 

1.54 
21 

n 7 37 8 

Correlations between number of elementary schools attended and the anxiety 

variables were calculated. Number of elementaries attended was negatively correlated 

with anxiety at baseline (r(40) = -.213, £ = .187), positively with anxiety at pre-

intervention (r(25) = .105, £=.616), and negatively at post-intervention (r(47) = -.073, £ 

= .627). This indicated that those who had attended more elementaries had higher 

anxiety at baseline and post-intervention and lower anxiety Just prior to the intervention 

than those who had attended fewer elementaries. Although none of these relationships 

had statistical significance, they do illustrate a trend in anxiety changes for the sample. 

The two-way interaction on anxiety score variables that produced the largest F-

statistic was for age with whether or not the student had prior transitions for anxiety 

combined across the three measurements (F = 5.086, £=.036). Twelve-year-olds who 

had never transitioned in school had a higher mean anxiety score (M = 1.78, n = 12), 
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indicating less anxiety, than eleven-year-olds who had never transitioned (M = 1.54, n = 

9). None of the two-way interactions on anxiety were statistically significant. 

For the anxiety scale, fifteen students completed the instrument at all three 

measurement times. A Cronbach's alpha reliability analysis over the three measurements 

yielded .74, which was higher than the nine month test-retest analysis conducted by 

Conoley and Kramer (1989), but lower than internal consistency analysis by the same 

researchers (see Method chapter for more details). 

Attribution and anxiety relationships 

Relationships between the attribution general and subscale variables and the 

anxiety scale scores at the three measurement times were explored in correlations (see 

Table 10). None of the correlations had statistical significance. In general, the 

relationships between anxiety and attribution scores were negative at baseline and post-

intervention, but positive at pre-intervention. Recall that higher scores on the anxiety 

measure relate to lower anxiety levels and higher attribution scores indicate ascriptions 

that are relatively more internal or stable. Thus, for these students, those with more 

internal and stable attributions had higher levels of anxiety at pre-intervention than did 

their counterparts who exhibited more external and unstable ascriptions. The opposite 

pattern emerged at baseline and post-intervention: students with internal and stable 

attributions had lower anxiety scores than did those with external and unstable attribution 

scores. 
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Table 10 
Attribution and anxiety correlations 

Time Baseline Pre-intervention Post- intervention Overall 
Anxiety Anxiety Anxiety Anxiety 

Scale (n=40) (n = 25) (n=47) (ti = 52) 
Success Intemal/Extemal r .052 .243 -.171 -.100 
Attribution R .752 .242 .249 .481 
Success StableAJnstable r .270 -.062 .055 .080 
Attribution R .092 .768 .712 .575 
Failure Intemal/Extemal r -.159 .142 -.113 -.115 
Attribution R .326 .499 .451 .417 
Failure Stable/Unstable r .027 -.162 -.060 -.019 
Attribution R .867 .440 .690 .895 
General Attribution r -.059 .265 -.148 -.117 
Attribution .716 .201 320 .411 

Categorical values based on the raw values of the anxiety scores were created to 

further explore the attribution and anxiety relationship. At each measurement time, 

students in the top third of the anxiety scores were named "tow anxiety level", middle 

third "moderate anxiety level", and the bottom third "high anxiety level". Oneway 

ANOVAs using these individual differences in anxiety at the three measurement intervals 

revealed no significant differences in the attribution general and subscale scores. Thus, 

the correlational relationships did not translate into notable individual differences in 

attributions as a functioa of repotted anxiety. 

Transition questionnaire 

The Junior High transition Questionnaire (Appendix F) consists of free-response, 

open-ended questions and forced-response, closed-ended items. These components were 

analyzed separately. Relationships between the two sections were examined last. 

Quantitative data are presented first, followed by the qualitative descriptions and 
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analyses. Relationships between these sources and with other scale variables comprise 

the final results presentations. 

Quantitative data description. Questions 13 through 25 have closed-ended 

response categories and lent themselves more to quantitative data analyses (Appendices F 

and G). Question thirteen required students to order their nervousness on some jum'or 

high activities from 10 for "most nervous" to I for "least nervous". These were treated as 

ordinal level data, hence means and standard deviations cannot be meaningfully 

calculated. Therefore, at each measurement time, the most frequently reported value for 

each activity was considered that activity's ranking at that time (see Table 11). "Dressing 

out for P.E." and "Class tests" were most threatemng before the intervention, and 

"Knowing where to be" was the most frequent concern after the intervention. In fact, 

"Knowing where to be" was not a trivial concern (coded as I) to any student. Rather, 

"Eating lunch" and "Getting to school" were the least anxiety-provoking activities of the 

upcoming transition at all measurement times, with few exceptions. For example, at least 

one student ranked "Eating lunch" as "10" at each of the measurement times. 
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Table II 
Item 13 rankings on Transition Questionnaire 

Baseline Pre- Post-
n = 39 intervention intervention 

Activity n = 22 n=45 

Dressing out for P.E. Rank 10 10 10 
freq 12 5 11 

Class tests Rank 10 10 10 
freq 10 6 9 

Knowing where to be at certain Rank 10 9&10 10 
times freq 10 5 12 
Class assignments Rank 7 7,8,9 9 

freq 8 4 9 
Walking between classes Rank 7 3 5 

freq 8 6 10 
Having a new teacher for each Rank 5 6 6 
class freq 7 7 11 
Going to school with older kids Rank 3 5&6 3,4,5 

freq 9 5 7 
Meeting new people Rank 2&4 4 2 & 4  

freq 7 5 7 
Getting to school Rank I 2 1 

freq 9 7 12 
Eating lunch Rank I I I 

freq 26 9 24 
Note. Each of the tied ranks is represented. 

Questions 14 through 25 used a Likert-type scale for student responses. 

Responses were coded from "strongly agree" as "I" to "strongly disagree" as "5" 

(Appendix G). Those statements with opposite wording from the majority of items were 

reverse-coded after data entry for easier comparisons among items (items 15,19,20, and 

22). For instance, item 15 read, "Changing teachers for each subject makes me nervous", 

and a response of "Strongly agree" would have suggested higher anxiety with this 

activity. These are in contrast to most of the other items for which "Strongly agree" 

related to lesser anxiety. Therefore, with those four items reverse-coded, lower scores 
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always indicated lesser reported degree of anxiety or concern with the particular junior 

high-related activities or concepts. Table 12 portrays the mean responses at each of the 

measurement times. 

Remember, "time" is analogous to "treatment" for this study. It was expected that 

student perceptions would change as the school transition approached and from before to 

after the intervention, so analyses of scores and perceptions over time are intended to 

measure this "treatment" effect. Oneway ANOVAs, with time as the independent 

variable and each of items 14-25 (Table 12; Appendix F) as dependent variables, yielded 

no significant differences. A within-subjects ANOVA for the items overall (see last row. 

Table 12), found no statistical differences over time for the mean responses to these 

twelve items (F(l, 12) = .20, £=.663). 

Since changes from before the intervention to after the intervention are also of 

interest and the means scores reported in Table 12 reveal similarities on most of the items 

for baseline and pre-intervention, these two times were combined for more analyses. The 

only item that was not correlated from combined baseline/pre-intervention to post-

intervention was item 22, "Junior high will be as safe for me as elementary school" 

(reverse worded from original. Appendix F). Students were more likely to agree with 

that statement at post-intervention than earlier. For the 39 participants who had scores on 

item 17, "Carrying my books around will NOT be a problem for me" had the largest 

mean difference between times on a single item from combined before (M = 2.51) to after 

(M = 2.00) intervention measurements. Paired t-test analyses run with each item as 
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dependent variables and baseline/pre-interventioa versus post-intervention as the with-

subjects variable were not statistically significant. 
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Table 12 
Statements 14 — 25 information on Transition Questionnaire 

Statement 

Baseline 

(n = 41) 

Pre-
intervention 

(fi = 22) 

Post-
intervention 

(11=45) 

At all 
tunes 

(n=l08) 
14. Compared to other sixth 

graders I know, 1 am ready 
for junior high. 

M 
SD 

2.12 
.81 

2.09 
.75 

1.80 
.79 

1.98 
.80 

15. Changing teachers for each 
subject does NOT make me 
nervous.'' 

M 
SD 

2.68 
1.23 

3.14 
.94 

2.44 
1.12 

2.68 
1.15 

16.1 look forward to meeting 
new people in junior high. 

