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ABSTRACT

a
¢

Increasingly in recent years attention has been directed to stress
in students and the effects it has on their lives. Research indicates

a need for pursuing the sources of stress as perceived by the students

' x>

themselves within ‘the cultural context;bf‘the scliool environment.

The primary ngpoéevof this study was to describe sources of
stress among elementary school stﬁdents in the classroom and on the
pl;ygrouﬁd. Twenty-one étudenﬁs in a céﬁbiﬂed grade 5 and 6 Tassroom
were the subjects of this observational study which‘took place over a
perioq of two months. The researcher was both administrator and
teacher.in the setting.
In order to discover énd portray the sources of stress as
' perceived by the students in this setting ethnographic research
techniques of participant observation, journal w%iting and structured
and unstructured interviews were used for the purpose of data
c$llection.v Qualitative methods of data analysis were used while
data collection was going on and after data collection was complete.
Stress was conceptualized as the response of the body to a need;
needs which were not met became sources of stress. The sources of
ﬁhe stressful experiences which emerged from the dgta collected
dgriug the observation period were reported in thirteen categories:
Physical Activiéy, A Healthy Body,.Friends, Family, Expectations,
" Communication, Evalﬁation, Responsibility, Self—Contfol, A Sense of
Order, Sexual Tdentity, A PositiQe Self—Imagé and Changing Schools.

Generous portions of the written material from student journals and

spoken responses from student interviews and field notes were used.

iv



Researcher interpretation, analvsis and explanation comprise the
p ‘

descriptive element of the thesis. The findings of the studv are
capsulized in summary statements which cqnelude each cateporyv.
? ) .
The observations of this studv reveal that sources of stress
. N - i

are’gany and varied. As stress is relative to needs, almost anvthine

at all can become a source of stress. The school provided a cultural

environment in which an abundance of potefitially stressful experiences

existed. These experiences appeared constantly and were highly

personalized and complex for the students withgh the school setting.
Communication of stress experiences to trusted and/or informed

individuals helped to alleviate the stress for the students. Students

“
~f

themselves were cépable‘of developing the skills necessary to

alleviate excessive stress in their lives.

H

Comparisons of the findings Qf ﬁhis study with the findings in
related studies cited in the literature and research chapter are.
drawn. Reflections on the methodology are included. Finally,
implications for educational practice and recommendations er_furthe;

o L)

research conclude the thesis.
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fhctoeasine o o recent ears st tentben e been irected e e
}
Ctors within the wchool covironment wihiich dmpiie npon the Dm0
. . 0 . . *

Phe ot nt s withon that wetoing. Pablications wrstten darins thls
i b oo hiat vt pred holopist o, connnelora, protessors
calucators and parents address the nrpent newvd for preater awareness o
Phe nature of stress in children and ltg effects on rhem, *

For approximiatelvy six or seven vears in one of the tormative
Stapes of Tite, cloment ary school stndent s cxperience stress in the
more revalated ettt ot the clssroon and the teess reenbated settiog

ot the plavercund.  Stadents cEperivnee SUresg with freguencsoand
- ) |
intonsity unigue fo their own experienves, he manper in which they
nercelve and manage stressoat this level will influence betfavier,
attitudes and percentions as they progress throughout their stadenot
cears oand into adult lite.
-

Siynifivunvu of the Studv

This studv describes stress as it is experienced by wrade 5 oand ho
students in their natural school environment, Identification of the
unique characteristics of stress in this setting mav be the initial
step towards awareness, understanding and control of the negative
effects of excessive stress. Personnel within the organization are
charged with assisting students in developing means of coping with

stress. Therefore, the findings should be of use to administrators,



n A

M " - ) ‘ . 3 . - M B .
counselors, teachers and, in other words, all significant adults within
. @ -’

3 + . N “
- the school setting who have some degree of influence over the organiza-—

‘
Al » ;

- ¢
tional and interpersonal expgriences of the students. The findings

should also be of -use' to the students themselves in"helping them;.

L]
control the effects of. 6tress in their lives. . iy

The design of the Study Whlch uses students as both subjects\

'

and respondents should enhance the knowledge of doing ethnographic
" research with children. In addltlon the design of the study in which

the researcher is administrator and teacher in the setting should
-provide an 1n31ght into the intricacies of performlng these roles.
The ‘"rich data' and "'thick descrlptlon requ1red of ethnographlc

techniques should prov1de an adequate picture of the complex1t1es of

the culture of ghe'q}assroom and.playground.

)
2

Statement of the Problem’ '

_Elkind (1981:23-93) claims that the media, schools and parents
are sources of ever—incteasﬁﬁg stress experienced by today's youth.
. AEcprding'to Parrot (1982:22)

the rising-incidence of alcohol and drug addiction, suicides,
~vandalism, Juvenlle dellnquenCy and general apathy among
- youth is threatening to tear our social fabric apart at the

seams. ' - , : : ‘ ———

Kuczen (1982:145) reports that ”depre551on is widespread among teen-

agers and "’ has been reported in children as young ds six years old."

Su1c1de may result from depression whlch is 1eft untreated. Miller
(1982:115) states that "while su1c1de ranks tenth among .the 1ead1ng

caused of death of America's general populatlon it ranks second among
young people.” 'In addition, Youngs (1981:97) reports that -recent data

.

2
¥



indicate a significang‘increase in student deaths from sttesgérelated

/

cardiovascular diseases and cancer. Other stress-related diseases

reported by Pelletier are (1977:7): hypertension, migraine headaches,

. /
arthritis, bronchitis, asthma and allergies. - e

L
Y
Students who are highly stressed in school flnd it difficult to

m

concentrate. Saunders (l98& 30) claims that chlldren who™ do not

/
/

handle stress well are preoccupled noncommunicatiVe, uncooperatlve,

isolated and frequently sick. They are lonely, dependent -frightened,
v /

worrled and unable to seek the resources of others for company
Saunders adds that these children keep thelr feellngs 1n31de and are
defen51ve and easily angered They are generally negative in attltude.

From the examination of the phys1olog1ca1 and psychologlcal effects of
" stress on children, it appears that excessiye stress is taking its

\

toll. ,
Although it is not posSible or even desirable to avoid all stress,

/
/

it may be possible to control or, at least minimize the damaging

phy51olog1cal and psych loglcal effects of excessive or prolonged

/ :
stress.  Adults .and other students may help in this regard provided

/

more 1s known abonﬁ stress as it 1is perceived bv students in the
B ’ / ’ . . v ¢
school setting.s;

The central problem in this study was to describe stress as it
is‘expetienced by students in a grade 5 and 6 classroom within'the
elementaty schooi environment ntilizing ethnegraphic research.techf
niques.:*The research was guided by the following questions:

1. What sources of stress can be identified within the elementary

school environment?

‘ b . % Kd



2. How does the student articulate exg‘riemtes which are

stressful?
. - 3. What degree of control do students exhibit over the stress
\ _
in Ehei; environment?
’ : \

The questions were not formalized in that they required explicit

answers from the researcher's observations. Rather, the questions

“srated here and those that developed during the observation period

were used to orient the analysis and interpretation of the data.

"Delimitations

1. Subjects o0f this study were twentv-one students in an. urhan

elementary classrdbm,5gsix of the students were in grade 5 and fifteen
. o V (- 4‘ . ok . .
of the students.weré in .grade 6 in this combined grade classroom.

vy ~

2. ‘Althngﬁ éﬁhnographib,studiés usually depend upon an obgérver

. N

2

who‘beéomé§xinvéivéq in(é specific cultural environment éver a.long
period of tiﬁét(Saﬁday; l979:5Z7), thié study extended over a neriaod
of two months;E‘Inténéive classroom cbservation and journal writing
took place on twenty-two school davs in Mav; séructured student inter-

views took place in Juyne.
T~

*Limitations

1. Effects of the participant observer, who was also the adminis—
trator and .teacher in this case, upon the behavior of the resporidents

mav. have influenced the findings.

2. Oualitative measures may be viewed as biased. Therefore,

-

triangulation of data collection techniqﬁés was used as a check of

observer accuracv.. Several "kev informants" were used to check on,

the validity of the data analysis.



Assumptions
1. It wasvassumed that the students involved as subjects were
open and honest in the informétion that thev supplied.
2. 1t was also assumed tﬁaﬁ the researcher interpreted, analvyzed,

explained and described the information with accuracy. and objectivity.

Org@nization‘of the Thesis

The study of stress in grade 5 and 6 students is organized "into
five chapters. Chapter One involves the sighificance of the study,
statemen; of the ﬁ:oblem, delimitétions, limitations and assumptions
of the study; and the organization of the thesis.

Chapter Tﬁo focuses on a reviéﬁ of the related literature and'!
research in the following areas: the culture aﬁfchildren in general
and students in particular; and gthnographic methods of:observation

.. i |
in educational research. 1In aﬁdition, stress in children and stress

!

in‘students'af schéol,are disCﬁssed.

‘.In Chapter Three the design of the study is outlined and the
field testing of the research methodology 1is explained. Participant
observation is examined under the ﬁollowing headings: entering the
field, maintaining rapport and the role of - the participaﬁt observer.
In a&dition, collection and analvsis of the data are discussed and
ethical considerations are presented.

Chapter Four describes the experiences from which stress originates
as revealed by students invgradeé 5 and 6. The description is enhanced
by exﬁlanation‘?nd analysié of the data collected bv participant

observation, structured and unstructured interview and journal writing

techniques. Organization.of the data is presented in categories. The °



i

summary statements of each category represent the findings of the
T

study. :
Chapter Five contains the observations based on the findings,
the comparisons of the related literature and research and reflections

on the methodology. Implications for educational practice and for

further research conclude the thesis.

O
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CHAPTER "THO sz

Review of Related Litergture and Research

This chapter presents the concept of the culture of childhood,
generallv, and the culture of childhood in the smaller social worid
of the plassroom, specifically. Educaﬁors, in the rvoles of adm;nis—
trator .or teacher, are Seen as being well suite& both to understand
and to articulate tﬁé meaning of the social context from the child's
point of view. An ethnographic approach is viewed as an appropriate
vehicle with which to interpret and describe this meaning. Stress
provides the focus for this look at the child's wav of viewing the

world; the school provides the setting..

The Culture of Childhood

Spradlev and McCurdy‘(l972:8,9) state that éhildren in everv
society are taught to 'see' the world in a particular way. Through
a long process of socialization they.learﬁ to organize their per-
ceptions, concepts and behaviors into a ''theorv of the world." This

! i

theorv is then used to organize their own behavior, to anpici&nte
avEoT, Lo Al A

t "‘ & - » . - » ] . :
the behavi¢r of others and to make sense out'-of the wq;ldwﬁhﬂﬂbﬁah

they live.

-

Anthropologist and psychologist Marv Goodman is credited with

3

drawing 4dttention to the culture of childhood through her cross—

cultural/ studies which emphasize ''what children see as theyv observe

the wor/lld in which they find themselves.' ‘She encourages the dis-

covering of the 'child's eye view" for, she states, many adults



: . R A
suf fer from the inability (1970:3)
to appreciate the extent of a child's perception, his ability

to understand interpersonal relations, and his abilitv to
cope with frustrations, tensions, and troubles.

She continués that a child's percéptions, understandings and abilities
to handle emotions and problems are likely to differ both aualitatively
and quantitativelyv from those of an adult. .

Subsequent studies by Sitton and Mehaffv (1978:521-525) present
the idea of the child's culture of the classroom and sav that bv
studyiﬁg that culture through child's eves teache;s and administrators
can better undérstandjﬁhe behaQiors and reactions of the voung with
whom thev’ come in bongaétl Tﬁey encourage a belief in the culture
itself'(1978:525%5

.béhind whét seéms to be chaotic and formless behavior there

is almost alwavs a pattern, a method behind the seeming

madness, a complex structure of cultural knowledge in the

minds of the actors in the setting, which guides their

behavior. . ’

Educator John Holt (1983:270) encourages the observation of children
in their native habitat of homes, schools, plavgrounds and streets.
He urges. psvchologists ana educators to '"mess about' with them, to

f

ook at children "patiently, repeatedly, respectfullyv, and to hold Orf

making theories and judgments about them.'" Furthermore,

we must use our minds differentlv. e must clear them of
preconceived notions, we must suspend judgment, we must cpen
ourselves to the situation, take in as much data as we can,
and wait patiently for some kind of .order to appear out of
the chaas. In short, we must think like a little child.
These positions from the disciplines of social science research,

anthropology, psychology and education argue stronglv first, for the

existence of the child's culture and second, for the examination of



the child's culture from the child's perspective. Goodman's state-
ments regarding the differing perceptions of child and adult receive

suppotft from the studies of Yarrow and Campbell cited in Gordon.
* ‘ ‘

Thev are careful to add that neither the adult objective report nor

the child's perceptuél report is wrong but that each observer, adult
or child (1966:121),.

observes from his own frame of reference, pavs attention
to the cues meaningful to him or invests meaning into
behavior to match his alreadv developed notions.

It follows, too,‘that the reporting of the child mav not be couched
in sophisticated terminology. Who, then, is an appropriate adult
researcher who can interpret, analvze, explain and describe meaning

within the child's social context?

Llliot Eisner (1978:621) states that the educator as educational
critic can provide description, interpretation and evaluation of the

classrooms he or she has seen, and in doing so, raiée_the level of

.

ity 3
awareness it is possible to secure. He urges the discovervijofnalterna-
‘ H : b e

( ty
tive forms of evaluating educational realities in the natural setting.

What is needed is attention to the processes of classroom
life -and the use of forms of disclosure that can capture and
convev what goes on 'in those settings we call classrooms and
schools. :

In addition, Eisner feels that educational connoisseurs who function
as educational critics are best equinped to provide a vivid rendering
of what goes on in classrooms.

>

In his book, Life in Classrooms, Jackson gives support to the

concept of researcher as being one who is already verv familiar with
the school environment. He states that students, as well as teachers

-and administrators, can play a role (1968:175,176).



In addition to participant obscrvers it mipht be wise to

foster the growth of observant participators in our schools—

teachers, administrators, and perhaps even students, who have

the capacitv to step back from their own vipericnces, view

them analvticallv, and talk about them articuntatels.

He recognizes and acknowledgies the ditfficulties of pertorming as
practitioner and researcher at the same time.

The culture of childhood, then, has as its central core the
differing perceptions of children and adults. Uithin the cducational
setting of a school environment, the educator as resecarcher in the
role of administrator or tcacher has received support from the
literature. Vhat tvpe of research methodology will uncover the
perceptions, attitudes and behaviors of the students and best reflect

1

in its portraval the meaning that the culture has for its "actors'

Ethnography appears 'to be a most appropriate approach.

Ethnographv in Educational Research

Within the broad concept of social anthropology, Wolcott's

ethnographv of the principalship, The Man in the Principal's dffice,
has become a model for eduéational research. Important concerns of
this anthropological approach are describing rather than judging,
attending carefully to conte#t, and spending aﬁequate time in the
field in order to know the setting thoroughlv. Emphasis of the
apbroach is on social rather than on psvchological dimensions of
behavior. Wolcott's intent was to give an accurate portraval of the
‘world of one elementary school principal’and, bv extension, to
identifv those (1982:72) 'behaviors, beliefs and c{rcumstances shared

by many, if not most, other elementary school principals.”

Smith and Geoffrey (1968:3) term their studv of the complexities

10)



of an urban classroom a 'microcthnography of the olassroom,' tor the
[

had tried to deseribe carefully the small social svstem.  Wolcott
(1982:91), on reflection, states that he would call his study of the

principalship a micro—cthnographv for it also attempted to describe
)

a particular micyo~cultural svstem.

1

The domtnant\ethnoganphic techniques of participant observation
. B 3 .

v B

and interviewingere used sextensively by Cusick in his study of the

X -.(\
student's worl cllﬁ,).‘ﬁ'n‘s ide High School. Cusick (1973:230) found that
(%™ " - et e e .

the methodology-i
: v»yg) \3;

~ ;ti(\l “"L‘.M . .

» The'redghrcher, through participant observation,

s T F Pl T, '

.z;fg‘n}%:‘;. s

Alesctibdgidzigocial situation through the senmses of the

Nrated at two levels, that of description and

o

researchef&iﬁ@ his subjects, and
(2) explains- the situation from the point of view of both
the researcher and his subjects.
Spradlev and McCurdy (1972:7) concur that it is description which
distinguishes ethnographv from other disciplines of cultural anthro-
pologv.

Spradley and McCurdyv state further that ethnogfaphic techniques
are natural approaches within the educational context. Educators in
their dailv activities are ethnographers of sorts for thev describe
what people know and what thev do. Children, too, act like ethnog-
raphers in the manner that (1972:13)

thev ask questions to discover what other people believe,

what they mean by the words thev use, and which forms of

behavior are appropriate. And they are able to report their

findings to their friends.
However, the ethnographer is systematic about both the observation and

the accounting of that observation; in this he is more persistent,

more thorough and more objective than the casual observer.



The common element of deseription hiehlivhts the imﬁnrlJnm'«v
Languaye in the {rapnsmivsion ot cultuare. Hall's 01959) premise statey
that the transaction ol a ¢ o to oan individual and the individoua!
to g culture amounts to a o ol Panguage.” Much ot this bavoase
unspoken, unconscious and often quite subtle.  He speaks ot onle o
verbal language but of nonverbal languape as well, this unconscious
patterning ot behavior which pfxwu:rit)vﬁ £1959:15) "our handling ot
time, our spatial relationships, our at titudes toward w<er:’ plav, and
learning." It is through verbal language that we sav what we choose
but it is through this nonverbal, or silent, language of behavior that
our true feelings are communicated.

Ceertz discusses description itself as the internretation ot
cultures. He suggests that what the ethnoprapher is aiming Yor is

"thick description,”

the describing of a culture with its multilavered
social meaning. Out of a (1973:10) "multiplicicy of complex con-
ceptual structures, manv of them superimposed upon or knqttcd into
one another, which are at once strange, irregular, and inexplicic,”
the ethnographer must Qnderstnnd behavior and grasp and render meaning.
This studv, similar to Wolcott's studv of the principulship,
describes the stress experiences in grade 5 and 6 studertts in their
educational milieu. Like the Smith and Geoffrey studv, it attempts to
come to terms with the complexities of rhe small social svstem. The
description and explanation, as in Cusick's methodologv, takes into
account both the point of view of the subjects and the point of view

of the researcher. Although analysis and interpretation are also

integral components of the ethnographer's methodological processes,



"thick deseription is o the ultimate poal of the ethnopraphic account,
In addition to verbal interaction, attention is paid to nonverbal

hohaviors and to the bodv Tanpuage of the students.

Stress in Children

[é mav be argued that the information regarding child stress,
though wrounded in the theorv of adult stress, until recentlv has
not been treated in research as oA separdate entitv,  One example ot
this is the Social Readjustment Rating‘Questionnairc bv Holmes and
Rahe (1967:213), initially developed for use with adults and currently
used with children. Modified by Coddington (1972:7) for senior high,
junio:whigh and elementarv school students, it has been used exten-
sivelv in research by Yamamoto.(1979:58l), Yeaworth and York (1980:
(90), Chandler (1981:164) and Ferguson (198lzé73). Fach researcher
made adaptations to suit the nature of the particular studv.

Yamamoto used sources from literature and suggestions of class-
room teachers and identified twenty lifebeyents as potentially
wnpleasant which were then rated bv fourth, fifth and sixth graders.
Yeaworth and York developed an Adolescent Life>Change Event scale
"utilizing language believed meaningful to adolescents.”" Twentyv-one
items were rated bv a total of two hund: < seven bovs and girls aged
eleven to eighteen. Chandler modified Coddiﬁgton's thirtv-six life
events by‘deleting\ten and adding eleven items. - Mental health pro-
fessionals as well as teachers were ésked to rate the events as to
their severitv in order to establish a source of stress inventoryv.
Ferguson used Yeaworth and York's adaptation of Coddington's scale

but added two items dealing with the issue of adolescent suilcide.

|’,-;”.
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Sab jects in hin study Db e e Dwent et e ot b andd twent oot e

non-p il ted ninth crade ‘.!'llthfw.

Fach of the atorement Tomed oo, il SIEEIREICRERERR
Coddinyton resedrch, in Pinded o bdren tn the oot ar the anstrne
ment althouph none ineladed x‘h‘l‘.‘«“"‘!‘. P e develonment of o the
instrument itselr. chandler (1O e areen tor the inclusion of
interviews with the chitd dn oo mo e ot er intornmat bonoen
situations percelved to beost renatu L vamamoto's results show seme
disparity between evaluations determined by professiondls and  those
determined bv children; therefore, her conclusions would support the
need for addressing the perceptions of stress by the children them=
selves (1979:582).

C . children assess the perceived stressiulness of varied

life events in a discriminating nannet. Experiences like

the loss of sight, academic retainment, and nants—wetting

were infrequently experienced vet very upsetting. Others like

parental fights and being suspected of [ving were rather conmon

ind stressful.
Her observations point oﬁt a limitation in the field of research,
Although the revised life event scales deal with experiences which
happen to school-age children, many of the expericnces, such as loss
of sight, happen infrequently, if at all. Uhat is not accounted for
here are the stressful experiences which happen more frequently and
are evident within the context of the school setting. More recently,
however, Youngs (1983:244) reports the reSuits of a studv which
surveved thousands of parents, teachers and students themselves in a
quest to determine stresSsors and the sign;is by which we recognize

o

them.

Writing about child stress and the school experience, Schultz and

o



Honclhiert (1o ol,r2) distineuish between phvecieal and Jv‘-'f«'hulwzx.nnl
Feart fons o streass, stating that in practice they dnteract with o one
another,  Phesiotopicallyy we react o Lite eventn We peroeiye
potentially threatening in o standard manner which Sedvee 019780 calbed
the "peneral adaotation svadrome,” This includes: G the alarm
reaction: (b)) the stape of resistance and adaptationg amd oy rhe
staye of exhaast fon, PwVthluuivu]l”, Wi reqdact to threatening situa-
tions to reduce stress in.wuvs that have been successtual to as in the
past .

Phvsiologicallv, adults and children respond to stress identi-
callyv, I’Hy(:h()logically, adulrs and children respond in uniquely
individual wavs. A child's psvchological reaction to stressful
experi ences depends upon two factors; the child "s perception of seld
and of the experience. MeNamee states (1981:185):

Reaction to a stressful life experience is dependent upon the

child's perception of self and of the experience, nerceptions

which grow during childhood as the child reacts to one or
another stressful life experience.

¥

Reaction to stress is a factor in the maintenance of health.  The
manner of reaction is an index of the qualitv of health; the pattern
of reaction laid down in childhood tends to persist throughout life.
¢

Selve's definition of stress is often accepted as the conceptual
basis for research (1974:14): "Stress is the nonspecific response of
the bodv to anv demand made uﬁon it." Selve's defindtion does not
ailow for the perception and interpretation of the individual in
determining what experiences are or are not stressful. In a Maslowian
sense, ”needﬁ is suggestive in phvsiological, psvchological and

sociological areas; the use of this term broadens Selve's definition
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| and allows for the perception and interpretation of the individual.
TheFefore}'for the purpose of this st&dy} stress' is conceptualized «-
‘ag ;the respons%;of the’body to a need;” w “ '
Research supports the need for inQolving children ;n addressing

raﬁd articulgting thei? peréeptions of sfressﬁ Stress in children is
similar pﬁysiolégically,but dissimilar‘psychoiogically to adult stress.
The definition of stress as 'the nonspecific Y¥esponse of the body to

a need'" is accepted as the conceptuél basis for this study. These

needs can be physiological, ﬁsychological and sociolggical in nature.

‘Stress_in School

At what point does stress become a reality for many children?
‘Stroebel writes that (1982:178)

young children seem to adapt happily, with very few related
problems, until they encounter the discipline, confinement
and pressure of parent expectations that accompany starting
school at the age of 5 or 6. = ‘

|
, | ‘ . .
Selye in The -Stress” of Life (1978:369-395) lists the major causes of

stressvin the 1ives of adults. Miller (1982:24,25) suggésts that,’
applied to chil&ren,fthey become the fiber of theifvgveryday lives.
Many of the areas are summarized here because of their direct relation-
ship to the student in scgool. .

Miller contends that the school day is fraught with-problems and
préss&res creatihg stress in ciass and in out-of-class settings with
peer relatiohships and teacher interéhanges. The child has mgﬁy
relationships to‘juggle and experiences these relationshigs inkénsely.o

Chi}dreh react to weather changes more forcefully tharn adults:

"schools are louder on rainy days; children are uné&hifollable on

16
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gray days; and more work is accomplished when the sun shines."

Schools are notoriously crowded and teachers relate the degree of

Tt j)‘,}f,'?' R . . . . . V .

¥ L aggressive behavior to both size and space. Schools are accused of
sl . .

FE

e offering little to relieve the tedium of routine studies; children

expect to be bored. Miller states further that loneliness is not
. (gi'; % .
‘uncommon; voung children cling to a parent or a single friend; and
ST , <> A ‘ ,
preadolescents and teenagers cling to their peer group. The stress

@y [
I

of captivity vibrates in any institution where students have little

to Sayvabout the rules and regulations wi#h which they éPSt abide.
School can be régarded as a continual relocation with the daily
switch of classes and subjects and the yearly switch‘of teachers and
classrooms. Children regard a failed test, a disloval friend, or
iridicule bv é teacher as a catastrophe. Anxiety is almosﬁ a normal

state for children as they are uncertain about achievement, personal
appearance®and acceptgnce.

5 .
' For many children, especially the gifted and the sociable, states

Wolff (1981:156),
échool provides thrills, pleasure, and a sense of achievement
and belonging, compensating in some cases for stresses and-
disadvantages within the home and the neighborhood. But for
others school itself is stressful.

.

Certainly the potential for stress in school is alwavs present, writes

[' - . . . . . -
Sylvester (1983:3), in a bureaucratic organization with intense

interpersonal relationships, time/space restrictions, and constant

.

evaluation of effort.
Youngs' study of student’ stress produced a documentation of the
major stresses and the signals by which we recognize them at each

grade level from kindergarten to grade twelve. The results.of the



fifth and sixth grades are as follows {1983:260,261).

Fifth grade

Stressor Signal.

1. Fear of being selected 1. Wants.ito av id blavihg "this
last on any team. : stupid game'; also, is abseint
. ' : (sick) on a given dav.

2. Fear of losing '"best . 2. Jealously guards best friend.

friend" or that friend

will share "secrets.'

3. Fear of not being able 3. Procrastinates on task assign-
to complete school work. ments; carelessly completes
work. :

4. TFear of peer disapproval, 4. Expects to select own clothing;
own activities; own friends.

5. TFear of not being a 5. Continually generates informa-
) "big sixth grader' next tion/concern about grades or
vear. ‘ "passing."

Sixth grade

Stressor - ‘ _Signal
1. Fear of not being 1. Wants to avoid "this stupid
selected on a team. , game''; also, is absent (sick)

on a given dav.

2. Fear of the unknown 2. Shares gossip/rumors/mvths/
congerning their own jokes concerning sexuality in
sexualitv, all species.

3. 'Fears not passing into - 3. Renewed concentration on home-
middle school/junior work, or pronounced procrastin-
high. ation.

4. Fears disapproval of 4. Renewed emphasis on appearance,
peers about appearance, experimentation with hair,

. clothes, etc.
5. Fears being unpopular. 5. Begins to select numerous

friends, but guards a selected
friend (same sex).

Youngs' study lists stressors preceded by the word "fear'" at the

’

grades 5 and 6 level. In the.same study "concern,' '"worrv'" and-
.

°

"uncertaintv' are used at other levels. ' The Schultz and leuchert
(1983:38-52) analysis of student interviews shows that thev reveal
stress in their own words. Some students get "mad' and "upset.”

. ,
Others are "hyper," "scared," "hurting'" and "screwed up."” In this



studyv, structured interviews are designed to elicit responses about
student problems, concer;s, worries and troubles. The researcher
is sensitive to the variety of terms the students use to describe
stress experiences in the field notes, journal writing and in
structured and unstructured.interviews.
(i

School and schooling, by their very natures, produce stress in'
multitudinous ways. The general descriptioh Miller adapts fron
Selye’s.details.on adult stressors ané the grade specific-information
foungs'_reports from interviews witﬁ p«rents, teachers aﬁd studernts,
contribute to the growing fuﬁd of knowledge of student stress. This
‘study adds to that body of knowledge by lescribing in a highly

specific context sources of stress in the natural setting of a grade 5

and 6 classroom.



CHAPTER THREE

Methodology

This chapﬁer contains a review of the overall‘design of the
résearch sin general, including the intent and results 1 field testing
of the methodologv. More specifically, participant“observa;ion is
ekplored with reference to entering the field, maintaining rapport

: N ’ )
and establishing the roles required of the participant observer as
researcher and teacher. Both the purposes of and processes involved .
in the data collection are éxplained and aqalysis of the data is out-
lined. The ethical considerations of the resear@h‘design are

presented.

Design of the.Study

This ethnog;aphic studyv sought‘to describe sources of stress as
perceived bv the students witﬁin the school enQironment. The subjects
‘of the study were twenﬁy—one grade 5 and 6 students enrolled in-one
classroom of an u;ban elementarv school. Of the‘sixlﬂrade 5’§tndents,
four were bovs and two were girls; of the fifteen grade 6 gtudents,
eight were bovs and seven were giris. Chronological age ranged
from ten to thirteen vears of age. Class composition was heterogeneous
with differing levels of academic capabilities, social maturity,
emotional development and'physicél prowess. Two of these students
went to once—a—weék enrichment .classes; one of these s;udenﬁs receiveﬁ
help from an aide in mathematics. Two studenté had been referred for

behavioral monitoring; only one of these two had been referred for

20
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'i!k testing because oﬂaghe perceived discrepancy between achievement and

apparent ability.

The researcher was the administrator and a classroom teacher at
Green Hill School. Normally, sixty percenf of the time was available
for administrative responsibilities and forty percent of the'time was
spent teaching mafhematics, music and art to the grade 5 and 6 stu-
dents. However, during.the observation period, the time allotted forb
administrative responsibilities was spent in the classroom gatheri;g
data for the research. At ghat time, ﬁr. Jim Brown taught language
arts, science,‘social studies, physicai education and health to these
students.

The setting was a fairly homogeneous neighborhood which was about
thirty years old. Generally speaking, the community was stable with
a mixturerf two-parent aﬁd one-parent families. The building,
originally designed to accommodate twice the number of students it
holds today, was well maintained. A locélly—based day care centre
shared the faéilities during the day and some community-sponsored

activities were carried on at the school in the evenings.

Field Testing of the Methodology

Field testing of the methodology took place in another location
in the middle of May during one week of the school year prior to the
school year of the actual study. Four goals, which were primarily
conperned with the process of observation, were established and met.
As a result of the field testiﬁg the following changes were made to

the original design:

1. journal writing was substituted for case study analysis; and



2. individual . structured interviews were substituted for groun
. . '
structured interviews.
As well as defining and refining data collection techniaues, the field
testing provided the researcher with the confidence that student

stress experiences could be perceived and articulated. A full descrip-

tion of the field testing is included in Appendix A.

Participant Observation
"participant observation" refers:to naturalistic qualitative
research in which the investigator obtains infofmation through
_relativeiy inpense, prolonged iﬁteraction with those being studied
and firsthand involvement in the relevant activitv of their lives
(Levine and others, 1980:38). Entering the field, maintaining

rapport and establishing roles which facilitate data collection are
. A

.

essential componéncs of this methodology.

Entering the Field

Permission to engage in this research was obtained through the
Department of Research and Deéign of the Citv Public Schools. Approval
was‘granted bv:

1. completing an applicafion form to engage iﬁ the Cooperative
Activities Program established between the‘university and Citv Public
Schools;

2. neeting wi&h the Aésociate Superintendent in charge of the
area in which the school for the studv waé located;

3. meeting with the classroom teacher who was to share the

grade 5 and 6 teaching responsibilities; and
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4, presenting the fesearch design and intent at a staff
meeting.

In aaé&fién, a letter was éent home informing the parents of the
resear%h and assuring them that observations would not disrupt normal
_classroom routine and learning. Confidentiality would be assured.

(A q&py of this letter is included in Appendix B.) In order to
accommodate the need for confidentiality all names and locations

have been altered. Also, specific references which would identify
any individual within the study have been changed to adhere to the
ethical prigciples involved in research on human beings.

Wilson states that (1977:254) "the ethnographer is sensitive to
the way he enters a ;epting and carefully establishes a role that facil-
itates the collection of information." The administrator was appointed
to Green Hill School and attempted to build an atmosphere of opehness
and trust among the staff and students. Administrator presence in the
classroom and on the playground was regarded as natural. Informal inter-
views with individual students and small groups of sthdents were carried
out from the beginning of the school year. Consequéntlyg the actual data-

gathering techniques were not regarded as obtrusive in May and June.