M 
SD 

2.10 
1.04 

2.00 
.82 

2.00 
1.00 

2.04 
.98 

17. Carrying my books around 
wiil NOT be a problem for 
me. 

M 
SD 

2.61 
1.16 

2.50 
I.IO 

1.95 
1.03 

2J2 
1.13 

18. Homework in junior high is 
a lot like homework I am 
used to from elementary 
school. 

M 
SD 

3.44 
1.00 

2.86 
1.21 

3J6 
l.ll 

3.29 
I.IO 

19.1 do NOT fear that I will get 
lost on the junior high 
campus." 

M 
SD 

2.71 
1.29 

2.77 
l.ll 

2.51 
I.IO 

2.64 
1.17 

20.1 do NOT worry about being 
with the older students.'' 

M 
SD 

2.63 
1.20 

2.77 
1.02 

2.60 
1.12 

2.65 
1.12 

21.1 think I will fit in with other 
junior high students. 

M 
SD 

2JI 
.89 

2.50 
.91 

1.98 
.73 

2.21 
.85 

22. Jum'or high will be as safe 
for me as elementary 
school.'' 

M 
SD 

3.17 
1.22 

3.09 
1.06 

3.00 
1-13 

3.08 
1.14 

23.1 will enjoy junior high. M 
SD 

1.83 
.77 

2.05 
.90 

1.76 
.98 

1.84 
.89 

24.1 am excited about having a 
different teacher for each 
subject. 

M 
SD 

2.37 
1.02 

2.73 
.88 

2J8 
1.11 

2.44 
1.04 

25.1 plan to get involved with 
extracurricular school 
activities. 

M 
SD 

1.87 
.74 

2.05 
.84 

2.02 
37 

1^7 
.86 

For all items M 
SD 

2-49 
J6 

2.55 
.49 

231 
.49 

Note. I = "Strongly agree", 2 = "Agree", 3 = "Don't agree or disagree", 4="Disagree", 
5 = "Strongly disagree" 
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^ These items have been reworded from the original to reflect the reverse coding ia 
analysis and make for easier comparisons among statements (Appendices F and G). 

A factor analysis with principal components extraction with varimax rotation was 

conducted on the individual means for statements 14-25 overall times to determine 

which items were most closely related and reduce the number of variables being 

analyzed, (see last column. Table 12; Appendix F). Based on an initial eigenvalue of at 

least 1.00, four components were extracted (see Table 13), 

As expected, many of the statements loaded highly on ±e first variable (see Table 

13). This variable relates to the "readiness" for jum'or high, with statements about 

enjoying junior high (statement 23, Appendix F), excitement about different teachers 

(statement 24), fitting in with other students (statement 21), and being ready for junior 

high (statement 14) loading most highly on that factor. The second factor related to the 

opportum'ties junior high afford and the student savvy in taking advantage of them. The 

statements with the highest loadings related to involvement (statement 25), not having 

problems with books (statement 17), and meeting new people (statement 16). This factor 

has an inverse relationship with lack of concern about being with older students - a 

situation which could compromise the savvy student's ability to profit from opportunities. 

The third factor was labeled the safety factor because of the high loadings of statements 

about safety (statement 22), concern about older students (statement 20), and fear of 

getting lost (statement 19). The final statement most closely relates to classes, with 

statements about teachers (statement 15) and homework (statement 18) loading highly. 
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Table 13 
Factor loadings oa statements 14-25 

Statement 
Com jonent 

Statement I 2 3 4 
14. Compared to other sixth 

graders I know, 1 am ready 
forjuniorhigh. 

.62 21 -.05 .26 

15. Changing teachers for each 
subject does NOT make me 
nervous.'' 

.30 31 .35 .55 

16.1 look forward to meeting 
new people in junior high. 

.60 .48 .05 -.09 

17. Carrying my books around 
will NOT be a problem for 
me. 

.09 .74 .18 -.10 

18. Homework in junior high is 
a lot like homework I am 
used to from elementary 
school. 

.01 .14 -.04 -.91 

19.1 do NOT fear that I will get 
lost on the jumor high 
campus.'' 

.17 .39 .57 -.03 

20.1 do NOT worry about being 
with the older students.'' 

.40 -34 .62 .18 

21.1 think I will fit in with other 
junior high students. 

.70 .02 .15 .04 

22. Jum'or high will be as safe 
forme as elementary 
school.® 

-.04 .02 .82 .10 

23.1 will enjoy junior high. .89 .04 .02 -.02 

24.1 am excited about having a 
different teacher for each 
subject. 

.84 .14 .18 .10 

25.1 plan to get involved with 
extracurricular school 
activities. 

.12 .80 -.09 .10 

Initial eigenvalue 3.85 1.69 IJl 1.02 
Percent of variance explained 32% 14% 11% 9% 

^ These statements have been changed from the original to fit the direction of the other 
statements. They had reverse wording in the original (i.e., the word "not^ has been added 
or deleted from each statement). 
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Qualitative data description. The open-ended, qualitative questions of the Junior 

High Transition Questionnaire items preceded the closed-ended, quantitative questions. 

This allowed the students to express themselves in their own words before vocabulary 

and valance suggestions were hinted at by the items in the questionnaire. 

Question one: "If you could describe how you feel about going to junior high in 

one word, what is that word?" (Appendix F). Responses to question one revealed not 

only student sentiments, but some of their slang. Many students (70 of 104 on the three 

measurements, 67%) described their feelings about going to junior high as, "sweet", 

"cool", "Freakedl", and "weird". Most used high-intensity words when answering this 

question, especially at baseline (30 of39,77%) and post-intervention (27 of43,63%). 

Fewer students (24 of 104 on the three measurements, 23%) used more low-key terms 

such as, "ok", "same", and "fine". Most (62 of 104,60%) also used language with a 

positive valence to describe the upcoming transition with terms like "excited", "happy", 

and "proud". Again, baseline (25 of39,64%) and post-intervention (28 of43,65%) had 

similarhigh rates for positive terms, than did pre-intervention (9 of 22,41%). 

Question two: "How will Junior high be different from elementary school?" 

(Appendix F). In baseline and pre-intervention responses to question two, most students 

who mentioned another person commented on teachers, either as being "harder"^ or more 

numerous (16 of47,34%). However, at post-intervention, the focus shifted to other 

students and "kids" (8 of20,40%). Those who described the new situation, instead of or 

addition to other people, either expounded on the change in difficulty (e.g., "it will be 
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harder") or the number of classes they were facing. In contrast to question one responses, 

most question two responses over the three measurement times were emotionally neutral 

(55 of 100 total responses, 55%). Those who used more emotional wording, however, 

tended to use a negative valence (23 of 100,23%) rather than positive (16 of 100,16%). 

Question three: "In which school activities do you think you will get involved 

(athletics, music, politics, clubs)?" (Appendix F). Very few students (4 of 104 responses 

over the three measurements, 4%) reported no plans for extracurricular involvement in 

jum'or high. The forty respondents at baseline reported the highest mean number of 

activities at 1.78 (^ = 1.05). Pre- and post-intervention means dropped to 1.36 (n = 22, 

SD = .58) and 138 (n = 42, ̂  = .82) for total plaimed activity involvement. The most 

popular types of planned extracurricular activities were athletics (81 reports in 113 entries 

over the three measurements, 72% - reports of more than one sport and/or activity were 

possible) and music (47 reports, 41%). One student was so passionate about his "jass 

fsicl band" plans that it was the topic of most of his question responses. Another student 

proudly declared that she planned to get involved in. "the most things I can". 

Question four: "What do you expect from other students in junior high?" 

(Appendix F). Although 13% (7 of 55) of students expected "nothing'* from other 

students at baseline and pre-intervention, after touring the jum'or high the percentage 

increased to 24% (9 of 37) reports of "nothing" expected. Responses other than 

"nothing' had mostly a positive valence over the measurement times (44 of92,48%). 

These responses included such expectations as "be nice to me if 1 am", "respect', and 

"try hard and achive ther Fsicl goals in life." Negative responses, although more rare than 
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positive (12 of 92,13%), tended to have greater intensity (10 of the 12 negative were 

coded as high intensity). These included fears that other students would "gang up on 

me", "offerd drugs", and be "scary kids". 

Question five: "What do you expect from classes and teachers in junior high?" 

(Appendix F). Fewer students (9 of 90,10%) reported expecting "nothing" from teachers 

and classes overall measurements, but those who did detail their expectations used more 

negative terms, especially after baseline. At baseline, 21% (8 of28) used negative terms 

like "difficult', "harder", and "boring", whereas at pre-intervention, the percentage grew 

to 37% (7 of 19) and to 36% (12 of 33) at post-intervention. These terms usually had a 

moderate intensity (67 of90,74%). 

Question six: "What do you MOST look forward to jumor high?" (Appendix F). 

The most common response about anticipated events involved social situations at all 

three measurement times. Answers like "fhends", "dances", and "meeting new people" 

were more frequent (26 of 100,26%) than the also popular activity responses like 

"sports" and "join clubs" (21 of 100,21%). The quality and quantity of the food (16 of 

100,16%) and lunches (9 of 100,9%) served in junior high were also frequently 

mentioned. 

Question seven: "What do you LEAST look forward to in jum'or high?" 

(Appendix F). Perhaps predictably, the activities students least looked forward to 

involved classes themselves. Combined classes and homework codes comprised 60% (56 

of 94) of the most dreaded responses, safety concerns made up 11% (10 of 94) of these. 

One student covered all of the least popular by lamenting about "drugs, gangs, more 
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homework, guns, [and] weapons". For both the most and least anticipated activities, 

there were no notable differences in response patterns across the measurement times. 

Question eight: "What do you think happens in a typical day for a Junior high 

student?" (Appendix F)- According to one respondent, a jumor high student typically 

needs to "swim from class-to-ciass fsicl in a rush, taking a lot of notes and paying 

attention then going home relived Fsicl". The mean number of activities (e.g., classes, 

homework, lunch) that these students mentioned in their descriptions of a typical day for 

a junior high student dropped across measurements from 2.38 (n = 34, ̂  = 1.84) at 

baseline to 2.11 (n= 18, SD = .76) at pre-intervention, to 1.97 (n = 29, SD = 1.50) at 

post-intervention. Those activities that students looked forward to least were also the 

most commonly mentioned in a typical Jum'or high school student's day. Classes were 

referenced 60 times of the 176 (34%) activities listed by these students and homework 

was listed 20 times (11%). While home and family made up 10 of the 81 (12%) 

references at baseline, only one student mentioned it at each of pre-intervention (of 38 

activities, 3%) and post-intervention(of 57 activities, 2%). 

Question nine: "What do you think will be the main thing you remember about 

junior high?" (Appendix F). Much like the responses to what was most anticipated 

(question 6), what many students think the main thing they will remember from junior 

high also involved socializing. From baseline to post-intervention, social concepts like 

"friends" made up 42 of the 94 (45%) answers to this question. Activities were again the 

second most popular response, with 12% (II of 94) discussing interests such as "sports" 

and "band". 
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Questioa ten: "What does a sixth grader need to know or do to be ready for junior 

high?" (Appendix F). A sixth grader needs to know "the time school starts, and respect 

that is shown, and teacher requriments fsicl" to be ready for junior high, as one student 

wrote. Personal characteristics like "orgam'zation", "working hard", "be prepared", and 

"responsibility" made up most of the answers to this question across measiuement times 

(37 of80,46%). Reconunendations to tour the new school and to im'tiate relationships or 

commimications with students who have had experience as new seventh graders were 

more common at the post-intervention measurement (5 of 29,17%) than, at baseline or 

pre-intervention (1 mention in 51 entries over the two times, 2%). 

Question eleven: "What have you done to prepare for jum'or high?" (Appendix F). 

Students rarely took their own advice in preparation for the transition. Only seven 

responses at each measurement time (21 of 82 responses, 20%) to "what have you done 

to prepare for junior high?" mirrored the advice given to sixth graders in the previous 

question (questioa 10). One of the most popular answers was "nothing" (22 of82,20%), 

although no one repotted "nothing^' at pre-intervention. Like question 10, personal 

preparatioa replies (e.g., "studying**, "be more responsible", and "get along with others") 

were still the most common type of responses (26 of82,32%). 

Question twelve: "What questions do you have about junior high?" and questioa 

tweaty-six: "Please use this space to make any other comments or ask any questions you 

have related to this questionnaire." (Appendix F). The last two open-ended items on the 

questionnaire allowed the students to ask questions and make comments about the 

questionnaire and their transition, hi these questions, the coding system involved 
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separate codes for no response (blank), "nothmgf', and for type of cpiestion asked by the 

student (Appendix G). Questiormaires with junior high-related questions posed in 

question 26 were included as part of question 12 for this analysis. 

Most left question 12 blank (Appendix F), but many replied "nothing^ (42 of 79 

replies, 53%). "Nothing" was most prevalent at post-intervention, making up 23 of the 

29 (80%) responses (see Table 14). Those who did respond to this question initially 

asked specific questions like "why do you have PE everyday?" and "will I be oferd fsicl 

or will something bad happen." At baseline measure, 75% (13 of 18) questions addressed 

specific situations, whereas 62% (8 of 13) of pre-intervention and 40% (2 of 5) of post-

intervention were specific in nature. A question was coded as general if specific classes 

or concerns were not stated (Appendix G). More general inquiries such as, "will it be 

easy" and "is it fiin? is it hard" were less common across the three measures (I I in 79, 

14%). The "it" in these questions is what allowed for the coding as general. 

Despite the information given in the consents, by the teachers, and by the 

researcher, one-third of the responding students (6 of 18 responses given) used the last 

item to ask "Why are we doing diis?" (question 26, Appendix F). Anodier third (6 of 18) 

replied with "nothing". The remaining third who responded to this item either had a 

question about jtmior high (2 of 18,11%; these were then coded with 12 above), had 

comments about questioiis on the questionnaire itself (1 of 18,6%; "What does 

extraciuricular mean?"), or had a message for the reader (3 of 18,17%; e.g., "I can't wait 

to go to junior high, next yean"). 
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Questions asked fauestioa 12) and anxiety. The percentage of questions posed 

about the junior high transition and experience by the sample from baseline to pre-

intervention to post-intervention did change (question 12, Appendix F). Of the 41 

questionnaires administered at baseline, eighteen (44%) contained junior high-related 

questions. At pre-intervention, thirteen questions were asked on 25 questionnaires 

(52%). The post-intervention admim'stration yielded six questions on 47 questionnaires 

(13%). These differences in questions over time were significant (X^ (2) = 15.05, £= 

.001). For this and the next analysis, responses of "nothing' and no replies (blank) were 

both considered non-questions. 

The relationship between a student's anxiety rank and whether or not they asked 

questions (questions 12, Appendix tO was also examined. The students were divided into 

thirds (high, moderate and low anxiety) for each admim'stration based on anxiety scores. 

For the sample, those in the top third of anxiety levels (more anxious) asked sixteen 

questions in 36 (44%) opportunities across time; the middle third asked fourteen in 39 

(36%); and the bottom third (least anxious) asked seven in 37 (19%). Chi-square 

analyses of the grouped percentiles for anxiety with whether or not a question was posed 

about jum'or high was not statistically sigmficant at any of the measurement times. These 

sample differences can be observed in Table 14 below. 
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Table 14 
Anxiety with question 12 crosstabulation 

Question type 
Anxiety Measurement Nothing Specific General Total 
level time questions 
Low Base 10 0 2 12 
anxiety Pre 4 4 0 8 

Post 10 I 0 11 
Total low 24 5 2 31 

Moderate Base I 8 I 10 
anxiety Pre 1 1 2 4 

Post 5 0 2 7 
Total mod 7 9 5 21 

High Base 3 5 2 10 
anxiety Pre 0 3 3 6 

Post 8 I 2 11 
Total high 11 9 7 27 

Total questions 42 23 14 67 
Note. Only those questionnaires with any responses for question 12 or a question in 
question 26 were included here. Blank answers were not included. 

Questions students asked in response to question twelve were coded as "nothing", 

"specific", or "general" (Appendix G). The low anxiety group had the highest percentage 

of "nothing" responses (24 of 31 low anxiety replies, 77%) and asked only one general 

question (3%; see Table 14). hi contrast, the high anxiety group answered "nothing' in 

11 of 27 (41%) and asked general questions seven times (26%), which was half (7 of 14) 

of die general questions posed by everyone. The type of question asked was related 

statistically to anxiety level over all times (differences between 'Total low", 'Total 

mod", and 'Total high" rows on question type from Table 14) (X' (4) = 13 J8, £[=.01). 

Types of questions students posed in question twelve (Appendix F) were analyzed 

by number of previous school transitions. Students who had attended only one 

elementary school (n=21) completed a total of forty-four questionnaires over the 
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measurement periods and asked a total of fourteen (32%) questions. Those who had 

transferred at least once during elementary school (n = 31) completed sixty-nine 

questionnaires and asked 23 (33%) questions. There were no differences at aay of the 

measurement times in the Chi-square calculations for the type of question with whether 

the student had ever transferred schools. The number of questions asked in question 12 

also did not differ in terms of whether they had ever transferred. 