Maintaining Rapport -

Miller (1969:88) poses the problem of maintaining '"rapport
combined with objectivity'; that is, the delicate balance between
establishing enough rapport in order to get the cooperation in the
study and preventing the rapport from hindering the study. A personal

note from the cooperating c18ssroom teacher suggested that this

.
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delicate balancé was accomplished. "As for (the rescarcher's) ficld
work, it was casily accsmmodated since the class was not disturbed in
any way by her prusencJ or recording techniques." since th‘duta
callected for the purpose.of the research study were of great value
for the administrator and teacher roles, the amount of time and
attention required by one aspect of the participant observer role did
not in a negative manner interfere with the responsibilities of the

others.

Role of the Participant Observer

The participant observer is the administrator, teacher and
researcher in this study. Sitton and Mehaffy (1978:521-525) express
confidence that the role shift required is "very productive of

cultural information." " Wolcott adds a cautious statement (1973:7):
The role of participant and observer are essentially
complimentary and mutually exclusive; the more perfectly
you activate one, the less perfectly you activate its
reciprocal:

Smith, as university researcher, and Geoffrey, as classroom

teacher, differentiate their nonparticipant. observer and participant
2

_ observer roles in the same setting (1968:9—12); Geoffrey recognizes

that the major adﬁéatage of being the participant observer, or class-
room teacher, is the abilit? to manipulate the sétting. Smith maintains
that the major advantage of the nonparticipant observer, or researcher,
is that removed from the constant interaction and personal involvement
one might be able to report the whole picture with mofe detail‘and

more accuracy.



However, the complexities, difficultics and frustrations Lof this

\

research desipgn are continually acknowledged throughout documentation
in the researcher's journal and in the field notes.

I[f it wasn't so amusing I['d have to call the observation and
recording today a total, dismal failure. Recording while
teaching, being on supervision or even monitoring activities
as an administrator is difficult, B

If it weren't for the fact that Jim (Brown) has allowed me in
the room while he is teaching, this studv would be absurd
and/or nonexistent.

Mav 1, 1985

b

Collection of the Data

Data collection techniques,produced observations from field notes,
journal writing and interviews. Each type of data provided information
in a particular format; eéch provided a cross-check for consistencyv and
integrity of the other. Intensive classroom observation, unstructured
interviewing and journal writing took place on twentyv-two school davs
in Mav; structured interviewing took place in .June. "Kev- informants,"”
students and other teachers who shared the responsibilities of these
" students, acted as informal consultants to check the vélidity of the

<

observations.

Field Notes

“ Field notes are a vehicle for the researcher to record in a
stream of consciousness fash?on highlv detailed information in a
relatively unstructured manner. Field notes produced volumes of
detail, spontaneous flashes of insight and leisurel§ musings.

The field notes were of three tvpes: computer print-outs, hand-

written field notes and those 'read" into and transcribed from the



portable tape recorder. An Apple lle computer with AppleWorks word

processing program was used extensively in the elassroom.  During ficld
trips, lessons in other locations and ¢ lasses outside, handwritten
ficld notes were used., At recess, a portable tape recorder and hand-

written field notes were used.

Print—outs and typewritten transcripts were completed on the
weekends by the researcher and filed chronologically in a binder;
class-time observations were interspersed with out—-of ~class observa-
tions in their natural order and all’were color coded for easy

reference.

Journal Writing

Journal writing is a means by which students can contend with new
information, discover r. lationships, analyze situations and clarify
ideas. Journal writing produced concrete, verbatim information in a
highly personalized style.

Journal writing took place for ten minutes each day in MMay,
immediately after the morning announcements were made., All students
and the researcger wrote. Students were encouraged to write about
anything they wanted: experiencesjy feelings, thoughts, ideas, creative
writing or plans. Although'helpful to the langﬁage arts program, this
writing was not marked or evaluated. The researcher read each journal
each day and replied‘to each entry with the intention of being suppor-
tive and nonjudgmental. Information was strictly confidential.

At the end of each of the five weeks the complete entries were
copied, coded and filed by the researcher. AL the same tﬁﬁe, signiﬁi—

cant excerpts were marked and typed on 5" x 8" file caris; the
1&.]
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intormation included the student name, "excerpt and date ot jorernal
entrv., The file cards were clipped to indicate the week of the written

submission,

Interviews

Structured student interviews took place after the intense period
of classroom and playground observation was complete. Volunteers were
requested and all but three students indicated an interest in partici-
, g;ting. Of the eighteen willing students, time permitted the inter-
viewing of thirteeﬁ 6f them.

The interview took place during school time in the principal’'s
office—a sunny, plant-filled room with art prints, photographs and
“children's work on displav. A portable tape recorder was in full view
on a4 table top; the student upon entering was.asked to write his or her
name on the tape and label along with the date of the interview.

Questions were designed to elicit responses about student problems,
concerns, troubles and worries. Interviews allowed the reSearcher an
opportunity to ask for direct information, additional information or
student opinion on an issue, Initiallyv, the questions WQre'desigped
specifically for each student ahead of time using basic detail from
field notes or journal entries. It quickly became apparent that this
was not necessarily the most effective approach. Consequentlv, the
researcher reviewed the journal for a few minutes before each student
arrived and focused on one or two ideas with which to .guide the inter-
view. The length of the interviews varied ffom ten minutes to thirty
minutes, depending upon the completeness of the responses and the

willingness of the student to pursue these experiences and perceptions



in depth, At the end of the interview, the sstudent wiss ankod 1t he

or she had a question tor the researcher,  The oaestion was anked, the
tape recorder was turned oftoand the question wis answercd., A ter the
student lett a brief comment was written as to how the interview went,

Transcriptions of the tapes were done by the researcher at the end ot

the week.

The researcher's feelings, interpretations of what was observed
and other things that came to mind as suggested by Bogdan (1972:47)
were recorded both in a structured manner in an accompanving journal

and in a spontaneous manner in the handwritten and computer field notes.

These personal reflections stimulated additional questions which Ton~
A
. . 3 . . »’ ’ . - . . 3
tinued to wuide the research inquirv) provided information which helped

determine the integritv of the observations, and contributed to a
better understanding of the effect of the participant observer on the

’

subjects.

Analvsis of the Data

Analvsis of the data took place both while the data were being
collected and after the data.collection was complete (Bogdan and
Biklen, 1982). Earlier, the literature on stress in-students, a
universitv course in research design and field testing ot the methodol-

s
ogyv assisted in establishing é research focus, the tvpe of study and
format for-reporting. During field work categories began to emerge

from the data guided bv the research questions, analvtic questions

developed during observation and the observations themselves. These
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were purposcelv recorded in random order so oas not Lo impose aovigid
structure too earlv in the observation.  Sample vulvm&riwn rocordod
mid=wav throush the obscervation periad are included in Appendiz= o

After the intensive period of observation was over at the ead ot
May, the researcher made permanent records ol all field notes and
journal excerpts. After the interviewing and transcribing were
completed in mid=June, the rescarcher di;;l;n‘n"ml herself from the stuadvy,

At the beginning of the final data analvsis in Julv, two addi-
tional copies of the field notes, journal excerpts and interview

Yeut and

transcripts were made. OUne of the copies was designated the
paste'' copv. As the researcher had worked with recording, printing,
tvping and transcribing of the data categories continued to emerge;

Each categorv had as a common ¢lement a basic need of the
student., txdmples within each categorv demonstrated how the student
addressed that need. Cenerallv speaking, if the need was unsatistied
for a period of time, if satisfving one need was inappropriate in the
setting, if the négd couldn't be met bv the student, or if one necd
preatly overshadowed another, it was considered as a source of stress,

Lxamples from the first copv of the data were cut and pasted on
to long sheets of paper and placed into file folders labeled with the
categorv heading (Bogdan and Biklen, 1982); each example was assigned
the date and time of recording. The examples were further analvrzed,
arranged in logical sequence for reporting and a first draft of the
category was written to include as many pertinent examples as possible
within a meaningful context. Material which suited more than one

.

categorv was assigned to the area in which it was most appropriate in



.,\-l,p ) W
order to guard against duplicaion. Thirteen categories emerged which
were broad enéugh_ﬁo include all bertinent data. After the categoriga
were writﬁeﬁ.in first dragt‘form, coding of selected data.on the second
copies served as a cHeck to ensure significan;‘informatibn was ipcluded
;ané neceésary revisions were made. Third copies of the data, without

»

ﬁresearcher notation, remain asnpermanent records.
Sampies oé'second‘bopy coded data are includéd in the appendices:
~fie1d notes af Wednesday, Mav 8; appear'in Appendix D; excerpts from
a student journai appear in‘AppendiX E; and the transéfiption'of a
student interview appears in Appvndixfﬁ.
.As the basic problem of the‘regééféh was to describe sources of
stress in gyade 5 and 6 s&udents, tﬁé reporting of the data attempted
‘to recreate the complexitv of the small social svstem of the Eléss—
room and plavground. Generous pogtions of student intérview and jOurn;l
writing materials were used in order to capture aﬁd portrav -the unicue-
ness of»ééch response.v Fiéld’notes, too, were liberélly used for thev
provide an on-site, spontaneous adult response from'the pa;ﬁicipaht
obsefyéf péfsﬁective: Little attempt was made to correct grammaficél
errors in recordiné pfovided the meaning of-the enéry was clear. The
findings arg-preéénted at the end of each of the thirteen categories
and portrav in Suﬁmary form “the sources‘of stress as expressed by the
Studenﬁs. ' | SRR e
After the firsffdraft ;as coﬁpleted some intérested adulfs~were
eﬁgaged tb read and respond to the stud§ from various perspectivgé.’

Among them were the classroom teacher who cooperated in tle study, a

pr;ctisinglchild psvchologist, parents and recent college gradyates.



Advice and counsel from the thesis advisor were sought and welcomed.

2}
Ethics

Spradlev (1979:34-39) discusses ethical principles which should
3 ]
be taken into consideration when docing research with humans. He -
suggests that informants be considered first and their rights, interests

and sensitivities be safeguarded. Research objectives should be

communicated and the privacy of informants protected. Informants

should not be exploited and '“3§rts should be made available to them.

In this study,_the students were informed that the researcher

. [ . R i
wished to study their interactions in the classroom and on the play-

-

ground. The-researcher would be around a little more often than
before and use data collection eqﬁipment which was then briefly demoh-

" strated. They were not expected to behave differently. The informa-

tion letter to parents elicited no questions about the research‘,gkc}
' (£

objectives or. the nature of the observation itselfﬁ All students were
encouraged to write in their journals but no reprimand followed if

little, or nothing was written. Interviews were a matter of personal

choice.
- Al

‘The first draft report was made available for comment and
correction to the classroom teacher who cooperated in the .study. Thé
finished report will be made av§ilabie"to the studegts;who'wish to
reaa it in the privacy of ithe principal's office.

b

~ Summary

This ethnographic study sought go'describe stress within the school

f

environment as perceived by students. The subjects wvere twentv-one

31
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students in a‘grade 5 and 6 combined classroom in which the teaching
responsibilities were shared bv the researcher and a coonerating teacher,
allowing the researcher role shifts between nonparticipant and partici-
pant observer .in the same setting. Tﬂe participant ofservation

considerations of entering the field, maintaining rappoft and estab-

lishing the roles required for data collection were explored. Ficld

. .

notes, journals and interviews vielded rich data in. specific strles

"and cross-checking of these data ensured consistency and integritv,

¥

i

Analyvsis of the data occurred“during and after field work. The
description of the sources of stress is reported in thirteen categories.

The findings are presented as summary statements at the conclusion of

2

, each categoryv. Ethical considerations of the studv were outlined,



CHAPTER TFOUR

Sources of Stress Among Elementarv Students

This chapter describes the experiences of grade 5 ahd 6 students

from which stress originates. This description ‘involves interpreta-

: )
tion, analvsis and explanation of the data collected bv the followijs

=
Ve

methods: participant observatioﬁ, structured and Qnstruc£ured ingéf—
views and journal writing.

In the report on the data, participant observation field notes
are single-spaced and indented five spaces. Each item of conW%?sation
is preceded by the speaker's name énd marked bv quotation marks. An

example follows.,

Mr. Brown: '"Andrew, what did Matthew just sav?"
Andrew: "I didn't hear." oL
Martin: "He said he didn't hear."

(Silence, looking a little embarrassed)
"Andrew, what are vou going to do?"
(Answering for Andrew) 'Listen!'

(Silence, still looking & little like he is on the

spot.) .

Mav 24, 1985

Interview information is also single-spaced and indented five spaces.

Each item of conversation is preceded by the speaker's name but is not
marked by quotation marks.

Researcher: Well, Grant, we've been interrupted so I'm going to
ask vou now what it feels like to be interviewed.

Grant: Well, it feels OK. It's a lot easier than I thought
" it would be. ‘You know, 'cause when vou think of
being interviewed vou think of little dark rooms with
the Gestapo running around vou with the bright lights
and all that. But, reallv, it's éasv. Somehow to
(be) interview(ed) is a lot easier than I thought it

- would be. June 5, 1985

33



Journal entries are single-spaced and indented ten spaces.  Spelling,

grammar and spacing are maintained to convev, as much as possible,
the authentic flavor of the writing.

No (I don't no why) this is
alwavs coming up in my
mind but I alwavs want
to tell vou (this journal) about
mv personal stuff, vo 'no? but
me, I vousualy don't tell parents
(older people) my personal stuff!
Mabev myv mom but not anv

. one else. Mabev it's because
this is in confedence (u-n-me
stuff) So Mabevil will tell
vou next time (tomorrow)

(A1l brackets by Michelle)

May 2, 1985

Words or phrases marked bv brackets in anyv of these examples indicate

researcher additions which should clarifv the intention of the subject

or provide more information for the context of the experience. Lxce

tions are ‘Pndicated. All entries are dated.

Data, collected bv these methods and marked in these wavs, are
reported in thirteen categgries. Preceding the description of each
categorv is a brief explanation of the term and its usape in the
section. Following each description is a summary which constitutes
findings of the study.

Neither the sequence of the cétegories nor the number of pages

v

included in each is designed to suggest the depree of importance.

Phvsical Activity

D=

the

Room 2 is a beehive of activitv—some overt and some covert, some

related to instruction, and some not related to instruction. Students

exhibit a need to move whether in the desk, within the classroom or



out of the classroom. Games in school and orpanized activity after
school hours mav allow expression of this need. Movement, gesture and

plav are discussed in terms of this phvsical activity.

Rl

Restricted to desks for part of the time, sone students find wavs
to stretch or move within these confines.

Martin, kneeling on the seat and half out of his desk with
head on the table top and rear end in the air, is planning
with Geoff.

Mav 10, 1985
Movement mav help some students keep on task or to stav relaxed.
David is eonstantlv pulling at his hair as he concentrates.

He's been very quiet and compliant since this morning.

Mav 10, 1985

Mar§ Beth explained, in an interview, that moving her feet while

4

doing a mathematics test meant she did not have a migraine headache.

Gestures, too, allow movement within a limited space. In this
’ T

case, pesture is used to help formulate an idea before it is committed

to paper.

-

‘Dennis is gesturing and acting out his story as he consults
with Marnie in order to write an assignment.

. Mav 3, 1985
Gesture can be a powerful communicator of feelings:
David has a collection of pencils on his desk that are

pieces. Whenever he wants td show his frustration at some
directive given bv the teacher, he breaks a pencil.

Mav 24, 1985
Gesture of feelings between people can be a destructive force in the
classroom. ' 5

David and Ross are becoming masterful at making fun of people
behind their backs with nongerbal gestures.

Mav 13, 1985
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The c¢lassroom offers manv areas to which students can move:  the
water fountain, the pencil slulrptgler, thLﬂ office area, the corner,
computer centres, the teacher's desk .and another student's desk.  As
the water fountain is within the glassed—in office and, therefore, use
of it is easilv monitored, permission does not have to be obtained to

Y
get a dripk of water. Frequent use is noted just before and after
recesses, noon and after schogl breaks. Limited use is not discouraged
when directions are given or even when instruction occurs. The
fountain can provide a means of social contact, either going to or from
that location, or by remaining there.

1:58 p.m. .John to take a drink of water. v(He) wénders'back to

" (his) desk and stops at Tom's ‘desk.

Tom: '™ove along, John!"

2:00 p.m. Richard (goes) to the drinking fountain. Tom joins -
him. ’

NMav 6, 1085
As well, the fountain can proviae the means to escape a rather awkward
situation.
Martin, when it was time for him to plav the récorder plecce
this morning, was in the little office taking a drink of

water and wiping his mouth on a paper towel. It seemed to
take him a long time to get out'of there.

< Mav 24, 1985
‘Movement to each of these spaces within the classroom can be used in
order to take a break from work, to have a stretch, to obtain something,
to make some social céntac; or to temporarilv remove oneself from one
situation ﬁo another.
Permigsion must be granted to move to areas outside of the class-
room. Acceptable destinations with certain restrictions are the

office, the librarv, the gym or the washroom. The reason for needing
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f Ce 0 .
to yo to the washroom i6 often assumed; asking the student would not
¥

be considered necessarv. Both Grant and David use the experience

3
4

for additional reasons or other recasons:

' ‘ . " - .
Grant returns from the washroom with spme kind of arm actions

saving, "Boom, boom, boom!" David (goes) to the washroom—

taking just a little bit too long.

Mav 2, 1985
Plav by oneself, with a partner or in a groun, occurs frequentlv,
Plav, in this context, mav be considered as some form of involvement
not expected bv the nature of the activity, lesson or assignment set
forth by tge teacher. As recorded in the field notes, play can be done
with real tovs or imaginarv ones, and with utensils such as pencils,
rulers, and geometrv sets (Mav 13, 1985) ggnerally used for work.
Making things, such as a macramé cord, (Mav 7, 1985) or a fortune
ﬁelling paper model (Mav 2, 1985) and drawing pictures or characters
(May'BO, 1985) is a creative form of playv which produces a finished
product. Play can be the tapping of a shoe (Mav 6, 1985) or the
drumming of a pencil on the desk. It can involve plaving with a
Cabbage Patch doll (Mav 8, 1985).
. Much:play takes place while instruction is given; vet, the student
mav be able to assimilate the content well.
Mark has been drawing all through the instructions given by
Mr. Brown. The activities are lead-upfltvpes of activities
needed before Track Meet. Mark, as soon as Mr. Brown is

finished giving instructions, is offering.to help Dennis find
the key to the gym (in order to set up the equipment) .

fav 30, 1985
Mark had been listening, as well as draving, and understood clearly
what the teacher meant to have the class do in phvs. ed. so. that he

could help a classmate set up activity centres in preparation for class.



Partner plav occurs, in the following examp les, in prder to
emphasize a request for assistance, as an interruption from work, and
as a4 substitution from work. Lori has been absent froquent Iv from
class because of a chronic asthmatic condition; she requires help
with her assignments when she returné to class.

Lori and Michellé are quietlv talking together C(at Michelle's

desk). Lori is being reallv phvsical and touching Michelle as

she stretches back. Lori massages her gentlv by the throat.
Michelle goes over to help Lori with her work.

Mav 2, 1985
This gentle touching emphasizes tﬁé request for help and Michelle
complies.
Mark and Wendy a?e mutually working on a social sFudies assign-
ment when plav momentarily diverts ‘them from the work at hand.
Mark and Vendv are suddenlv plaving by tickling cach other and
having a little wrestling match. It lasts onlv approximatelw

40 seconds. Thev continue to work on their lgssons after this
little interruption.

Mav 10, 1985
In both examples, plav serves to enhance the communication and relation-
éhip between the plavers. In the following example, play serves as a
vehicle to break off a partnership that is, momentarilv, not productive.
Martin and Geoff have a littlé confrontétion in the two desks

which are out of sight from the teacher, Martin, plavfullv,
tries to put pen marks on Geoff's arm. Geoff, finallv putting

an end to it, savs, ''Piss off."
Mav 10, 199’.

Games such as Dungeons and Dragons and-Champions and activities
? >Namprons

. r . - . ‘ . e
such as those in the Ninja magazines are reference points ror manv

students determining, to some degree, with vhHom- thev will associate.

- e v .

‘Matthew is one of the bovs who does not reallv parﬂicipate in
the kind of games plaved by most of the grade 6 bovs. David
nlavs games that are active and hardlv shows anv interest
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whatsoever in the mind games plaved by the others. John is L
alwavs on the peripheryv, trving to make it in the circle.  The
core group of Richard, Martin, Andrew, Geoff and Tom are involived
and the number in the group changes. Of the grade 5 students,:
Grant is verv involved. Dennis never reallv shows anv interest.
Mark (is) not really involved with #heir games either. None of
the girls are included in this interest nor are thev activelv
excluded from it.

Mav 10, 1985
Enthusiasm is high for their self-ddtermined activitv.

Richard and Tom carrv on a relationship evident outside at
recess when Richard brought to school a compute erized report
of material from Dungeons and Dragons. Thev relate happily
(to each other) and openly to me the amusing mate erial:
descriptions of creatures and their prowess, their abilities

and their enemies.

Mav 13, 1985
Interference sometimes results from disruptian of class activitv or

lack of attention to quality work.
~
Richard gives an answer when he is asked but it does not-have
the same spontaneltv as his answers did outside when he was
) talking about Dungeons and Dragons. His . answer uvhen he gives
it is complete.

Mav 13, 1985
These activities carried on during and after school hours provided
mental stimulation and evoked creative imagination. Croups'formed
becausé the student wanted to be involved either with the activitv
itself or with the group involved with it. To some degree the
individual achieved status bv involvement with this-identifiable
group. ' g

After hour activities provided opportunities for group or
14

individual participation and competition in sports and dancing.
Flizabeth was challenged by swimming lessons she struggled with;

she fears to fail a third attempt at the green level.



Im poing to be starting
mv swimming lessons
todav, Im in level
preen.  This will be mv
third time taking it, 1
hope 1 pass.

Mav o b,

“arv Beth is heavilv involved in competitive dancing.

Last night there was dancing at

St. John's Cathedral. Ve practised
and learn a new step. [ have a
load to practise tor Saturdav.

Mav 16,

Organized after hour sports such as baseball and soccer provided

challenges with real concerns.

Last night we had
a baseball game in
Castle Downs. UWe beat
the other team 22-15.
It was getting to be
a rough game in the sixth
inning.
Mav 7

k]
'

» . .. . .
Both thé phvsical hurt %;S the injustice of roush plav are

L1985

1986

1985

concerns

for Geoff. Lori, on the other hand, has to contend with the tedium

of practice.

Dear journal vesterdav was a very borring dav
at the practice because all we did was play
cateh and talk and then Manueal would
hit us the ball and we would try to catch the
ball when it was in the ajg or if it was a
grounder we would run up to it and catch
it on the ground. .

Mav 16,

Nancv must learn to deal with defeat. -

We lost 25-0! But I
thev v haven't lost a game vet‘J-
Thev won lst place in A division in the
tournament. We onlyv plaved

3 inings and our coach called it

off . . .

1985

40



*Our coach sa id she

wouldn't have mind if we !
lost but our ficld work was

terrible!

Mav 24, 1985

Orpanized activityv is both challenpging and stressful in manv wvavs:

v
1

learning to plav cooperatively with others, practising the necessaryv
" skills needed to plav well and learning how to accept defeat.

Andrew's whirlwind of activity is natural to him; stress results
for Andrew when he cannot maintain the pace.. For another student the
pace might be too fast.

Tombrrow we are

going to the park if
it is nice. 1If its
realy nice we might
even go to the beach.

Last weekend we

went to the beach. .
We went to lake

Eden, last night me and richard
went to the science
renter and worked the
'computers. then we
went back to his
house and watched
Enter the ninja. At
least part of it.
Then Richard went

to his soccer game.
So 1 went home

and ‘Magnun, Then I

¢ went to bed.

i

Bo activity and non-activity can be stressful experiences.

The end of the week

is coming up fast, and

I will naturallyv be

bored with nothing to do.
May 22, 1985



Movenrnent , pesture and plav are wavs in which students cspress

Gir need tor phesical activity in the olassroon. Student s hycome
anxious when these needs are not met and stress can result tor the
individuul. Yet, problems can also occur tor the class when such
activity is nonproductive or creates problems tor others or when
this activitv is inappropriate in lenpth or in timeliness,  Games
and activities, too, can bring ;1bou( stresstul experiences.  Ganes
sometimes dutermine social acceptance in a group. Interference
can result from disruption of class activity or lack of attention to
work. - Individual activitv involves competition with self or others
and fear of failure. Organized sports can be stressful in learning
to plav cooperativelv, practising necessary skills and learning
how to accept defeat. Both too much activits and ne activity at altl

can be stressful.,

A Healthv Bodv :

Asthma, allergies and bronchitis ﬁge considered stgess-rulutud
disorders of the bodv and are, for the purposes of this discussion,
considered to be relativelv permanent conditions. Conditions con-
cerning the teeth, eves and ears are discussed, as are migraine
headaches and nervousness. Temporarv phvsical conditions are colds
and accidents and the emotional hurt and feeling of isolatiog/that

-accompany not feeling well.
. Five of twentv-one students suffered from asthmatic, allergic or
R : .

#tronchial problems which affected them in various wavs. Mark's famitv

realized he was beginning to exhibit signs of having allergic reactions.
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Apparent Ty, Mark has allergies which are prevent ing hin trom
sleeping at night, He (is) a fittle slower to respond, hag
black marks under his eves, picks at his eves and couphs,

" Mavo T, 198RS

Medical diaygnosis was begun on tav

confirmed that Mark did indeed have allergic reactions,

included waterv bubbles which appeared on hiis cars and then burst .
) P
*

upen

this medication kept his condition sonmewhat under control,

NDennis'

D

1
A partial batterv of toests ]

C)

allergies had been diapnosed previouslyy his svmptoms ;
"

. ‘4’”
*

e
o dme i, L

. B
to emit a liquid. He made weeklv visits to the doctor tor ghotss, o
w0

-y

Ong#
B . 4

vk T -
. . ). . . .
when asked did Dennis respond about his illness; he often qulfieq his

.
own phvsical activity to accommodate anv discomfort he exnerienced.

Richard's allergies, also diagnosed earlier, gave him considerable
21 ’ ’

trouble throughout the observation period,

This

Richard has strange habits of rubbing h%s teeth haclk and
I} @

forth and snitfing.
Mav 2, 1985

Richard does not easily admit his capacities and pushes himgelf .
when he must meet general standards. .
grimacing had to do with a canker he has in the inside of n‘ﬁﬁ

mouth.

Last night Richard's mother explained ab0utaais allerzies and' '

his medication for allergies. When he tried to nerform the Canada

Fitness endurance run last vear, he got into a lot of trouble.
When he attempted to complete the distance, he virtuallv
collapsed and almost had to be carried home.

Mav 3, 1985

Richard's allergies are hothering him.
at his nose, and breathes through his mouth,

He sniffs a lot, pulls
Mav 13, 1985

.ondition meant that Richard often looked distracted in c¢lass.

At these times, he misunderstood directions and had raultv perceptions

of behavioral and academic expectatiocns.

The teeth grinding and - &

£



Sickness at school and curtailed phvsical activity on the weekend

.

were Lori's experiences with her asthma.

Dear journal on Fridav I was
sick because mv asma.started
to act up and on v o .
Saturday mv asma started to

_get worse and on Sundav

my asma started to get

better and I went to baseball
practice and it was boring
because I couldn't run at all
and now everv 15 minutes I
feel.like to up chuck bLr-cause
I getting better but 7

feel aZu. v

A lengthy abéence of 8.0 days out of 22.

continuing struggle with bronchitis.

A

1 am back at schonl

to stav now b+t I am

still a little bit sick.

I hope to be better soon.

I am sure I have a

lot of work to catch

gp on. I'll do my best

to get as much done-

as I can. -Today

is my first whole day

back and I'm glad to

be here for good! I don't
like being sick. There

is .alwavs something =

wrong with me, but -
it ism't very often serious.

o
i

‘Mav 6, 1985

resulted from Algxandra's

[

.

May 14, 1985

Two students had regular appointments to have braces or retainers

adjusted. Matthew never commented except ‘to explain his absence from

school. For Elizabeth, however, the experience is painful.

On Weégesday I+ have -

g%g get my. braces
4 ightened. It does

hurt but my Mom
and my brother tell me "in the

S
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R
end it's all worth itl"

Mv brother had his
- on for 5 vears.

T get them off in ,
about 1~-2 more vears. .
. ) ' : . May. 28, 1985

Two students wear glasses. Wendy experiences a temporary lack
of control between the time one broken set is replaced with a new
pair of glasses.

Today I don't have much
to write exepf that I picking out
.new glasses today and 1 hope
" the rest of the day goes
better. : . .
- j ‘ Mav 23, 1985
She feels she does not function as well without being able to see

easily; she is much relieved when she wears her new pair. ’ - N

For Marv Beth, on the other hand, being without her glasses is

a momentarv embarrassment. A } ”
. L8
K Elizabeth: I just want to see vou without your glasses.
Marv Beth: No! — :

Elizabeth: 1I've seen vou lots of time without-your glasses.

May 27, 1985

Flizabeth, on the other hand, has a hearing problem which she

' attributes to her father's side of the family. This disability requires
\

her to be close to thé front of the room and have her right ear
directgd towards the teacher.
Researcher: Does it worry you every once in a yhile? .
Elizabeth: Sometimeé, vah! lit's kind. of emﬁarrassing.

"What? What? What?" But, mostly, 1 guess
it doesn't bug me that much. ’

June 12, 1985

Over the vears she has learned to adapt generally well to a situation

.
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b . , .

which can be temporarily awkward for her.
Marv Beth suffers considerably from migraine headaches whicli had

bepun at an earlier age

Mary Beth: 1 think it was in grade 3 that 1 started petting
reallv nervous about tests "cause it got harder

and harder ‘

June 12, 1985
Occurrence of the migraines coincided with the school week and with

the onset of tests.
Marv Beth: Well, T get them on Mondavs . . . I relax on
Saturdav and Sunday and then I tense up again .
a headache :comes and then it gets so bad that, vou
know, the other Monday night T just . . . I vas
screaming in pain because, see, there vas a math
test and I just got over relax1ng on the weekend.

, June 12, 1985

. . . . ) 5
When she suffers from a migraine, she is pale, presses her hands tg

her head, keeps very still and feels a pricking sensat ione
shoulders. The migraine prevented her both from stiudv
performing well on the test.
Few students mentioned being nervous before tebts
JournalA&ntrv suggests that . thlb may have been an lsolated incidents
 he might have been apprehensive because he didn't prepare for thé
test or because he anticipated not having done as‘well as he would
/ have liked. -

. For the most part I was feeling

well but as soon as we started

the test I got nerves and started

feeling weird and I also had “

a. small headache. And T would
like to know my math mark.

Mav 15, 1985

. o o ‘ .
Mary Beth’suffers from nervousness frequentlv. She is supportive of

.



a proposed nutrition program because she feels she could benefit from

-

: y
it. She writes this in a nutrition survey. . 7

Mv mom and dad and my brother are worrying about me
because I'm not putting on myv weight! Thev trv to force
me to eat, but I can't. I am absolutelyv ravenous in the
mornlng at 7:45 but I feel sick in the morning because of
something called "bad nerves'”

May 7, 1985

Two other girls also do not eat breakfast in the morning. i

Phvsical conditions of a temporary nature, such ‘as an accident or
a cold, can cause stress for students for a variety of reasons., Judith
laments the silliness of the situation which prompted the injury.

1 don't know how well I can
write. I hurt my thumb
last night. I was
playing with my next
door neighbor's dog

_and mv hand smuckedi.into
her teeth and naow
got a sore thumb!-

Mav 10, 1985
Geoff's journal entry implies aﬁnoyance with himself because of tHe
lack of caution which caused the injury.

“Yesterday I was bike E%U
riding with Matthew &
we were plaving around
- the Science Centre and
I jumped off something : S
a little high and didn't
land properlv. And now my
foot hurts but I'm going
to the doctor at 10:00.

\
!

Mav 16, 1985

Later, Geoff's activity and involvement is restricted bv having to

\ ./

use crutches.

Geoff cpme . in this morning with crutches and immediately said
that he didn't think thev were necessarv. He could walk fine
without them. He figured that the broken bone was in his heel;
that meant there was not much weight on it, and that it couldn't

v



cause anv permanent damape. Geolf does not usually go on so
much about an issue. This incident obvioudlv.means a lot to
him. .

Mav 21, 1985
Grant is unable to participate fully as he is expected to.