Safety. Students used terms like "fights", "gangs", "drugs", "weapons", and 

"being picked on" to describe the safety fears they had. Safety issues were revealed in 

responses to questions about other students (question 4, Appendix F), what is least 

anticipated (question 7), a typical day (question 8), the main thing that will be 

remembered (quesu'on 9), and in questions from the students (question 12). Over the 

three measurement times, these five questions yielded a total of 533 responses from 

students and 32 (6%) of those involved safety concerns. 

Most of those concerns were apparent in the description of expectations from 

other students (question 4, Appendix F). There were ten reports of negative, high 

intensity expectations from other students ia the 113 questionnaires (9%). All ten reports 

were from seven students planning to attend the junior high to which the elementary 

transferred its students. All planned to get involved in at least one extracurricular activity 

in junior high (question 3). In reference to junior high anticipations, half reported that 

they looked most forward to sodal activities and, in what they least looked forward to, 

30% (3 of 10) reiterated their safety fears (questions 6 and 7). One of these students 

reported that a typical day for Junior high students involves "lots of homework and a 
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fighf' (question 8). None of these students indicated that they agreed or strongly agreed 

with the statements that jum'or high homework is like elementary school homework 

(question 18) or that Junior high will be as safe as elementary school (question 22, reverse 

worded and coded). 

Analysis of these ten cases on the other instruments reveals no differences 

between them and the other students. Unlike some other students, none of the ten 

students with higher safety concerns had an anxiety scale score of "2" which indicates 

"no" answer to all of the aruciety scale items and low anxiety. However, the mean for the 

ten high-safety-concemed students on the anxiety scale over the three measures (M = 

1.61) was not different from the other students (M = l.66,n= 102) in a t-test analysis 

(t(90) = .068, £ = .80). The attribution general scale and subscale scores also did not 

differ between the two groups. 

Activities. Another variable of interest was the number of activities in which the 

students intended to involve themselves. The number of activities reported in question 3 

on the transition questionnaire was used to assess the extent to which smdents planned 

junior high activity involvement (Appendix F). 

The total number of activities was correlated with the anxiety and attribution scale 

variables. The correlations were near zero at baseline and overall (r(40) = -.03 and r 

(104) = -.003), but positive at pre-intervention (r(22) = .44) and negative at post-

intervention (r (42) = -.11). Indicating that, in this sample, students who planned to get 

involved in more activities had less anxiety pre-intervention than their counterparts who 

had fewer extracurricular activities plaimed, but these positions shifted post-intervention. 
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However, the correlations between total activities reported in question 3, response to 

question 25 (Appendix F), and anxiety score for each of the measurement times and 

overall were not statistically significant. 

The relationships between the attribution scale scores and the number of activities 

(question 3, Appendix F) were also analyzed. These sample correlations were positive 

for the general scale» internal/external (success and failure), and success stable/unstable 

attribution subscales and negative for the failure stable/unstable subscales at the three 

measurement times and overall. In the sample, those with a more internal style and those 

with more unstable attributions generally plarmed to involve themselves in more 

activities than those with more external and stable attributions, although these 

relationships were not statistically significant. 

The number of activities was examined in terms of relationship with valence in 

the description of feelings about the transition (question 1, Appendix F). Correlations 

were positive at all measurement times and greatest at pre-intervention (r(22) = .43, £= 

.04), but not statistically significant by the .01 criterion set for these data. Students in the 

sample who reported higher number of activities also had mote positive words to 

describe their feelings about the transition. 



Noissnosia 
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The data on the Junior High Transition Questionnaire (Appendix F) revealed that 

the students who participated in this research were similar to students described in other 

studies of the transition to middle level school. They were both excited and nervous 

about the opportum'ties and changes the transition afforded them. The experiences that 

students anticipated with the greatest dread involved the difficulty level of the classes, 

finding classes, and an entirely new experience for most students - "dressing ouf' or 

changing for physical education. Most students also rated themselves as excited about 

and ready for the transition. 

Expectations about teachers, classes, and other students were generally positive, 

although those few students who had negative expectations generally had high-intensity 

fears about safety issues. The social scene was highly anticipated and expected to be 

most memorable for the students. To prepare for the jum'or high experience, late 

elementary students recommended and did examine their own approaches to school and 

meeting new people. 

Perhaps the most intriguing item in this research was question 12 ("What 

questions do you have about junior high?") on the Junior High Transition Questionnaire 

(Appendix F). Although many student questions in response could not be directly 

answered, their concerns deserve attention. Students queried about the difficulty of 

courses and the possibility of confiontations with other students, especially older 

students. The intervention these students attended did not include an orgam'zed forum for 

presenting these questions. 
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Hypotheses 

The research was designed and analyzed to address the set of hypotheses 

identified in the first chapter. Below, each hypothesis is repeated and the evidence that 

supports or feils to support the hypothesis is summarized, 

I. Students will be more concerned about safety issues today (older students, bullies, 

drugs, gangs, school shootings) than previous literature (before 1997) has 

reported. Earlier, pre-1997, research will be compared to research post-1997 and 

the data provided in this study. The year 1997 was chosen to demarcate the string 

of violent outbreaks that began with the February 19,1997 school shootings in 

Bethel, Alaska by Evan Ramsey during which two people were killed (Cawley, 

2001). 

The review of the literature revealed that academic research and popular media 

focused on less lethal safety issues in schools prior to 1997 than they have since. 

Students fighting and bullying each other remain the most common dangers in schools, 

but the awareness of violence potential has escalated in the past five years. 

Although only a small percentage (10%) of this sample's responses centered on 

safety concerns, students did show some like-mindedness in other responses. For the last 

items on the questionnaire, there was a pattern in questions that directly compared the 

elementary school experience to the junior high experience (questions 18 and 22, 

Appendix F). None of these safety-concemed students agreed that junior high homework 

or safety would similar to elementary school homework or safety. This suggests that 
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students who had identified their safety concerns viewed the new jimior high school as 

very different firom what they knew from elementary school. 

2. Differences among students' schools, classes/teachers, genders, ages, and 

ethm'cities will be minimal for attributions and anxiety levels. 

The evidence provided in the results section supports this hypothesis. Aside from 

mean attribution score differences between some of the classes, these students had very 

similar scores on the anxiety and attribution scales. One class had lower mean scores for 

general attribution and success internal/external attributions than two of the other classes. 

One consideration in this analysis is that the class with the lowest mean on these scales 

was represented by only four students. This class with fairly low participation rates also 

had significantly lower attribution scores than their peers in two other classes. The 

attributions of the non-participating students in this class caimot be determined here, but 

might have been interesting to discover. 

As expected, the differences between individuals within genders, ages, and 

ethnicities were generally larger than betweea the groups. Males scored similarly to 

females and eleven-year olds to twelve-year-olds on attributioa and anxiety measures. 

One consideration in the comparisons of ethm'cities was that the students created these 

ethnic categories themselves. The "Other" respondents may have been a mix of many 

more traditionally segregated groups (Italian/Scottish, Korean, African-American, and 

selMescribed "American"). This self- and research-determined blurring of ethnic 

distinctions, while interesting politically, might have led to nontraditional analyses of 

ethnic differences. 
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3. Students with higher anxiety levels will have both greater and fewer frequencies 

of responses to the transition questionnaire. The rationale fortius hypothesis is 

that students with more anxiety are in that state because they either have 

identified what stimulates their fears and have not yet dealt with those issues or 

have yet to contemplate (i.e., in dem'al of) the transition ahead. The former can 

outline the specifics of the transitional process, but have not yet resolved the 

anxieties on which they are focusing. The latter may be overwhelmed by the 

process and cannot or have not examined the issues they face. 

To explore this set of hypotheses, two analyses were performed. First, the 

association between whether a jumor high-related question was asked and anxiety level 

was explored (Table 14). Although not statistically significant, students in the lowest 

anxiety-level third took half as many opportunities to ask questions as did those in the 

highest third, based on percentages. 

To address the specificity of the questions asked, comparisons of the nature of the 

junior-high related questions were conducted. General questions included, "Will it be 

fiin?" and "What's jum'or high. like?", as opposed to specific questions like, "Will I get 

the classes I like?" and "Will I be offered drugs?". Of the seven questions asked by the 

low anxiety third, five (71%) were specific queries. In contrast, the highest anxiety third 

asked sixteen question, of which nine (56%) were specific. 