Grant had an agonizing time at the board this morning when he
tried to explain a two-step problem. He just looked zonked
out. When I commented on this, he said he was coming down with
a cold.

Mav 21, 10985

Matthew is unable to handle the phvsical and emotional hurt himself.

-
} .

Matthew entered the room and sat down with extremelv red,
bloodshot eves. He had apparently been trying to take care

of himself in the bathroom. He had been plaving baseball,

was trving to tag Méchelle while she came runninﬁ‘tOWards home
plate and had run into her elbow. 5

May 14, 1985
MaPrhew's face was bruised and his mother had to be called to take him
to the doctér for examination. It was onlv when she arrived and he
could placg himself totaliy in her care that he wept openlv. In
addition to feeling terrible because of a cold, Geof f Suffeqs because

being home alone is being isolated from others.

It was pretty boaring
at home on ¥Wuesdav, all
I wathed was the muppets
and t.v. game shows and
soap opras. But I have
a horrible cold. o
Mav 15, 1985
Temporary physical conditions can also be used bv the student to
set up a stressful situation by refusing to participate in a modified
activity which would accommodate the injurv. David, Ross and Dennis
all claimed to have bruised ankles and feet which prevented them from

practising for Canada Fitness testing (Mav 1, 1985). However, their

generally disrespectful attitude and rude remarks suggest that-they are



exaggerating their problems in order to be excused completely from the

activity.

Findings -

Asthmatic, allergic and bronchial proble;s‘were responsible for
decreaséd mental alertness and curﬁailed phvsical activitv, at school
and at home, on the weekdavs and on weekends. The length of time of
tﬂe diagnosis, nature and amount of the medication,‘and the under-
standing of family and friends helped determine student attitude'
and adaptation té these disabilities. Braces a?d retainers may
be painful and cause . stress momentarilyv; the c;nditions a?e genernll;
thought ‘to be temporary and, in the long run, beneficial. Although
stress may.be caﬁsed bv being unable to hear well and being unable
to see wéil whiie awaiting new glasses, the arrangements needed to
accommodate these students are easily made. Migraine'headaches and
nervousness which are persistent should receive medical attention.
Phvsical conditions of a temporary nature can indeed be stressful for

M

the student because of the injury itself, having to be cautious,

. L
needing to restrict activity and being unable to participate as fullw
as one would like. Being sick at home can mean ‘being isolated from
friendé and, sometimes during the day, even from family. Students
with real or exaggerated injuries can also provide a stressful

atmosphere in class by the manner in which thev refuse to partake in

modified activities.

4¢



E“_l"iunds

Each student is surrounded by manv potential friends in-the

classroom, school and communitv. The question ol how to make triends
9]

with whom to talk, play and work is one which causes concern amongst
Csome of these students. The difficulties of creating, maintaining
andlendinﬂ a relationship exist whether the sexes are the same or are
vppogite.

Most students view the others in class ih a favorabtle light.

Grant: Evervbodv in the class seems to be, vouy know, pretty

easy to get along with . . . nobodv builds walls
around themselves.

June 5, 1985
"Nice" and "friendly" were germs used to describe the students bv new-
_ g . ,
comers from ariother schoolk and another province.
Yet, within the room, exist inexplicable dislikes such as Marnie
harbors for Grant.

. Y
Researcher: Who are some of the kids vou avoid?

Marnie: Grant White. B
Researcher: Can vou tell me whv?
Marnie: I don't know. I just don't like him . . .haven't

since grade 1.

June 12, 1985
Both Marnie and Grant are réasonable, intelligent and articulate
students who do not need to resort to aggression. Yet Grant has
experienced this dislike; ﬁe expresses his frustration and gives fair
warning as to what he would like to do to Marnie and her friends.
I reallv am upset about
what Marnie and some

other girls have been o
calling me like "'Ooooo. -



something discussing"
and thev call me "It",
"Thing.'" [ reallv try to
not let it bother me
but one of these times
T will deck them wood!
' o May 7, 1985

,

Making friends can be an issue about which the student has manyv
concerns and may even ask for help.

Todav 1 have a problem which
1 hope vou have time to //
write back on. I know a /
person who 1 would like
to become friends with
but I don't think I quite
know how to do it. I won't
mention who this person
is but I hope vou can
help me out.
. Mav 29, 1985

In creating a relationship, the student must make a decision as to
how to approath the potential friend, directly or by taking into
confidence a go-between. In addition, one can telephone, write a
note or letter, or speak directly to the person. Grant is aware of
his options and makes his evaluation of each.

I think those ideas

are great! But the phoning

is sort of hard to do

beleave me I've tried.

And the telling directly

is even harder. Above

all I think the letter

would be best. ’

Mav 29, 1985

. Determining the purpose of the intended relationship is vet another

‘decision to be made, to "go together," or just be friends. Personal

standards and those of the parents can come into plav in making a

chogggw‘
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Onee the approach is made, knowing how to deal with the possibility
of acceptance or rejection is important. Grant made biis approach by
"litrle short notes" placed in the person's doesk.

Researcher: How did it work out?

Grant: Well, Qither the person didn't wanna answer or

didn't get the note that [ put in this person's

desk . . . because 1 never got any answer . .

Researcher: How did vou feel about that”

Grant: " Actuallv, sort of . . . glad . . . like vou sorta
feel as though the person's sorta giving vou the
cold shoulder when thev don't answer or something
. . . if thev answer and they sav, fine, thev don't
like vou or something like that it's a little easier
to take than to not have an answer.

June 5, 1985
Grant's account suggests the anxiety and uncertainty of avaiting an
answer, as well as some confusion about how to feel about the whole
incident.
Maintaining a relationship or relationships aiso can be difficult.
Wendv relates her dilemma earlier in the vear when she aﬁtempted to
“"hang onto' more than one friend at. a time.

wendv: If I hung onto one friend I1'd lose another friend,
and if I hung onto that one 1'd lose evervone.

June 12, 1985
Attempting to‘play with them both at the same time in order to encourage
friendship Between the other two girls, she found:
Wendv: T would play with both of them and one dav I tried
Lo . . - make friends with both of them and try and

see if thev'd make friends. It didn't work all that
great . . .

June 12, 1985
Making an appraisal as to the quality of relationship 1is necessary

to know whether or not it should be maintained or broken. Alexandra's



lists of "What Makes a Good Friead" and "What Makes a Poor Friend" state
her expectations.,

What Makes a Good Friend to Me

1. A good friend to me 3. Someone like vou
is someone who is so vou can relate
understanding and with them.
willing to listen
to your problems 4. Last but not least
and concerns (most An all above kind, gen-
important of all). erous and friendly

person. '

2. Someone who vou
can walk with . P. S. DBut still, to me
and talk with good friends are. hard
about anything to come byv.

you wanted.

What Makes a poor friend

1. Sogeone who alwavs 3. Someone who doesn't
pg}s evervone down. think much of themselves.
2. Someone who vou can't Alexandra
count on.
P. S. To me a poor friend is an
enemy .

Mav 24, 1985

Understanding the changeable nature of people and relationships
can help the student realize that change, in itself, is not necessarily
threatening. Reflective, thoughtfgl students make the following
observations.

People can exhibit different personalitv traits depending some-
what on the others with whom they associate,

Marnie: She (Lori) plavs with Alexandra a lot and she

seems more comforted now. When she was playing

with Mary Beth she was scared all the time . . .
She's more confident now.

June 12, 1985

N

Others may make mistaken judgments about people.

53
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her cousin
n\.v(l 1 .

be lioeve

Michelle:  Vhen she (Alexandra) first came here,

told her to beat me up and Alexandra said,
a nice kid., 1 like her."  Adam couldn't
hocause we'd been in oo fight
close Lo me at the tine

Hh\"h‘
his cars 'cause ..
and he wasn't feoling too

e D0, 198Y

People's feclings can change over time.

2 Tn the veunger grades we wvere
I couldn't understand it "causce,
it was like she hated

Michelle: Oh, me and Nancv
’ enemies and, like,
at the beginning of the vear,
me. And right around Christmas . . . evervething
became vood buddies between me and her. ‘
‘June 12, 19895 -

Breaking off or ending a relationship can be quite traumatic for

awéreness of an undesirable aspect ol

it is often accompanied bv an

the other person or persons. lary Beth explains the change in her

feelings towards Lori.

Beth: When Lori waved her hands . . and when she talks

Marv
about Matthew a lot, that sort

ol bugs me, too.

Her feelings change toward Michelle.

T liked her at the beginning of the wvear.

Then . . . there was a lot of storv telling and
Lori gzot saving that, vou know, Michelle . .
wasn't the greatest person in the world.

Marv Beth:

She describes herself in terms of these two ¢¥rls, with whon she has

previously been friends.

Marv Beth: 1'm not really Lori's tvpe of person anvmore.
I'm not Michelle's twvpe of person . . .
The decision to end these relationships to her seems justified and

rational. Without intending hurt to anvone, she simplv states:

Marv Beth: 1 went on to other people.
June 12, 1985

Earlier, Tom had helped a new student, whom he had formerlv known

at another school, adjust to classroom and plavground life at Green



i1l School. =The new student, Martin, bepan to monopolize the attent fon
ot one ol Tom's good friends, Richard, By performing an unseltish act,
tom was suddenly in danper of jeopardizing o once solid relationship
with Richard.

Tom: When Richard an Martin started helping each other
(thev) kept on paving more attention to -cach other
(than thev did to me). Then thev just . . . at
recess thev just go out and play bv theirselves.

ey . .
Rosearcher: How'd@o vou manage to get that into poerspective so
that it doesn't become a real problem to vou?

Tom: Well, usuallv, I'll just go . . . like at recess or
something . . . I'11l usually just go out and play
soccer with a lot of people or something. Or if
thev're in the classroom, I'1l just sit down at
mv desk and do something.

June 7, 1985 .
Tom chose to wait out the difficult moments bv getting involved in a
group o+ an individual activitv. In handling the situation in this
mant-:  was able to maintain rather than lose the friendship of

both bovs. o T8

Findings S

Srudents are surrounded by potential friends in their classroom,
school and cémmunity. ‘Creating, maintaining and ending relationships
can be very stressful for the individuals involved. Manyv decisions
must be made in ordéf to approach someone—how to initiate a contact,
when the appropriate moment might be, what to sayv and what Surpose‘
the relationship is to have. "Additional factors such as the considera-
tion of personal and parental standards can complicate‘the approach.
Rejection can be extremely stressful and knowing how to deal success-—

fully with it is of utmost importance. Maintaining a relationship or
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. N . . . i T .
friendship requires eftorts which may also be stresstoals Ty ing, on'

Lo more than one friend ot o time, making assessuents s to the quality
of the relationship in order to know it it should he continuced and ander -

stand ing change in people and in pelat fonships.  Doding relationships

or outygrowing relationships can also be traumatic, Anxicty, nneertainty

W

& 4
and confusion can accompaty cach portion of the life evele ol o
,

relationship

Family

Whereas friends are selected, families are a "given." Mother,
father, siblings, cousins, grandparents, aunts and uncles aré deter-
miacd at birth. Therefore, it is not in creating a relationship but
the duality of the created rélationship which 'is of concern to
students.

Fifteen of the twenty-one students live with both of their natural
parents. Two boys have stepfathers, three boys live with their divorced
mothéfs and one boy's fdamily is in an indeterminate state. O®ncerns
expressed hef@idgél with,racial identity; the quality of immediate

g“\ o

1S d%out ﬁﬁyﬁr family members.
J'V

(T g/ ¥

aq@ 1n Lhe one on ome fﬁterview, but not

Wx\.

h,regular cla&ggé

5tandarﬁs for hlS
& e
&

N

criticgsm mf hlS @ousin miéht meaphﬁr&judicé dgainst his race.

2A
T esto@ay my cosion called from
t of town he ha's ‘'a mental

I m a little blgger than

%a




e is he likes hockev very maceh
he's one olomy best cousions
and he's 14 he's nice,
Don't ler the word pet around.,
O k.
Mav b, 198

Another cousin comes to visit John's family,  He recopnizes that
althouph Willie should probably not he so openly attracted to weaponry,
adventure and excitement are sugpested.

last night at 12:30 mv cousins
came in (Willie n alice). Willie Is
togh little bupger who sticks up
for his sister and plays around.
he's into armv and all that
suff. sword, knife, sheild, guns.
My favorite cousins alice gets what she
want's and all that makes friends
gets nice things. (lucky)
Mav 22, 1985

John recognizes, too, the implication that materialism brings friend-
ships. Although he is attracted to the idea ot Alice's success, his
own personal value svstem does not necessarilv supnport the manner in

which she achieves her success. John is experiencing a conflict in

value svstems between that of his f
background and that of societv as a whole; this troubles him.
ci'q) *

Immediate familVv relationships can have concerns inherent in

them; John's mother, for vocational reasons, had to spend two months

awav from her sons.

Mv mom was away
at Carmen learning to

be a secretarv and is
To night she was away
Two months she stoped
now and Then.
in tonight to stay.

Although the separation for a short time was necessdrv, John's delight

coming in
for
in

She's coming

Mav b, 1985

v

‘e
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with her impending return suggests that it was not easy on the familv.
. )
Mark has a verv close relationship with his sister and worries
about -her when she is awayv sailing.

Researcher: What kinds of things went through vour mind about
- Barbara when she was away? . ‘

Mark: Sharks. _Ah, boats, I don't know, other boats.
" Tidal waves. Huge waves. Heavy rains. That's
‘'sort.of it. ‘

June 5, 1985

.

“Mark's relationship with his brother, on the. other hand, concerns him
. o '

for other reasons.

Mark: My brother! Oh, oh! Ah, my brother is kind of ‘@

- mean person to me, like, he kind of likes heavy
metal and we don't like heavy metal as loud as he
likes it. He kind of likes to play heavy metal
loud, very loud, and it .reallyv bugs me.

Researcher: Does this cause problems for vou? -
Mark: * Well, usually, if he starts plaving heavv metal and
" stuff, I'll just go outside and do something.

) . : June 5, 1985 .

a
Although his brother offends Mark's musical taste and intrudes on His

private space, he knows how to handle .this.
o | o e
Mark is an extremelv sociable person. He is the,voungest member

,~

of a family which is involved in manv different activities. ~At times,

he i§ alone. :
last nigﬂﬁ all I did was bike
around and ‘also on the play

- ground and watched a baseball
game. A%

1

May 9, 1985
In order to combat lonelinesé; Mark has managed to become a good
friend to himself.

- ¢»Michelle experiences some conflict in feelings towards her mother.

w



At times her mother is impatient and at other times her mother is
. )

totally understanding of her needs.

How would &ou describe vour relationship with vour
mom? !

Not verv good. We don't get along that well. She
doesn't have enough patience for someone, 1 guess
vou c¢ould sav, a.pre-teen.

June 12, 1985

'

Yet, in her journal account, she writes:

. . . he's "reallv a nice,
goodlooking kid" my mom
said. then she said "Well
you love birds go .down
stairs, i'm sure vou have
better things to do
than to talk to me!' then
she started laughing, my ‘mom
is diffrent hut great.
o May 29, 1985

Conflicting views of her grandmother also are evident in Michelle's

journal.
then gram cafie out and gave
me a lecture about how
I'm not suposed toascosiate
with the lower class (vou 'no
all that junk about getting pre-
gnant 'n' all) (my gramma's a
pervert but she says she over
pértective and I 'say she's ’ .
perverted and she jist goes,
on with her buisness.) Y
Well you 'no gramma's o , M
in a way you love them '
-n~ in a way u don't.
Mav 7, 1985

‘It is for her father that Michelle expresses her deep affection.

Researcher: How about your relationship with'your dad? How
would vou describe that?

@t Michelle: ‘Excellent. We're best friends. Ve do evérything

together. Usuallv it's between mother and daughter
that vou're bBest friends but, I guess, my dad has

59
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‘

more patience than mv mom sO I vet along better

with mv dad - . . You know, for mv birthdav, he

L " did something he hasn't done for something like

‘ﬂ} L 4 fifteen vears . . . bought me a birthdav card
the onlv time he has gver gone out to buv someone
birthdav card just speciallv bv himselt . . . nobodv
else . . . for fifteen Vears . . . he hasn't done
that (for) fifteen vears.

' June 17, 1985
. N : ‘4 )
Bevond her immediate familv, Vendv demonstrates an extremelv

Lompasslonate feeling for her (oueln, Shauna, and her Uncle Wilfred.