In this sample, the lower anxiety group was less likely to ask questions and those 

that they did ask were more specific than the highest anxiety third. This substantiated the 

idea that those with lower anxiety were more able to focus the uncertainties and identify 



their stressors. Cause and effect, however, were not obvious. Whether these students 

were less anxious because they were better able to articulate the questions or whether 

they were better able to explore and narrow their fears because they had less anxiety 

remained unknown from these data. 

4. Students will differ from baseline to pre- to post-intervention admim'strations on 

anxiety levels and transition perceptions in two ways. First, students will exhibit 

greater anxiety prior to the intervention (pre-intervention) than at baseline or after 

the intervention (post-intervention). This can be assessed using anxiety scale 

scores. Second, students will pose more questions on the transition questionnaire 

prior to the intervention (baseline and pre-intervention) than at post-intervention. 

The rationale for this hypothesis is based on the beUef that the proximity of the 

school transition event will trigger student concerns and questions. The 

intervention's intention is to alleviate fears and answer questions, so the number 

of questions posed at post-intervention should be fewer than at earlier 

opportunities. 

No statistical differences across times were discovered, but the sample did 

fluctuate from baseline to pre- to post-intervention. As hypothesized, students yielded 

scores related to greatest anxiety just prior to the intervention, with lower anxiety levels 

reported at baseline and post-intervention. The lowest scores at baseline may have been 

due to student dem'al or failure to deal with the upcommg transition six months before it 

actually occurred. 
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Also, the number of questions asked did change over these measurement times. 

The highest percentage of questionnaires withjumor-high related questions occurred at 

the pre-intervention (52%). Baseline had the second highest percentage (44%) of 

questions asked and post-intervention was the lowest (13%). 

While this hypothesis was supported for the sample, the nature of the relationship 

between anxiety and question-asking was not clarified. Based on the analyses described 

in the previous chapter, those in the top third of anxiety levels had the highest percentage 

of question-asking while the bottom third had the lowest percentage (see Table 14). 

Although the relationship between anxiety ranking and whether a question was asked was 

not statistically significant, the difference did exist for the sample and the type of 

question (specific or general) was also related to anxiety ranking. 

5. Attributions will affect students' anxieties during the transition. Since perceived 

control is an important aspect of personal efficacy, the lack of perceived control 

over the required school transition will affect student anxiety levels. Students 

with internal attributions will have different anxiety reactions thaa those with 

external attributions. 

This hypothesis was supported for the sample, but not for generalizations to a 

greater population. In the sample, students with more internal attributions for successes 

and failures were mote anxious at pre-interventioa than those with more external 

attributions. The more intemal-attributing students were less anxious at baseline and 

post-intervention than the more external-attributing students. Had the correlations not 

been both positive and negative across time, the relationship with attributions may not 



have been as interesting. These changes across time suggest that students with diSerent 

attributions reacted to the transition differently as the intervention approached and 

passed. 

The differences in scores between the internal and external attributions for this 

sample were small. The largest sample standard deviation was 10.81 on failure 

internal/external. On a scale of 0 to 100 with a sample size of 52, this is not a 

tremendous degree of dispersion of scores. With little variability in the sample, 

differentiating between attributions is challenging. 

6. Students who have had more school transitions will have lower anxiety levels and 

fewer questions about the middle level transition than those who have never 

transferred schools. These students have been through the experience and "know 

the ropes" better than students who have attended the same elementary school for 

their entire academic history. The school-transition experienced students have 

previously had to acclimate to new surroundings, learn to make new friends, and 

determine their roles in the new environment 

This hypothesis was not supported by the analyses. Correlations illustrated that 

students with more transition experience in the sample actually had higher anxiety levels 

at baseline and post-intervention measurements than did students with less transition 

experience. They also asked questions about the transition at the same rate as did 

students who had attended only one elementary school. 

This hypothesis was developed on the premise that students who previously had 

faced similar academic transitions would not be as curious about the transition when 
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facing it again. This belief might have been presumptuous on a few counts. One possible 
! 

! reason for the inaccuracy of this hypothesis was that the transition from elementary 

school to elementary school involves different circumstances than the transition from 

elementary to middle level school. The formats of elementary schools do not differ 

greatly - most involve grades kindergarten to fifth or sixth grade with single teacher 

classrooms that cover many acadenuc subjects, unlike most middle level schools. Also, 

moving from elementary to middle level school generally requires the incoming students 

to shift from being among the oldest to the youngest school attendants. Changing 

elementary schools does not usually involve a shift in this class status. 

Another problem with this hypothesis was that previous experience with and 

better understanding of transitions would not necessarily reduce the anxiety and questions 

related to the school transition (Ryman & Walker, 2001). Knowledge and skill with a 

task does not always equate with reduced anxiety. Students who have transitioned before 

obviously survived the experience, but they may revisit the previously encountered 

heightened anxiety. As described in the Ryman and Walker (2001) article, when 

elementary school students change schools a change in residences and/or parental divorce 

may be mvolved. So students facing another transition may experience the conditioned 

emotions of anxiety and uncertainty. 

Knowing what to expect also might have allowed transition-experienced students 

to better identify and articulate their concerns, whereas non-transition-experienced 

students failed to ask questions and identify anxiety. Students who know what to expect 
I 
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might have dealt with this transition experience earlier in. the process than students who 

had never transitioned in elementary schooL 

Table 15 
Summary of hypotheses support 

Hypothesis Supported by data 
Hypothesis I 
Safety differences overtime 

Supported 

Hypothesis 2 
No demographic differences 

Supported 

Hypothesis 3 
Anxiety and questions asked 

Not supported for population (yes for sample) 

Hypothesis 4 
Anxiety over time 

Not supported for population (yes for sample) 

Hypothesis 5 
Attributions with anxiety 

Not supported for population (yes for sample) 

Hypothesis 6 
Previous transitions and anxiety 

Not supported for either sample or population 

Although not initially established as a hypothesis, the relationships between the 

number of activities in which a student plarmed to engage themselves and other study 

variables were examined. As the data were being reviewed, the students who listed more 

activities for question 3 ["In which school activities do you think you will get involved 

(athletics, music, politics, clubs)?"; Appendix F] also seemed more enthusiastic about the 

transition, so this variable was analyzed. Both questions 3 and question 25 on the 

transition questionnaire related to extracurricular activity in jumor high. The other 

variables investigated were anxiety levels, attribution scores, and valence in description 

of feelings about the transition. 

Like many of the above stated hypotheses, the relationships between number of 

plaimed activities and other variables were not statistically significant for generalization. 
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However, in the sample, the correlation trend between number of planned activities and 

anxiety over time was similar to the correlation trend between internal attributions with 

anxiety over time. In other words, both those with more activities planned and those with 

internal attributions had scores related to higher anxiety than did the students with fewer 

previous transitions and students with more external attributions at pre-intervention. The 

students with more activities planned and internal attributions had lower scores than these 

same counterparts at baseline and post-intervention. The positive correlation between 

internal attribution scores and number of activities (r = .13, p=.43) indicates that those 

with more transitions were more likely to have more internal attributions, but the 

correlation was not significant. Those with more internal attributions were not always the 

same students as those who planned to be involved in more activities, but they showed 

similar changes in anxiety over time. 

Problems 

This research was not without problems. Perhaps the most obvious was the small 

sample size. Although the schools' principals committed themselves to this project, the 

teachers were not as cooperative in allowing their students to participate. Three of the 

eight teachers in the two schools either told the researcher that they would not participate 

or claimed that none of the consent forms had been retumed. Some of the possible 

explanations for the participation refusals include the issue that consent forms were made 

available less than a week before the research began. Another was that the findings of 

the research were not to be reported until after the school year and the topic and results 

had less bearing on the participants' personal situation by that time. Earlier and better 
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communications with not only the administration, but with the teachers and students 

directly tm'ght have prevented the low participation problem. 

Communications were a problem even with the students who did participate. Six 

of eighteen (33%) who responded to question 26 (Appendix F) asked, "Why are we doing 

this?" Some also approached the researcher or their teacher to inquire about the same 

matter. The purpose of the research was provided in the consent information, by the 

teachers prior to inception, and by the researcher with instrument adnumstration. Perhaps 

wording the purpose as, "for a school project" or in other, student-relatable terms, would 

have allowed better understanding for and cooperation of the student participants. 

The intervention process was changed (e.g., removal of the consultant and a 

question-and-answer session) after the research had started due to district financial 

constraints, so parts of the research (e.g., researcher involvement in and evaluation of the 

intervention) had to be abandoned at the last minute. There were no indications that this 

change affected collected data,^ but the loss of the evaluation resulted in less information 

about the transition experience. 

Cautions 

Sample size had already been mentioned in the previous chapter, but bears 

repeating. The size of the sample and nature of the sampling process were less than 

optimal. Of a 197 member sixth grade student population, 52 (26%) students completed 

questioimaires at least once during the research. The reasons fortius low "return" rate 

stenmied from many sources. One was the refusal to participate by teachers. The three 

teachers disallowed almost 65 students and their parents to decide whether they wanted to 
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take part in the research. Those classes in which the teachers did allow student 

participation also had generally low return rates. Both causes might have stemmed firom 

the last-minute requests to the teachers and students for participation. 

The Junior High Transition Questiomiaire was designed fay the researcher of the 

project and had no reliability or validity checks perfomied for general-purpose use. Since 

the main objective in this research was to describe the perceptions of this particular 

sample of late elementary students, a measure specifically designed to meet their needs 

and experience was created and implemented. These students were unique in that they 

would not have lockers at their junior high and that they attended an elementary school in 

one of the most rapidly growing towns in the state. To recogmze and address these 

issues, more established measures of transition would have been less acceptable. 

Other cautions involved the uniqueness of these sixth-grade students. First, they 

transferred to a jumor high, not a middle school. Although the transition from elementary 

to any type of middle level school has some shared characteristics (i.e., from one teacher 

to many, at early adolescence, to a new building), the experience must be viewed in 

context. These students were within a restricted age range of eleven to twelve years old, 

were in schools with a transition intervention program, and most lived near both the 

elementary and jtmtor high schools. The homogeneous nature of this sample makes 

generalization difficult, at best. To claim that their experiences and perceptions apply 

beyond the scope of this project would require careful scrutiny of the newly targeted 

group. 
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In the research, statistical significance for differences and relationships was rarely 

met This was due, in part, to the decision to adopt the conservative .01 alpha level that 

was explained in the preceding chapter (see Method chapter). Another likely reason for 

failure to find significance was the small sample size. For many of the analyses 

performed in this research, the calculated statistic would have been significant with a 

doubled sample size. A related concern mvolved interpretation of the data. Many 

nonsignificant results were described in the previous section as differences between and 

relationships among groups and variables in the sample. This did not imply that the 

differences existed beyond the sample. 

Analysis and interpretation of both quantitative and qualitative data can be tricky. 

Pre-adolescent sixth graders have variable comprehension levels and imprecise expressed 

language skills, so the intended meaning of the measures and the students' answers may 

have been lost. "Nothing" responses may have been sincere, or they may have been a 

stock response to lessen tedium with the multiple measures and instruments themselves. 

Suggestions for further research 

A follow-up study with former sixth grade students as they begin the jumor high 

experience might shed more light on the transition period. Much of the literature 

reviewed in this research did follow students through the intervention and into their first 

year of middle level school (see Arowosafe & Irvin, 1992; Eccles, et al., 1993; Barter, 

Whitesell & Kowalski, 1992). These research studies did not use the same set of 

variables or closely examine the safety worries of the transitioning student. 



Even research over the summer between elementary and middle level education 

could be telling. This design assessed students one day after the transition intervention 

occurred. The percentage of questions posed on this post-intervention measure (13%) 

was lower than the percentages asked on the baseline (44%) or pre-intervention (52%) 

questionnaires. This may have been an artifact of the time lapse between receiving 

information (intervenrion) and questionnaire admimstration. Students may not have had 

an opportunity to think through the information they had just been presented. With some 

time to consider all of the issues related to the transition, the students might have been 

able to better identify and formulate questions and concerns. 

Other variables that might af!ect the transition to nuddle level education deserve 

some attention. Variables such as body image, physical development (delayed, average, 

and accelerated), family situations (single-and two-parent families), presence of older 

siblings, birth order, and perceptions of and feelinp about elementary school might tend 

themselves to better understanding of the transition experience. As mentioned above, 

these variables in concert with the variables presented in this and other research could 

shed light on what the transitionmg student thinks and feels and give educators and 

parents a handle on how to ease the concerns of elementary and middle level students. 

These problems facing students in school transitions are not new. Over twenty 

years ago, when students moved from primary to secondary education, researchers were 

investigating the expectations and attitudes of these transitioning students and finding 

difficulties with discipline and schoolworfc (Cotterell, 1979; Stelle & Wallace, 1979). 

The "new'* middle school format was offered as a possible solution for reducing student 
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turmoil (Stelle & Wallace, 1979). Other researchers suggested that teacher collaborations 

would be invaluable in all aspects of any educational action research process (Tikunoff & 

Ward, 1979). Despite the recognition of such issues over two decades ago, there is still 

no standard or generally accepted program to designed assist students transitioning to 

middle level education. 

Based on the findings of this research, people who work with transitioning 

students should help the students recogmze the similarities between what they are doing 

now and what they will be doing after the transition. For the middle school transition, 

recognition that these students will be in classes with students they know now and 

students who had been a year ahead of them all through schooling might help lessen the 

anxiety these students experience. Reassurance that the concerns students have are 

shared with the students around them and were present when previous classes made the 

change to middle level school might also ease the transition. Transitioning students need 

contacts with peers, educators, parents, and experienced middle level school students who 

can honestly describe, assess, and answer the events surrounding the transition. 
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STUDENT CONSENT FORM 
Junior High Transition Research Questionnaires 

As a sixth, soon-to-be-seventh grader, your ideas about what you expect and what 
questions you have about junior high are important for setting up programs to help other 
students who are and will be in your position. 

Students in your class who return this form signed by them and the signed forms from 
their parents will be given some questionnaires to fill out. These questionnaires have no 
right or wrong answers, but require only honest answers. You do not need to answer any 
questions or fill out any forms with which you are uncomfortable and you have the right 
to stop participating without penalty. Please ask questions about the forms at any time. 

These questiomiaires and your participation will not change your grade in your class. 
You will be helping research and future sixth graders by doing this. 

All of the forms you fill out will be kept confidential and reviewed only by the 
researcher- no teachers, parents, or other students will have access to your answers. Your 
name will not be on any of the questionnaires. Just on an information sheet. 

If you agree to participate tn filling out the questionnaires with your class, please print 
and sign your name below and write today's date. 

Student's PRINTED name Signature Date 

Investigator's Signature Date 
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PARENTAL CONSENT FORM 
Junior High Transition Research Questionnaires 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE 
THAT I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND OF 
HOW MY CHILD WILL PARTICIPATE IN IT, IF I CONSENT FOR HIM/HER TO 
DO SO. SIGNING THIS FORM WILL INDICATE THAT I HAVE BEEN SO 
INFORMED AND THAT I GIVE MY CONSENT FOR HIM/HER. FEDERAL 
REGULATIONS REQUIRE WRITTEN INFORMED CONSENT PRIOR TO 
PARTICIPATION IN THIS RESEARCH STUDY SO THAT I CAN KNOW THE 
NATURE AND RISKS OF MY CHILD'S PARTICIPATION AND CAN DECIDE FOR 
HIM/HER TO PARTICIPATE OR NOT PARTICIPATE IN A FREE AND INFORMED 
MANNER. 

PURPOSE 
My child is being invited to participate voluntarily in the above-titled research project. 
The purpose of this project is to examine the needs and questions of sLxth grade students 
as they prepare to enter juiuor high. 

SELECTION CRITERIA 
My child is being invited to partidpate because he/she is a sixth grade student in the 
Gilbert Public School District. Approximately 200 subjects will be enrolled in this study. 

PROCEDURE 
If I agree to allow my child to participate, I will be asked to consent to the following for 
my child: The sixth grade students will fill out their own written consent to participate 
and fill out an information sheet that asks about age, ethnicity, the number of elementary 
schools they have attended, and the name of junior high they plaa to attend. The students 
will also be asked to fill out three questionnaires. One of the questionnaires has questions 
regarding their transition to junior high, another about general anxiety, and the third 
about what motivates them (attributions). All of these will take about one hour to fim'sh 
and will be completed in the students' classrooms. The students will be asked to fill out 
the consent and information forms and all three questionnaires in late February or early 
March and then just the transition and anxiety questionnaires once or twice more later 
this semester. These second and third administrations should take about 30 minutes each 
to complete. 

S tudents will be reminded that they can stop answering questions or skip any questions at 
any time without affecting their grade or causing any problems. Any student who does 
not return this form and does not sign the student consent form will not be allowed to 
partidpate. 
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RISKS 
There are no known risks to this research. My chfld has the right to not participate and to 
not respond to any forms or questions at any time in the research without penalty. 