S

Shauna's mother marrles her second husband w1thomt LOﬂSultlng her own

daughter about it. . » ' i
;o
her Parants are always working c
5 and rarely have time for her " “RER

~so we try and help her. For
insants her mom and my uncle
Sandy (went) to Miami and disided to get
married thev did not ewven take ’
Shauna or at least tell her.
that while thev.were in Miami
thev were going to get _ &
married thev just bought o
her a doll and thought that .
she would understand but _ e
she did not understand , .
nor did. my mom when ' o
Shauna told her she could '
got belive her ears 1 feal
reallv sorrv for Shauna. ;
\ o > Mav 7, 1985
kWendy'é sense of morality is offended. She feels: her aunt should have,
- L] .o
at least, informed Shauna that her remarriage was a-possibilitv.
oY o : .
"In addition; Shauna's natural father is incapacitated with cancer.

Again, Wendv wonders why he should have it for he is such a clean

® A

living man. N
Her dad has cancer it hurts to see
him begcause he can 't walk and he's in
jthe hospltal half of the day. My dad
can't help him but he sure would

try and he can't help but be, sorrv’



N

» Findings

' . . : ! %
) . . ‘ “‘J' . ‘il

for him because he was the good guy

in school he never toke drugs or smoked

why did it happen fO him. he s still uncle

wilfred on the inside but not on the

outside he can't bounce (us) on his knee

he can barely gets to see his kids

and us. I hope that they Find a cure ‘

for cancer Soon because [ want uncle ‘ &
wilfred to feel good again. . )
' ; ’ ' May 14, 1985 %

T

Wendy has an expanded view of how this family has been affected:bym

divorce,

i

remarriage and a debilitating disease. She is genuinely

concerned about all of the family members and is struggling to make ﬁ

sense as

to wny it all happened.

Most of these students live with two of their natural parents. e

Families are a 'given''; therefore, it is the quallty of the relatlonshlp

that is important to the students. Stress can result from being of a

minority racial background if criticism of family members is antici- .-

pated or if conflicts’in value systems are apparent. Stress can’

- result from separatlon of 1mmedlate famlly members, be it for voca-

tional purposes over the perlod of a few months or vacational purposes

over a’ perlod of a few days..'Dealing successfully with loneliness

helps combat anx1ety oi even a short separatlon from other family ©

‘.members.

Y

Confllctmng feellngs towards famlly members are not unusual

‘

but can also be“stressful if they are seen as 1nterfer1ng forces. One

»

lives were severely affected by divorce, remarriage and a debilitating

disease.

0

student demonstrated much compassion for a cousin andiuncle whose

s



xpectations

Expectaﬁions are discussed in terms of the curriGulnm pPrograms
involving communication: that is, writing, speaking and communicat ing
through the visual arts. Communication, as such, is subject to studyv
and evaluation; form as well as content is considered. Because of

v

these expectations, this formalized communication differs from the
less formalized communication which is discussed in the next section.
For some children there is-a natural or comfortable means of

- communicating or expressing themselves. Writing, for some, offers a

means whereby thoughts can be sifted out dnd recorded in some sort of

order so that thev make sense to themselves and to others. THe journal

kA

oo

writing, required from all students, was comfortable and neaningful
for Michelle. She experiences a sense of accomplishment.

I like .

writing it puts words

in to letters and what vou
“really want to sav comes

out better when vou write .
ie. T . C
~Mav 8, 1985

P

, A
[f what is written elf%its;a‘respohse,’that is, someone reads it,

'
‘

attempts to understand it, and replies to it, there is a possibility
of greater satisfaction with the exercise. Wendv requested that- the

exercise be continued:

I' wish we could
keep journal writing on till

_the end of the year. ,
' Mav 30, 1985

David, on the other hand, found the exercise meaningless:

I don't like this Idea of
Journal writing bécause its a “

waist of time. .
' May 15, 1985



" For David, and some other students, communication of thouphts and ideas
through writiflg is accompanied bv manv problems.
The problems.of writing are many and varied. Grant, usually a

verv articulate student who has little tro&bl§ @riting, has difficulty
‘ EACT
on one occasion forming any ideas for a creative yriting project.
EP
. Wl
Grant: '"Mr., Brown, I'm having trouble trving to write. This
is the first time this vear I'm tyving trouble."

Mav 2, 1985

Grant 'is referring to the fact that he does not have an idea for his
vl N
story. Yet, on another occasion, Grant is a great help to David in

stimulating some story ideas.

[

Mr. Brown had been trving to stimulate David's imagination
for storv writing.

Grant: "OK, -David, I've got a storv setting for vou."
Mr. Brown: '"David, I can see you've got some ideas. I can

.see that twinkle in vour eve. So, go for it.
Write them down."

Mav 15, 1985
As writing is not a comfortable mode of expression for David, he
hesitates to commit his ideas to péper.
David still has difficultv getting material down. Mr. Brown
offers to let him talk out his storv and tape it. He
encourages Grant and David to work together but tells them

that the writing is important, too. David is all fired up
to work with Grant.

Mav 15, 1985
In an effort to arrive at a finished written product, David is.
encouraged to first express the good ideas that he has through speech,
a much more comfortable medium for him. The tape recorder will
. ﬁ@g . .
capture those ideas™¥h%a permanent, accessible form; the tape will

act as the intermediate step in translating the story from speech to

63
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the written word.

{ Writing, also, requires a certain number of tools:t paper, peneil

.

o ,
“or pen and eraser, at veryv Jleast. These necesditios can serve o
divert attention from the work itself.

David is writing his assignment on loose paper. This is a
trick he emplovs often . . . can't find his notebook . . .
¢can't find a text . . . doesn't know what to do.

The assignment causes him ro think and he does have some vood
ideas as he talks .across the room to Dennis. He, (however), has
verv little written down. .

e ,_ : S Mav 24, 1985

Evasive tactics could include having to sharpen a pencil, take a dr ink
of water from tﬁe fountain and go to the washroom.

Other writiﬁg conc¢erns can be ﬁot”having a working knowledge of
grammar and spelling; not understanding the structure of the format
requested and not being able to erk within required deadlines.
Michelle fiﬁds it occasionallyv difficult to produce a finished
product in response to an imposed deadline.

P. $.. i've alwayvs
love writing '
but not everv dav.:
’ Mav 30, 1985

v

' Yor a vgriegy of real and, perhaps, imagined reasons writing causes
' 0 ‘ ! 0 .
problems for some students. In addition, it mav not be the most

efficient and effective way of communicating.
1

k]

Speech, to some, is expedient! It does not require extraneous

equipment, is more immediate, is not- so obviouslv s¥Bject to assessment
[ ~

and evaluation and usually produces an immediate response from another’

person. Still, to others, asking for help, answering a question,

reading aloud from a te 4 making Ao oral presentation-.can be very

¥/ PR
‘@ R . ,"q ,!»i . ’

-
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threatening. Speaking out for them .is accompanied by self-consciousness
and self~-judgment. In a break in his interview, David had the oppor-
tunitv to listen to his taped responses.
Researcher: David, how does vour voice sound to vou on tape?
David: : 1t sounds different. It's a different tone.
Researcher: Is it pLgasant to vou?

David: No |
June 7, 1985

Both writing and speaking do not come easilv to John; however, he
uncomplainingly makes attempts to become involved with his work. His
lack of communication skills in the classroom make:it difficult for
him to receive credit for Qhat he savs he knows andmundérstands.

John manages’ to be only a partial participant in the class-

room discussion and conversation. He alwayvs has a text and a
notebook out, and so gives the semblance of being "with it."

Mav 13, 1985
Yet John, in the one—én—oneﬁinterview, speaks with assurance. His
answers are complete and complex; he is indeed a serious thinker and
can communicate his thoughts and ideas well in such a settihg.
Giving the student a moment to collect his thoughts can turn a

potentially awkward moment into a positive one.

Mr. Brown: '"Look at the question. What is the correct answer’?
David Little?" '
<
David: "What?"

(A moment's pause.)

Mr. Brown: "No," (to David) "David, can vou give us the correct :
answer?"

David does so!

Mav 6, 1985
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Students develop individual stvies of spoken responses.

Alexandra replies "Yes'" or "No" . . . and explains (elaboratelv).

Most of the students take part in the discussion in their own
wav., Nancy, for example, waits for a,quict moment when her
answer will be heard. Mark shouts out his answer and oﬁgzun
pets into trouble. Richard almost never volunteers an nﬁxwyr,
but if vou prepare him for the question that is to come, he will
have an answer prepared. Ross often answers, but he quickly
poes off topic, or provides illustrations with his hands. David
often answers . . . often inappropriately and out of order . . .
and then does not respond when he has the floor.

Mav 23, 1985
Students who‘are perceived as succesgful in these spoken responses dre
confident that thev have the right answver, certain that theyv cah
support their initial response and wait for an appropriate time to
share the complete résponse. Students who are perceived as less
successful answer out of turn, shout out the answer, or go off topic.
Both the content of the answer and the manner in which the answer is
given are important.

Ross has great difficulty producing a finished product in spoken
or written form. He has been in school.for seven vears and continually
gives evidence of being frustrated bv this igability. He, however,
has exceptional visual acuity and spatial perceptidn as determined on
psvchological tests administered on a one-on-one basis. Visual giving
and receiving of information is a natural modeiof communication for

Ross. [l

Although '"Viewing" is an acknowledyed portion of the language arts
curriculum, it is not graded as- such on the student progress report

which is dé%d in this classroom. The communicative skills of reading

%re evaluated both for achievement and effort; the recep-
: ,
e _ '
tive skiHl of viewing is not acknowledped in the languapge arts category
L
&



¥
at all. Therefore, ulthbugh Ross may be an accurate and mean ingful
communicator in the visual sense, he cannot receive credit for this
success to the same degree and in the same way he would if he could
read and write with accuracy and meaning.

Ross answers intelligently but not articulately. He answers
with gestures and with hand signals. He also often answers
Yith illustrations; that is, he will go up to the board and
draw what he cannot easily explain.

May=~13,, 1985

This elaborate embellishment of verbal responses often makes the gther
students laugh; sometimes this results in class disturbances. Never-
theless, teachers and students realize that the experience can be made
positive for Ross. !

Ross gives inappropriate answers for his age. Yet, Mr. Brown

changes (subtley) what Ross says to the degree that Ross gets

credit for his ideas.

Title pages are collected for marking. Ross (is) given much

credit for his title page for his information, thinking and

art work.,

May 13, 1985

The visual mode of communication, which is both natural and
comfortable for Ross, means that he likes to be surrounded by things
with which he can play. The toys, felt pens and clothing which
surround his desk, at times, interfere with work requested of the
class.

Grades 5 and 6 are supposed to be working on their stories.

Ross continues to fool around with all kinds of things on

his desk and is asked to go to the Time Out area to complete

his assignment. He is filthy dirty from playing with his
pencils and pens, and is asked to go clean himself off first.-

May 15, 1985

"Things," in and of themselves, are not necessarily a disturbance to

a student or to the classrcom atmosphere. Dennis, also an exceptional

b7



artist, surrounds himselt with many objectsy his attention i astal by
focused on the discussion.  Unlike Ross, Dennis responds to v question
with an answer that is appropriate, although he also uses sestures to
elaborate.

3:18 p.m, In science clasg Nennis answers a question {(aided bv)

his hands as he explains wM the size of a can determines how

big a pile of sand is possible when poured on top of it. AL

the moment Dennis is plaving with a plece of wire which he s

bending around a felt marker. He now has a spiral which is

springing back and forth; this does not deter him from
enthusiasticallv answering the next quest ion posed to the class.

’ Mav 13, 1985 ‘
Like Ross, Dennis has difficulty writing personal observations,
Ehoughts and ideas. -Journal writing, for him, produced little meaning
or satisfaction. Forlteﬁ minutes a dayv for twengy—two davs, he wrote
nothing unsolicited except for the following entries.

Mav 13:  how many feet are their in 50 metres’

Mav l4:  ves I would like the answer.

Mav 15: 1 would like to no the answer to the question.
Other than this he recorded appfoximately two‘hundred twentv entries
of "I have\nothing to sav." Although expressing himsell in writing
~at such a personal level was difficult for Denhis, expressing himsc}f
in a varietv of artistic wayvs was not.

Dennis and Ross frequently seek each other out to work in

partners on artistic endeavors.

(The) project is to design an Oiler banner for a contest
and display in the mall. Dennis and Ross work (well) together.

Mav 7, 1985
Ross utilizes his ability with art in informal settings as well.

Ross is building a sand castle.

i
y
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He is always in the sand (and this time) gets buried up to
his neck by many kids of all ages.
* May 8, 1985
Noon

In this case, his ecreation of the sand castle wins the approval of
the other students. liis manner of play is delightful to the other
children; his talents have made positive social contacts for him.

The visual mode of expression, with which Ross and Dennis have
so much success, 1is anathema to others,

Martin is totally frustrated with the art work. His hands

seem too big to work with the small geometric figures. He is

mumbling under his breath about the assignment to the four or

sc studénts in his vicinity.

May 14, 1985

Findings

Three expressive ways of communicating in a formalized manner
are discussed: writing, speaking and presenting knowledge visually.
As each is a required part of the curriculum, each is subject to
evaluation. Students may experience.stress if the required mode of

\J

expression is difficult for them; the exercise will seem meaningless
and convey to them no senée[of'satisfaction or accomplishment. Prob-
lems with writing may be havingﬁno ideas to write, having a reluctance
Eo commit ideas to paper, not’being able to locate the tools with
which *o write, and lacking the knowledge of the techniques and format
required for writing. Having_to‘work withiq required deadlines can
also.be stressful, Speaking can be éqcompanied by much self-
consciousness and 'self-judgment. Speaking in class;requires that

both form and content be appropriate; problems result not only from

incorrect responses but from responses which are jincomplete, out of

"

.
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arce used. S<nnc* visuall §r 1011tm d Students surround themselves with

objects; these can be distriactions to the students and to the class,

Some students have no problems with anv of the three expressive wavs

of communicating information expected in schooly others mav have

&

problems with all three.

Communication

As well as being required to communicate in a highlv formalized
wav according to curriculum specifications, student. ommunic be
naturallwv in a less formal wav with little conscious—ess ol orm bt )

more consciousness of content and effect -on the listener. o udmmunica-  ~

» " L]

tion, in this sense, can be considered to be natural, intormal or % -

casual and can take the forn of conversations, written words,” illus-

L T
trations and gestures. These forms of communication can have wver™w

. . - <8
positive results but can also have some negative effects on the. plav= g ¥
» . . a3 o, .

Ve ,’?

. : . Y -

. ‘ N4 .
ground and in the classroom. Informal, matural or casual communlca-
. N o * -

I " o 3

tion has its appropriate time and place; inappropriateness Qan kdubcﬁn

. . . ; Foe
problems and concerns. Many interpersonal skills are involved in o
o
K “. e . v
interpreting communicatlion; however, misinterpretations can be treuble-—
“\ ) ?‘\v X uj‘
some and cause problems.

Y . . ‘u

For Marv Beth and Elizabeth, conversation is both a relaxing'and' i

’
o

energizing exercise with its: own positive rewards



pos. Yesterday 1owas so tired 1odidn't

ﬂ" feel Tike doing anv matht 1 junt telt

- weak and tired, So BElizabeth and 1 ojust relaxed \
and talked a bit. '

Mav 1, 1985

)

However, At inappropriate times, their habit ot conversing in olass

is not helptful in accomplishing their work.
Elizabeth and Marv Beth (are) supposed to be petting doun to
spelling.  Thev are socializing gs thev make some lTittle motion
to pet ﬁown to work. FElizabeth and Marv Beth are warned that,
it thev do not pet down to work, their desks will have to (be)
moved away from ecach other. Thev continue to talk as thev
stowlv, slowly pet some books out.

Mav 13, 1985
. ’ c e s
For the group, as well as the individuals within that group, the
opportunity to speak freelv and frequently is welcomed.

General repartee with change of teachers.

2

.- » Mav 2, 1985
Such breaks between subjects and teachers, however momentarv, serve

{o ease the tension with wittv conversation and good humour. However,

»

-

carried to the extreme, humour and wittiness can be disruptive of the
learning atmosphere,

(The) class has a lot to sav and (the students) answer

spontaneously with humour vékging on silliness.

Mr., Brown: 'Mavbe we sigpuld stop right now and have 5 minutes
of silence?if@ersonally, T would prefer to continue
the discussion."”

(The) class is quiet, momentarilv, and the discussion resumes.