BENEFITS 
There are no direct benefits for my child for participating. However, students can explore 
their questions about junior high and future programs designed for this transition may be 
able to address the needs and questions that my child and his/her classmates provide. 

CONFIDENTIAUTY 
Ail of the students' responses will be kept confidential. Only the researchers will have 
access to the questionnaires, consent forms, and information sheet. The questionnaires 
will not have names on them, only randomly assigned code numbers. Information in the 
final report will include no names or identifying information. Data will be reported as 
numbers (statistics) and in general terms. 

PARTICIPATION COSTS AND SUBJECT COMPENSATION 
There is no cost to me or my child for their participation except for his/her time. Neither 
my child nor I will receive compensation for participation. 

CONTACTS 
I can obtain fiirther information from the principal investigator Heidi Burross, Ph.D. 
Candidate, at (520) 621-7828. If I have questions concerning my rights as a research 
subject, I may call the Human Subjects Committee office at (520) 626-6721. 

AUTHORIZATION 
BEFORE GIVING MY CONSENT FOR MY CHILD BY SIGNING THIS FORM, THE 
METHODS, INCONVENIENCES, RISKS, AND BENEFITS HAVE BEEN 
EXPLAINED TO ME AND MY QUESTIONS HAVE BEEN ANSWERED. I MAY 
ASK QUESTIONS AT ANY TIME AND MY CHILD IS FREE TO WITHDRAW 
FROM THE PROJECT AT ANY TIME WITHOUT CAUSING BAD FEELINGS. MY 
CHILD'S PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAINED. NEW 
INFORMATION DEVELOPED DURING THE COURSE OF THIS STUDY WHICH 
MAY AFFECT MY WILLINGNESS TO ALLOW MY CHILD TO CONTINUE IN 
THIS RESEARCH PROJECT WILL BE GIVEN TO MB AS IT BECOMES 
AVAILABLE. THIS CONSENT FORM WILL BE FILED IN AN AREA 
DESIGNATED BY THE HUMAN SUBJECTS COMMTTTEE WITH ACCESS 
RESTRICTED TO THE PRINCIPAL INVESTIGATOR, HEIDI BURROSS, OR 
AUTHORIZED REPRESENTATIVE OF THE EDUCATIONAL PSYCHOLOGY 
DEPARTMENT. 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. 
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Sixth grade student's Printed Name Parent/Legal Guardian Printed Name 

Parent/Legal Guardian Signature Date 

INVESTIGATOR'S AFFIDAVIT 
I have carefully explained to the parent/legal guardian of 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 involved in 
his/her child's participation and his/her signature is legally valid. A medical problem or 
language or educational barrier has not precluded this understanding. 

Signature of Investigator 
1/2000 

Date 
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Partidpant infoimatioa sheet 

The information below is to better understand who you are. Please answer honestly. 

Your name: 

Participant number/E) (from handouts): 

Teacher's name: 

Your age: Yourgenden F M 

What is your ethnicity/race? 

How many elementary schools have you attended (including this one)? 

Whatjumor high will you be attending? 
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Participant number: 

Locus of Control and Attribution Style Inventory 
By Ilona Jerabek 

Instructions V 

Read carefully every statement and indicate how often you 
feel that way, to what degree you endorse the statement or 
how much it applies to you. [n order for the test to be 
valid, all the questions must be answered. 
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I. Heredity (how you are at birth) determines most of who 
a person is. 

2. Chance has nothing to do with being successful. 
3. Whatever plans you make, there is always something 

that will mess them up. 
4. Being at the right place, at the right time is essential for 

getting what you want in life. 
5. Intelligence carmot be increased or decreased. 
6. If I am successful, it's because the task was easy. 
7. You carmot change what will happen to you. 
8. School success is mostly a result of one's socio

economic background. 
9. People are lonely because they don't get the chance to 

meet new people. 
10. If you set realistic goals, you can succeed no matter 

what. 
11. Bad or good luck can really follow you around. 
12. Many people lead miserable lives because of their 
parents. 
13.1 fail an assignment because I didn't try hard enough. 
14. How you behave, and who you ate, are most important 

when being with other people. 
15. Someone is a happy-go-lucky person because he/she 

has had an easy life. 
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16. If I study hard enough, I can succeed on any exam. 
17. Many bad things in one's life happen Just because of bad 

luck. 
18. People get good grades just because their teachers like 

them. 
19. A person is responsible for her/his own actions, good or 

bad. 
20. Someone who is unpopular as a kid stays that way as an 

adult. 
21, People with difficult childhoods can overcome those 

problems in their behavior, thinking and feelings. 
22.1 can complain about politics, but that's about all I can 

do. 
23. People fail on assignments because the situation works 

against them. 
24. One can get better jobs or rewards just by being around 

at the right time. 
25. One can fail at something just because she/he is having a 

bad day. 
26.1 succeed at work/school because I am capable, 

intelligent or skilled. 
27. People get hurt because they don't pay enough attention. 
28. A person can change who they are and their behavior 

patterns. 
29. Being in a good mood makes it easier to be liked by 

others. 
30. People get the rewards and pum'shments they deserve. 
31. A person cannot rise above his/her background. 
32. Crime and violence can be gotten rid of if people set 

their mind to it. 
33. Sudden bursts of emotional or spiritual energy can push 

you huge steps ahead. 
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Copyright Plumeus Inc. 1997 
This form may be photocopied for teaching, research or non-profit purposes (max 200 
copies), as long as the user registers at http:/Avww.queendom.com/stats.htmL The 
inventory may be scored on-line free of charge at http:/Amw.queendom.comAc.html, 
To obtain license to use the inventory for other than the above-mentioned purposes, 
contact Plumeus Inc. at 514-341-0500. 

(Note. This information was included as a footnote on the students' copies of this 
inventory, but because of space constraints, it could not be on this copy. Also, the 
column widths for the response categories were equal on the students' copies.) 
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Participant number 

What I Think and Feel 

Read each statement carefully. Put a circle around the word "yes " if you think it is true 
about you. Put a circle around the word "no " if you think it is not true. Please 
remember that all of your responses will be kept confidential to be reviewed only by the 
researchers. Any information later shared with others will have no names or 
identification on it and will be part of the final report. 

L I have trouble making up my mind. Yes No 

2. I get nervous when things do not go the right way for me. Yes No 

3. Others seem to do things easier than [ can. Yes No 

4. I like everyone I know. Yes No 

5. Often I have trouble getting my breath. Yes No 

6. I worry a lot of the time. Yes No 

7. I am afraid of a lot of things. Yes No 

S. I am always kind. Yes No 

9. [ get mad easily. Yes No 

10. I worry about what my teacher will say to me. Yes No 

IL I feel that others do not like the way [ do things. Yes No 

12. I always have good manners. Yes No 

13. It is hard for me to get to sleep at night. Yes No 

14. I worry about what other people think about me. Yes No 

15. 1 feel alone even when there are people with me. Yes No 

16. I am always good. Yes No 



17. Often I feel sick in my stomach. Yes No 

18. My feelings get hurt easily. Yes No 

19. My hands feel sweaty. Yes No 

20. 1 am always nice to everyone. Yes No 

21. I am tired a lot. Yes No 

22. I worry about what is going to happen. Yes No 

23. Other children ate happier than 1. Yes No 

24. 1 tell the truth every single time. Yes No 

25. 1 have bad dreams. Yes No 

26. My feelings get hurt easily when 1 am fussed at. Yes No 

27. I feel someone will tell me 1 do things the wrong way. Yes No 

28. I never get angry. Yes No 

29. 1 wake up scared some of the time. Yes No 

30. 1 worry when I go to bed at night. Yes No 

31. It is hard for me to keep my mind on my schoolwork. Yes No 

32. I never say things I shouldn't. Yes No 

33. I wiggle in my seat a lot. Yes No 

34. 1 am nervous. Yes No 

35. A. lot of people are against me. Yes No 

36. 1 never lie. Yes No 

37. 1 often worry about something bad happening to me. Yes No 
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Participant number 

Junior High Transition Questionnaire 

Please remember that all of your responses will be kept confidential to be reviewed only 
by the researchers. Any information later shared with others will have no names or 
identification on it and will be part ofthe final report. You do not need to answer any 
questions with which you are uncomfortable. Please fell free to ask questions at any time 
and be honest in your answers. 

I. If you could describe how you feel about going to juruor high in one word, what is 
that word? 

1. How will junior high be different from elementary school? 

3. In which school activities do you think you will get involved (athletics, music, 
poUtics, clubs)? 

4. What do you expect from other students in jumor high? 

5. What do you expect from classes and teachers in junior high? 

6. What do you MOST look forward to in junior high? 

7. What do you LEAST look forward to in jum'or high? 
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8. What do you think happens in a typical day for a junior high student? 