Mav 23, 1985

Two-way communication which is ongoing can be disrupted also if

one person is unresponsive. Geoff is quite adamant about wanting a

reply in his journal when he discovers that he did not xeceive one

earlier.

b



e e . go to, the
thirteenth page in the.
journal and write

. something there. . : . . :

‘ s : .. May 31, 1985
In a satisfying two-way relationship, each person is expected to be
actively suppottive of the communication.

At times, an illustration may sérve to support or to deny.a
verbal statement.. Martin, a newcomer, was Very conscious about having

to make a good impreSSion at Green Hill for he had come from‘another

-

‘ school Wwhere he' d "had problems and was labelled as a behav1oral

b K

concern. His wrltten and spoken comments indicate his liking for the
. . s r *
school. . Yet, the illustration on his journal cover‘shows 'school" as
BN . T - R ,
a chatracter being brutally victimiaed by a bloody arrow. The confligt
s . ) .ooa 2 . \ . »
of stated and unstated feelings is suggestive of stress in the way

‘ . . P
. . -t o P

t
v

Martin sees the school. — : L ' ' T
. R . . . . . . P

o Gestures, too, can support or deny a verbal statement. , As well,

in and of themselves they make powerful statements.. L ¥

" Judlth is’ answerlngAa questlon in her usual enthu51ast1c but
playful style. Alexandra looks at Michelle and g1ves her a
‘non-verbal signal that (méans) ‘maybe Judy “is pushlng it a bit

- too much thlsltlme. Judith just contlnues.

LT : SR Mayl3',:jl9185

®
r

N
18

A later 1nterv1ew supports the 1nterpretat10n of the gesture,

A.Alexandra does not care for Judlth and Judith gets on 11chelle S

- . . ","' ,‘ ' v". - . . :
nerVes. . e ‘ e BN
g . . ' :~'_

0

Jj Judlth usually, weathers any storm She does however take

exceptlommto the teasing from Mart%P and Geoff.,

RS Martin and Geoff keep, talklng to . Ll
I us’ when we're writing. . :
‘ ‘"Ya"'" like Martim said to me . ‘ L .

yesterda&, "Don't sit there V »



write." When I was thinking

for one second.

"ya!ll" And Geoff kept saving
that I was picking my

nose 'with my pencil but

I was just doing this:

LE:

" (diagram of her nrofile with pencil‘beside nose) “V%ﬁg 3
- T Mav 14, 1985

.
s ' ™

It is more their crude suggestion than the fact thev were not working R

Whth annoved her. )

s, One- svllableaﬁ%owgfletter words 1n prlnted or spoken form are
‘ Sk 3 ,
. F’ . -
extremely e ectiégulnmproauc1ng an Ihmedlate reactlon.’ Onlv on one

\occa51on d1d someorne | tamper with the computers.. Thile the room emptled
a0 :

foglrecess, the researcher left for a few minutes and returned to find
the %ollowing entty printed on _the-screen:

fuck 3 : o o TR e . . ‘ s
i ' Mav 14, 1985

The researcher resbonse ranged from rage through to amusement; the

student who wrote the word and the motive for doing /so were never

ry R 2 : ,
. , “ -~

“'dqgcovered

. i ugé : .
David knows he can get Tom's ‘geat by tea51ng him when he ig# '
. . $

particularlzfvulnerable; one spoken'fonr—letter word will send Tom
‘ o . . . ) L N o R
into a rage. s /ﬂt ' ' ¢ .
) At the end of the dav Tom walks over to David's desk ang Da;ld
‘calls him a "Wlnp'” Tom is readv to paste David, tells him he %
X\ - will get it outside later——how\about right now. I"have to
intervene. - . ' o
- ' . ol .
. Tomstays. aft%r‘school to talkg David "always picks on qbose
/ whom he thinks he can beat up (savs Tom), Tom (1s) crv1ﬁg
« ° out of frustration-.and anger and “Pesentment.

N . ‘ N
T ; _ R May 7, 1985

. . S N ga ERT i> S
It is partlv because the%ﬁﬁ% worgs ‘are seldom approprlate #h time ‘and

N ¥ i .. .o A »
. ) “'f R . o ’ﬁf’: K : “ - ‘

* . T : e -. . #
y TR : - ¥
.. . N L. . . N v

.
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place and partly because thev are crude and abrasive that thev are over-
i

whelminplv effective communicators. Because thev are so strony thev '
evoke a range of emotions.

As well ms evoking outward aggression, unkind vords produce

g - . . ’ v’ - ! . a ) ’ . » . )
_emotions ranging from hurt feelings to revenge. Normallyv reticicnt to

speak of his own emotions, John writes of. an inecident at the annui'l

school tea the night before. ’

The Tea was alright but ,

Then I came a little earlv and

when vou told me to go to the

fish pond Dennis said: Get Lost.we
don't need any help!  That kinda hurt
my feelings. _ '

Mav 3, 1985°
For John to articulate the encounter with Dennis at all, is indicative .

R : - _ . _ . -
‘f‘ that it troubled him internally although he would not have appeared to
have been hurt externally. Michelle, too, keeps her feelings-inside; -5

+ . X N o ..“' . . .
howéver, her ultimate goal is revenge.
5 T

He. savs ané I : : : ) o 3]

quote "Hev vour fat ~n- uglv' '

so I just don't sav nothing

to him . . . but- B '

“i've got a temper (and) Martin

.- ‘doesn’*t realize it and Qne' C ) <y v

of these davs it's going to : : B

explode right in his L o '

face that's going to be one e

dav i and everv body C ‘

will never forget. = ' S o T

: : ¢ ' . Mav &, 1985

+An undercurrent of communication exists in the classroom which is

. 3 . ) . , L . TR
not directly related to instruction; in the same wav, an‘undercurrent;*r;;\
exists on the playground whi¢h is. sot directly related to the-activitéﬁ%
. , , . e [ s . L }
Studentgychoose individual methods of response. _ ,\S\\\ ’
S . . , . ) L . |
. E P . 3 ;f -
. o
A[;!A “
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<of each p0851b1e ch01ce and ‘then make a choice which is appronriaa‘

room.

&

David is sitting on the counter bv Michelle, talking to Mark.
"Heole getting some paper and savs to Mark: "See if this
Cwurts!" as he takes the paper, rolls it up, and taps Mark
. with it. It is meant to be a playful, ‘teasing tap.® Mark
" takes little notice and savs, 'Where's Gr ant?"

av1d talks to Mark and Michelle Nancy kind of listens while

she begins her assignment. Matthew sits by hlmself bv the
counter bv the windows and” thinks.

May 255 1985
Ignoring the exchanges ot being involved is one choice. The degree
of involvement is another In order to make an approptiate choice,
the -student must understand the complexi¥y of the Situation, be able

to interpret what each exchange means, think about the consequences’

i ,
productive in some way, and not disruptlve to the rest of the clas_
“ .k : :
A' ’,
’

Grant's observation points out the importance of accurately

interpreting the communication of others.,
Grant: Uell, sometimes vou know like, some guy (is) g01ng
' around and he looks, like, really down in the dumps
and, ﬁike, (he savs), '"Oh brother, I wantg diel" and
sometimes vou don't know if they really mean it or are
~just jokin' around* . . especially like, if vou've
been around teenagers and stuff . thev're all saving,
"Oh brother! Go jump in the lake or 'something."
Sometimes vou wonder 1f they actuallv mean. that.
) x June 5, 1985
s . - . :

.’recognizes, the qomplexitv in t:he manner Of speaking for what is said

Y ’/ ¥

geens to be contradictory to what is intended.. Grant mist acéurately

» -~

assess what -is meant by the comments in order to know what to do next.

In thé'first instance, is he to treat the comment as-an expression of

vaunhappiness or. should he inform the 'gny's”.family of his wish to die?

‘In the second 1nstance, is he” merelv expected %o g0 somewhere else or.
. . R : N e

v o . . v

7H
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K3

is he expected to actually po and jump or pi.v in the
behavior depends on an accurate inte srpretation of wha

misinterpretation, in these cases, could have unfortu

Findings.
Informal, natural or casual communication is ext
Students must become extremely adept at both communic

3

preting information in a manner both appropriate and

this does not happen, stressful situations can result.

_conversation between individuals or in-a group cén be

2

productlve but, when it is di#uptive or gets out of
3

w

lake?”  Grant's
t he heard;

niate results,

remelv complex.
atiqu and inter-
respeﬁfful; if
Classroom

positive and

hand it produces

e

&+

negative results. A two-way relatlonshlp requires each participant to

o

be activelyv suppg%?iVe & the communication which sup

. . . @ g _ .
gelationship; if not, concerns develop. [Illustration

denv information which iS'otherwiseycoﬁmunicated; it

g

‘lnformé%%pn, a LOHfllLt is qu?gested which mayv be lnd

oy g [ .
Gestures,’too, in & similar wa@@ cad’ sups%rt or denv
‘ - N
such, they Become powerful communicapors'in themselve
- ' . o= 7%’ . .

themselves, in spoken and writtten form are also power

\f used inappropriately, they can gvoke a wide range
. + ‘ P -

provoke aggression, Complex. communication is part of

v .

‘plavground life. Various 1nterpersonal s llls,are re

'5

accurate interpretatﬁons of these compiex rieg. Misi

can cause further stress. 3 , \
C »
- A .

ports that
s can support «ar

thev dogf#rhe

1Cdth 5T 0r stress.

informat Ton;. as

S. Vords bv

!:l communicators;

‘. . N .
of emotions and

classroom and

. u“w_;

qulred to make
' -

nternna&&gions

#
‘ﬁ’i'_'
%
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Fvaluation
L 4 fvaluation, in this section, deals mainly with the more formal

methods of student assessment generally used in an elenentary class-

room;‘ In the observation period, students prepared -for and/or wrote

.

the following: a district standardized test in reading for grade 5

and grade 6, a district standardized test in mathematics for grade 5

and grade 6, a provincial standardized tegt in social studies for

v

grade 6 unit tests in mathematics in ‘both grades, and a variety of

tests and quizzes in many other subject areas. The

LA . , . e i

:Evaluation on,a less formal basis took plsce,”for example, %n
By

& / ."H' -

plav1ng recorder which thev were requlred to do in a small group and

PR ©
-

’ ' ,‘in reading poetrv which they did as individuals. Although evaluatlbn

v

in a broad sense took place in other wavs, such as judging the'qu&llty

of a friendship, oj assessing the appropriateness of a:jrnior high

13 . ! . 3
school for the following year, these issues are discussed in other,

- . . 3
*. 1 1
equallv approprlate sectlon The ths

effects of evaluation on

RV . A

students, such as nervousness and migr ine headaches, are dlscussed in

- N «

! ]

the section called A Heal v Bodv.

S
program. .
Mark: - Language arts is, sort of, my weak program.
. .ot s '
Researcher: How does vodr worrv come, out “in language arts° -
o ",13‘ B “ T Sy Ll e

R . Lo 4

~ " A

-
r

vy P

r
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5 ' . “y Y B . .
Mark: Not getting mv work done. That's what worries me,
Researcher:  How abugl-in‘music?;
N;;rk:‘"w Music? Jottine down the notesy refmembering ‘thy '
5 netes, remembering mv fingering on the recorder -
s A and the alto and stuff . . .
June 5, 1985
. LY ) . . ! 4 f
AE well as- tatalogulqﬁ(her weaknesses, EliZAbeth Mows her subject drea v
strengths. in the

Ex perlenteb in the pu%t DdrdllLl m\ﬂ??lenmc

present in her respdﬁée. -

. T . C

R 7 S e Ca .
Elizabeth: I alwavs-had ;rouble “im m@ﬁﬁ%‘ Math is néver my

e

greatest sub]ect. Spelling, I thlnk “is dood. ‘
Language arts is all right. But I think math, aﬁﬁ
social are my worst ftause I hamqatrouble Wity

e

. N3
To some d

houéless

s

Elizabeth and her friend,

them ahd T aﬂwavs had,

“like 1in gréde {{? 1 ‘had so

much trouble with them 1 thought 1 was never goilng

to pass but 1 didn't . .

then I tried a whole bunch of grade 4 work and 1

grade 3.

2
4

ree this accounts for her

s in her journal account.

Im kind of behind in
all mv subjects, and 1
don't know if and how

it didn't work so I just went back into

June 12, 1985

feel

ings of hL]Dl ssness and

¥

Ve

Im going to begin-to fiddsh

tgﬁm‘

Marv Beth

_area in which thev have difficulty.
ability to identifv specific, problem

otherwise the task of working~ at an entlr

"k‘;\ <

,- both

~In oxderHtQ enlist hélp,

16,

& .

{dentifv mathematics’
» -

1985
as

the
areas is definitely an assgt;
Y ’

3bjéct is.ove%whelming

Qtudente are asked to be SPEleIL about problems thev are

having (in math)’.
problems but sav oxgly,

ggvse,

after Nancyv (academlcallv

. .

"measuring angles."
e
Y

“(Either) they are not WllllnL Ly

Yrv Beth.-and Ellzabeth are - havxng manv
"Mmeasyring. angles

This thev say.
confident in mathematics)

B

K

. like, T got put back and

Aan

»*
w3

“ra
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1

admit out loud thev are having difficulty (or thev) mav find

a it difficult to, express themselves specifically.
Mav 13, 1985
Marv Beth explains sonme of her con%tsion at the beginning of the
- vear was due te not listening and also not knowing what to listen to.
R 3 ‘ L
' Mary Beth: Well, in the beginning“of\the vear I didn't really
listen. I didn't know what to lisfen to. ¥t was,
« like, vou know, "Here's vour assignrent,' vou know,
"understand it.'" ‘But 1 COuIdn't wofk things out.
And when Ell7abeth came along, she cpuldn't fe
work (thlngs) out, vou knov, then wesstarted working
things but (together), vou know. I started to
v . understand the math and I started listening. The °
> " more 1 started listening, the more 1 understood.
¢ = June 12, 1985
Agz @rv Beth begins‘to work together with a frlend and to t% % &Qme'aﬁ
P @_Qresponslﬁﬁlltv fof*her involvement fh matbgmatics, “she begins to undey- ¥
o <y
. 2 4’ i R 4
skand it better and has a sensg of accompllshment. . g}tw
4 K

David, on the other hand, does not take sufflalent respon31b111tV':'iJ;j
for his learninP in mathematics. Awareness ©f cause and efféct, - f“‘

between working hard and being able to understand and do his mathe'

. _Wt:
," matics is not evident. The '"hard part' still remains confu81n&4

Rather than tdigg ro work at it, he gets upset, .o
Dv X .
Researcher: Tell me vour feelings about math. (
“‘*hai ¥ L we oo . ' . . . . . ‘ L L. ‘1':‘.'\:}»-"'
DaViSﬁ .. Sometdntes it's hard gnd sometimes it's easy.
When it's hard it gets me confused and (D) start
L gettlng upset .. Stuff,hjﬁ that. Yoo

¢ - R
, June 7, 1985
David's limited involvement results in bitterness.
1 did not study.
o« . o @ o . 8 . .
1 am not cot.up and it sucks. _ ’ &

, May 14, 1985
The danger of deve;opingna“self—defeating attitude is that negative

LS




. ) \
results are purputuutud. lhe student who feels no responsibility or
control senses that, no matter what he does, the marks will not chanye;

. | .
low results are expected. '
f ’ ~

Mark came in next and had his (test) corrected. Although

he had done quite well on his review sheet, his test did not
even net him a 507——unbe11e€ab- blow., This did not distress
him too much. He, in fact, exmted that this would be a low
mark.,

He quicklyv completes assipnments because he, under no circum=" , =
stances, wishes to have homework. He pretends that ‘the test
*rosults are not important .« . . asfif, in this case,-he has no
control over what happens. N

» e

At times, the defeatist attitude can be "eapchy.”

L aiMay 16, 1985

The students are

3

outside running the 50 metre dash and thd%%ﬁdprange run for the Canada
‘ : : & : n

v

Fitness tests. ‘ . - v T .
Alexandra: "I can't run.' « . - g :
Lori: "Neither can 1." i ' : : :
Wendv: "Neither can T1." -

- Y Mav 19, 21985

N

‘Although Alexandra has severe broﬁch}al problems which preveﬁtﬁhgf

from .running.at all and Lori has asthmatic problems which require her .

to monitor strenueus phvsical activitv, Wendv has no known nhvsical,
problems which would restrict her performance. .
Unlike the informal testing situafion, the*formal test inspires

. : S
reverence, ruvspes’ and. awe. The room is hushed.