9. What do you think will be the main thing you remember about junior high? 

10. What does a sixth grader need to know or do to be ready for jum'or high? 

11. What have you done to prepare for junior high? 

12. What questions do you have about junior high? 

13. Please read through the following list of activities related to jum'or high. For the 
one that makes you the most nervous, please write a' 10' in the space next to it. For the 
one that makes you the second most nervous, place a '9' in the space. Do this for each of 
the activities down to the number T. 

Getting to school 
Dressing out for P.E. 
Walking between classes 
Having a new teacher for each class 
Going to school with older kids 
Meeting new people 
Class assignments 
Class tests 
Knowing where to be at certain times 
Eating lunch 
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Instructions 

Carefully read every statement and put an X in the box on 
the right for the category that best describes how much 
you agree with that statement for yourself 
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14. Compared to other sixth graders I know, I am ready 
for jumor high. 

15. Changing teachers for each subject makes me 
nervous. 

16. I look forward to meeting new people in jumor high. 

17. Carrying my books around will NOT be a problem 
forme. 

18. Homework in junior high is a lot like homework I am 
used to from elementary school. 

19. [ fear that I will get lost on the jumor high campus. 

20. I worry about being with the older students. 

21.1 think [ will fit in with other jumor high students. 

22. Jumor high will NOT be as safe for me as elementary 
school. 

23. I will enjoy junior high. 

24. I am excited about having a different teacher for each 
subject. 

25. I plan to get involved with extracurricular school 
activities. 

26. Please use this space to make any other comments or ask any questions you have 
related to this questionnaire. 

Thank youl 
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Codebook for qualitative data 
(questions 1-12,26 on transition questionnaire) 

Qi If you could describe how you feel about going to junior high in one 
word, what is that word? 

1 
(valence) 

0 Nothing 

I Negative (nervous, worried, anxious, freaked) 
2 Mixed (weird, funny, incomprehensible) 
3 Neutral (OK, same) 
4 Positive (fine, excited, happy, great, comfortable, cool, proud) 
5 CR 

2 
(intensity) 

0 NA 

I Low (OK, fine, same, comfortable) 
2 Moderate (cool, sweet, older, good, fiinny, weird, fun, harder) 
3 High (happy, freaked, excited, nervous, anxious, incomprehensible, 

succeed) 
4 CR 

Q2 How will fumor high be different from elementary school? 
3 (who) 0 Nothing 

1 No one mentioned 
2 Family (no younger brothers) 
3 Admim'strators (principal) 
4 Teachers (more of, different) 
5 Students, people (older children) 
6 Teachers and students (both mentioned) 
7 Peers (friends) 
8 Self 
9 CR 

4 (what) 0 NA 
1 None mentioned 
2 Food (soda) 
3 Lunch 
4 Recess (lack of) 
5 Classes (number of, changing) 
6 Time (shorter days) 
7 Homework 
8 General difficulty (it will be harder, easier) 
9 CR (new school) 
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5 (valence) 0 NA 
I Negative (harder, meaa kids) 
2 Mixed (harder and easier) 
3 Neutral (changing classes) 
4 Positive (opportunities, better, easier, respect) 
5 CR 

Q3 In which s 
politics, c 

chool activities do you think you will get involved (athletics, music, 
ubs)? 

6 #of Total activities (O=nothing, none, don't know) 
7 #of Academics (honors, foreign language) 
8 #of Athletics (cheerleading) 
9 #of Clubs (yearbook, newspaper) 
10 #of Music (band, strings) 
11 #of Politics (student council) 
12 #of Other 

Q4 What do you expect from other students in junior high? 
13 (valence) 0 Nothing 

1 Negative (mean, rude) 
2 Mixed (some mean, some m'ce) 
3 Neutral (some kids changed) 
4 Positive (respect, mature, mce, same as me, friends) 
5 CR 

14 (intensity) 0 NA 
I Low (same as now, just like me) 
2 Moderate (good people & bad people, achieve goals, respect, 

friends) 
3 High (mean, tough, offered drugs,) 
4 CR 

05 What do you expect from classes and teachers in junior high? 
15 (reference) 0 Nothing 

I Classes 
2 Teachers 
3 Both classes and teachers (harder) 
4 CR 
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16 (valence) 0 NA 
I Negative (harder, more homework, strict) 
2 Mixed (strict and fun) 
3 Neutral (challenge, teach and learn) 
4 Positive (cool, help, nice, fun) 
5 CR 

17 (intensity) 0 NA 
I Low (same) 
2 Moderate (harder, helpful, kind, strict) 
3 High (mean, pile on homework) 
4 CR 

06 Whatc 0 vou MOST look forward to in junior high? 
18 (specific) 0 Nothing 

I Specific (football, soda, PE) 
2 General (classes, friends, teachers) 
3 Both specific and general 
4 CR 

19 (reference) 0 NA 
1 Food (soda) 
2 Lunch 
3 Other students (people, friends) 
4 Social (dances, new friends) 
5 Activities Oazz band, sports) 
6 Teachers 
7 Classes 
8 Self (learning, growing, responsibilities) 
9 CR 

Q7 Whatc 0 vou LEAST look forward to in junior high? 
20 (specific) 0 Nothing 

I Specific (mean 8"* graders) 
2 General (classes, friends, teachers) 
3 Both specific and general 
4 CR 
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21 (reference) 0 NA 
I Food 
2 Lunch 
3 Safety (gangs, fights, drugs) 
4 Self-trouble (detention, 9' hour) 
5 Other students (people, 8"^ graders) 
6 Social (no friends) 
7 Activities Q'azz band, sports) 
S Teachers 
9 Classes 
10 Homework (work) 
11 Self (older, responsibilities) 
12 CR(wake up earlier) 

Q8 What do you think happens in a typical day for a junior high student? 
22 #of Total activities (O=nothing, none, don't know) 
23 #of Classes (school) 
24 #^of Extracurricular 
25 #of Fights, detention, 9'" hour 
26 #of Lunch 
27 #of Home/family 
28 #of Homework (work) 
29 #of Other students 
30 #of Same routine 
31 #of Teachers 
32 #of Other (have fun, a good day) 

Q9 What do you think will be the main thing you remember about junior 
high? 

33 (specific) 0 Nothing 
I Specific (football, soda, PE) 
2 General (classes, friends, teachers) 
3 Both 
4 CR 
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34 (reference) 0 NA 
I Food (soda) 
2 Lunch 
3 Other students (people, friends) 
4 Social (dances, new friends) 
5 Activities O'azz band, sports) 
6 Teachers 
7 Classes N. 

8 Self (learning, growing) 
9 CR 

QIC What does a sixth grader need to know or do to be ready for junior high? 
35 0 Nothing 

I Teacher future 
2 Teacher/class now 
3 Classes (locations, be harder) 
4 Specific academics 
5 Relations with other students (how to get along, talk to people) 
6 Self (responsibility, be orgamzed, smart, health, study) 
7 Visit campus 
8 CR (carry everything around) 

Q l l  What have you done to prepare for jumor high? 
36 (with 35) 0 Nothing 

I Same as 35 
2 Different from 35 (too if 35 blank) 
3 CR 

37 0 NA 
I Teacher fiiture 
2 Teacher/class now 
3 Classes (locations, be harder) 
4 Specific academics 
5 Relations with other students (how to get along, talk to 

people) 
6 Self (responsibility, be orgamzed, smart, health, study) 
7 Visit campus 
8 CR 



131 

012 Wha t questions do you have about junior high? 
38 (specific) 0 Nothing 

I Specific (will I get the classes I want?) 
2 General (will it be hard?) 
3 Both 
4 CR 

39 (reference) 0 NA 
I Time 
2 Teachers 
3 Classes 
4 Homework 
5 Other students 
6 PE, dressing out 
7 Sdf(waiIbeok?) 
8 CR (general- will it be fun?) 

40 (valence) 0 NA 
I Negative (is it harder? offered drugs? How much 

homework?) 
2 Mixed 0 
3 Neutral (what's it like?) 
4 Positive (what teachers are fun, is it easy) 
5 CR 

Q26 Please use this space to make any other comments or ask any questions you have 
related to this questionnaire. 

41 0 Nothing 
I Related to Junior high (code in 12 if nothing there) 
2 Related to the questionnaire questions 
3 Why domg this questionnaire? 
4 Message to reader/researcher 
5 CR 
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