;

. \
Tests appear to be the great leveller. All is quiet as the
two grades perform their tests on Unit 9 geometrv., *
. ) ;

\ . Mav 14, 1985

- .

Test results are frequently given in percent scores, percentile"écores,

&

‘ - . > ’ oo
or marks®out of 10 or out of 30; students must make sense as to what

= ‘

the scores mean. to them as an individual and ro them as a member of "a
- > )

W

\
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larger group.
Communication of results can have troubling effects either for
students who would like to have done better or who, on the other hand,

do not wish to publicize an exceptional result.

»

Spelling quiz scores, out of 10, are asked for out loud.

Lori savs, "7 out of 10 - .

Someone echoes verv bOfth "7 out of 10," slightlv mocking-

her answer. -

Ross, on the third request, gilves an answer: "5 out of 10." #»

. , ' Mav 7, 1985

! Matthew tells me (privatelv) just before the beginhing of
recess that he received the award of Excellence last vear. .
. " : May 1, l985

N "

In order to reduce the trpubllng effects of publlolzlny a mark,, -

L

students are occa51onallv asked to choose between readlng it out loud

or delivering it to the teacher[s desk. ¢ .
" Mr., Brown: "TE vou don t want. {6 mention it:to the class, just
come on.un.' o .
Iudlth goes up. .

Matthew gives his mark
wEleabeth savs 18.5 i
Andrev savs 21. .,
- Mark savs his 1SQQ®/3O

. Mav 7, 1985

[n this instance, students make a choice, their dignity is maintained,

: , >
no reasons are asked regarding the quality of their test performance

and no excuses are given. : SN
} ' ) . @ e
Miainterpreta?\on of test ngsdlts'can cause concern. JTom,
" . .
voluntarily, wrofe a district sﬁonsored, nationgily administered
A - . R ,
mathematics test for dcademically talemted students.

Researcher: You did reallv well on the math test you took
. earlier-this vear and vou weren't totally pleased
F 2 with vour results. Can vou talk about that?

El
o

$.
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Tonm: Well, 1 just wot over fhe 50 percent tle marvk and
never sort of realized that Toeet so cood . [
thoupht that . . . usually vhien iUTs ander 700 TS

¢ not too vell . . . done.

) . .
! June o, 1985

His journal records this reaction.

1 feel that I screwed (up)
totally. .
Mav 29, 1985
Had Tom not been an excentional student in mathematics, he never wou | d
have been invited to take part in the test:; vot, for weeks, his

interpretation of thé‘&est result meant that he saw himself as a

'fngUIe.

Performing for an evaluation as an individual in the nresence of .

one's peers, ¢an causSes NeTVOUSNESS for somé students.

lori will read. She reads a short noen—uets B, She vivyles
4s she voes back to her desk.

cv reads next and wets oL . . 50 does Matthew.

7 Michelle has tried tg nemorize the-poen, Love. She starts twice
and can't get through’it zo she obtains the scrintc. She wets b

Martin reads.s..His"Bdok falds won the floor. . lr. Brown .dsks him
to bhegin again. HQ does so and beeing a little more auiet Lo
the second t ™ round. Martin gets h/ L0,
Marnie has memorized Hat by Shel Silverstein and wets 7.
She savs to Judith: '™on't look at me that wav, "

. W

Mav 29, 1085

Giggling, forgetting the words, drapgiﬂs\the book ard reading aquietly
-t

. : 3 N . v |} .
are signs of nervousness; even Marnie, who is more successful with
memory work and with the quality of her presenta ion, makes a self-

conscious remark to Judith as she returns to her desk.

; Performing on an individual basis, even if not £&1 obvious

‘ n

evaluation, can produce self-consciousness. Studerits attemnt ¢vasive'
R
LY

-~ ~—
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Mr.o Brown:  "Geoff, would vou read vour storv, please e
- . k] .
Geofif: "I don't want to read mv storv," »
. B 4 o 3 IS
- . " » RN e
Mr. Brown: "Next . orson will be Ross!” v PRI

Ross: "I don't want to read iv." w‘ L

Mr. Brown: '™arnie, will vou read vour storv!"

Marnie: “"Can I just.hand it to vou and vou read it?"
. N o -
w7 Lo Mav A, 1985

Pertforming for an ecvaluation as a group member can prove

embarrassing. , : Cri . ‘ R
Michelle, Nancy and Judith plaved a familiar piece which thev
had plaved manv times before . . . Thev made hesitant beginnings
three or four times . . . The parts didn't fit together as well -
as before: Michelle plaved shakilv, and Judith kept stoppinp o
in order to start again. ‘ !

e .
*
Wendv and Marnie didn't make it through (their recorder nieces
Phe first time) either., Wendv exhibits a pale color when she A
. ) g ' hadd . . . ) N
is embarrassed and her‘face is rigid. § .
i [ B w .
. o7 . May 24, 198RS . T
A o B A

5
Ak

Repardless of past performances on tests, quizzes, homgwork assignments o«

or-dailv lessons, the final report card ‘is ofigreat importance.
Txcitement, anticipation and anxiety register in Marv.Beth's request -

in her journal.

Do vou think since I'm leaving on the lst <%
of June for Holland could I have my

¢
W report card before I go? I'm anxious to
see mv marks before I leave., In grade 3
. I went awav for 1 month and thev didn't give
) me it until I got back! ‘I didn't know
if I passed or not. s o

: Mav 8, 1985 ¥
Knowing "if 1 passed or not' is crucial. Grant, .too, is somewhat

¢

concerned about getting a low mark iq,anéubjﬁéi,area and- the *podsibilitv .
« . . L s ’ B N ~_."'v( . . ) RS 3
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- . Vo '
Rescarcher: - Do vouthave dny concerns that. vou ‘wu“hl Say
: are based around school? ' -

3 A}

- K4 ,,' . X
Grant: Not ‘really, no. Not hnless | "mopoiny to oot oan b
You know, Ln some sub Joets, but other than L bat , no.

4 oo
. o SN .

later, in Yheinterview. | ’ -
il

3 . K
. v .
w*sh sound like you "re really concerned o i ht

ites '

,4 i
iR ) . B TR

Researcher:

4 -

Grant: \»‘&I‘ h, [ am about this because it could mean,

w, staving in grade O another year, «
:

June D, 1985 ;
' w ”
Grant indicates | his present marks might aftfeet his future success
in junior high and university.
Grant: [ want to go on to, like, university and stuff, too, and
learn quite a few things. And if I get bad'marks in
school on my report cards and stuff, you always have a
copy of that, and, vou know, lots of times that can bc
reviewed, ‘
“
If vou get poor marks ino, 1ike, in juygior high . . . they
somet imes look at your elementary (matks). It . . . vou
had really good marks and . . . all of a sudden vou'r.
doing really bad in junior high, they wonder what's
happened to you. : ' .
1985~

N ‘ June 5,

Findings

Evaluwation, in this section, .included both formal testing and less

. I} .
. 1 . .
formal metvhods of assessment, Student performance is evaluated almost

‘411 of the time from impromptu performances which are public in nature

to performances on highly-regulated standardized tests. Student per-—
fon@ance is assessed on an individual progréss level, a classroom
level, district level, provincial level and national level. Students

_experience stress over evaluation in a variety of ways and for a

‘"‘ . ey i - e ) . . i 3
"o #syariety of<peasons. Students can have problems with weaknessgs 1n
. . - I PSS - ' L m v N )

3 S0 e by
“ B " A,;’ 5 PR

o

} 4 s

¢ . ‘ . , X ]
1y . )

&

T o G T
‘ ! v s » \T} _— N
- i



cortain subject areas.  These problems mav be yreneral oF Nihte

specltiv., Past expericnees can parallel present experi®nces in oareas
pec ] !

B .
ol noed.  Helplossness and hopelessness can result from not knowing,

how or when to get the expected work load accamplished.,  Confusion can
K

result from not knowing-how to listen or what to listen to and trom

'

not bueing able to conquer the "hard' ,parts. Not taking roesponsibilite

tor the problem produces a poor attitude; a poor atgitude does nothine

to improve the quality of the performance. A self=defeating attieade

can be dangerous in that nepative results are perpetuated; a selt-

defeating attitude can also affect others. FEvaluation results and

( - .
test scores are recorded in manv wavs; trving to make sense as to what

o

thev all mean ton tbstudent can, in itself, cause concern. Having to

reveal mar&i.in class can be stressful; having results which are low

or results that are high can be embarrassing. Both communication and
» o

misinterpretation of marks can be sources of problems. Students

express concerns about getting low marks in a sub ject area or having

to repeat a grade. There is an awareness that present nerformance in

N
elementary school can affect future success in junior high schdol and

o,

in university.

Responsibﬁlitv

Students have responsibilities at home and at school. Home o

responsibilities have to do with helping people or performing duties

- : o \
- . . ~ : - . . . “ Mo,
or contributing to the familv business. School responsibilities

Il

. L g
include leadership responsibilities in a Familv Time program and
-
serving at an annyg® tea. )
. ‘ Y
Elizabeth, during the spring time, had been quite concerned about
Co -

i

.

Py
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her mother who-had to undergo a serious operation.’

: Elizabeth:'VWell,'she was (iﬁ the hospitaly for a few davs, 1
) guess. (hen she came home, she was really tired.
She: staved awav for about a month and a half from
work., She's“back dt work but still gets tired fast,
' _ like, when she comes home she falls asleep at almost
6:30 'cause it gets so tiring. = ’
n - © ¢+ June 12, 1985
Thén,'she and her older brother shared the resbdnsibilipies of cooking:

]

and cleaning. ' .
4 -
Elizabeth: . . . my brother, he usuallv made supper because I
P always burn it. Butj; ah, I usuallv just cleaned the
VT . ' house and took care of the cat and just made the beds,

/" in the mforning.

June 12, 1985°

Now, she continues’ to help out when needed.
I've had to make
supper for a few
nights now because: . ' ) ) C e
my mom had some ‘ v
meetings to tend '
to at one of the schools.
 She teaches at three
schools and had sohg -
meetings at one 1
think. ‘ .
Mav 9, 1985

¢

Althgugh Elizabeth doé5'ﬁot'mind %&tually performing the necessarv
chbrgs, there is an element of loneliness about having to do ‘them
becauée her mother is not able to be with her. i%

John has respoqsibility for. two ybunger.brothersiﬁhbm he has‘to
keep opt‘oflﬁrOuple (June 7, 1985). In additiom, he speaks of having
to clean the house when it's dirty and ‘put -his brothefs to bed on time.

§

He is chiefly corcerned when they don't listen to him.
¢ . . )
Getting oneself out of bed and on the wav to school all or part of

the time is not an upusual responsibilitv. *Wendy writes: ' -

86
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- ) . Lo . . ) - . .

/ ) o i
Toda//started off bad my alarm went off ‘

but it was on soft so I didn't hear it till 8: 15 then,
I had to get dressed get something to Lat .ol
\

/ 4 May 8, 1985
Cooperation with siblings is often requiréd._ Wendy shared a piece of
"toast with hér sister when they got up late; babysitting with a brother

proved both exciting and challenging to Mary Beth.
! . . ’

On Saturday - T ! 4 o "
night Robert. (my brother) and T babysat oo
2 kids from 6:00pm- -1:30 am! What a hassle! .
‘ The gettlng the kids to bed part was hard.
- Rob and I got $8.00 each. Not bad! . . . .

Sunday I was a grump! ' '

So was my brother. Boy!. did we

~ever get at each other's throats.
~ . May 6, 10985 -

In addition to having to coopefate with Rob, putting the kids to_bei,
working long hours and staying up late all took ‘their toll on Mary

Beth. However, earning the money and having completed a job success-

fully seem apt rewards.

Wendy helped her family move a business into a new location. .

On Friday at 6:00 we- went to my
dad's new shop. it needed lots of work on it . ..
we worked on Friday from 6: 00 pm to.12:00 am
and Saturday . . . we worked from 9:00 am to
6:00 pm (and) from 7:00 pm to 11:00 pm and. then
Sunday . . . we worked from 10:00 am to 7:00 pm
. . . today right after school
‘we are going to work because
my dad needs lots of help.
’ May 27, 1985

Not only the move but:the setting up df the business itself was of

“

great interest and impOrtance to Wendy.

Wendy: . . . see my dad talks confldentlally to my mom about
this stuff so me -and my sister don't get a lot of
information out of it, like, I didn't know this until
yesterday. My dad had lost a business thing. He had
a business:deal and all of a sudden it had been .



2

the peopl said, ."Sorgy, we have given ghe business to
somebody else." And my ddd says, ''Oh,(OK!" and he had

to get somebody else in and all kinds of neat stuff.
It's really. interesting. A
' June 12, 1985

Wendy feels respon51ble and needed ngzﬂhelp in cleaning and setting up

of ‘the business ‘equipment was welcomed and proved meanlngful for her.
Although the success of the;business was of concern, Wendy felt she
could meke a worthwhile conc;ibutionvwhich has anMimmediate i%pact on
the welfare pf everyone in her family. |
Almost all of the stndents in Room 2 hane the opportunity to be
a leader in Family Time. Student leaders have responsibility for six
or‘seven chilafen from‘kindergarten to gcade 5. gun on a cnce—a;yeeg
basie, this nrogram ié designed co foster codperation, understanding,
caring amd responsibility foc each other; leaders are expected to,
foster these.qualities,in-their family members, to leed their groups
in discussion or activity sessions, to model behavior and to take the
initiaci;e in helping out with playground prcblems. Students share
' some concerns. '
David has been a leader previously and compares the two groupé
' . .
he has had.
David: I've got a worse group than T had before because this .
group that I have now is always wandering around,
yelling, talking-and draw1ng on everythlng

June 7, 1985

Unlike David, John had not been a leader before, and found it worked

out "pretty good." However, he had some concerns about behavior that
P g >

was inappropriate at the time; his family members were talking during

©

a ballet performance.

.
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John: 1 had seven péopleuin mv family counting me . . . vight
people counting the kindergarten (student). I had them
all with me one time . . . (at) . . . Coppelia, and {t
was a bit hard because Joe and Nicholas and Dannv were
talking. 1 told them to be quiet and some.other pirls
were talking. It was sort of hard.

Junt 7, 1985

Maihfgining control of many vounger students was a- challenge both to

David, in his general manner of expressing concern, gnd to John, in
his specific manner of expressing concern.
* Elizabeth describes the composition of her family group.

Elizabeth: Ah, some of the kids are pretty good, like, some
- of them are too silent and some'are too noisy ‘but
most times (thev) are pretty good and some of them
don't want to participate and things, but thev
usually do (in the end).

June 12, 1985

She has a method for dealing with nonparticipants without asking for

\

direct and immediate adult intervention. .
Researcher: What happens when thev don't (participate)?

Elizabeth: When thev don't? Um, they usuallv, thev don't
- really want to; they'll usuallv make a fuss .or
something and then I'll just sav, "Fine." Then,
after a while, they'll just see, that evervbodv's
having fun and thev'll usually join in.

June 12, 1985

Being able to handle these problems by herself helped Elizabeth feel

a

in control.

Students may request helpAfrom a teacher leader but seldom do” so

unless thev require adult intervention or advice. Marv Beth will not

be in attendance until the end of the school year, so she identifies

.
8

a problem within her group.

‘Do™You ‘know | I : o
who could take my place as ’ '



leader for that because Trina

(my asistant) doesn't want to look

after Wesley; and he's a problem .
because he wanders off from

the group! He needs watching

and sometimes Rebecca Walker : *
does too! -Could we work something *

ogt about this?, Thanks!

May 30, 1985
Mary Beth asks for help only when the solution to her problem involves
choosing another leader, which is a decision bevond her own respon- |

sibilities. Lot
'

Understanding the specific requirements of a role helps the
student leader feel competent and confident. For many weeks, Martin,
a relative newcomer, felt ill at ease in his assistant leader capacity.

THen, one day, he seemed to understand what was required of him.
Todav Martin is a real help with helping others finish their
badge designs. He, himself, is finished and sits next to the
other children in the family—evidence that this is'the first
recorded time he has not done so much aimless wandering around.

.

Mav 30, 1985

Repetition of roles from one year to the next, as well as from

one week to the next, can also help: dispel doubts as to how to carry

out responsibilities.

A word about the day. This is the day of the annual spring tea
and education week open house and display. Students in this
"room have traditionally served the tea’and dessert and taken
responsibilities for-the fish pond and plant and bake sales..
There does not seem to be an unusual -amount of worry or concern
about this—perhaps because most of these children know the '
procedure for the evening.
> " Mav. 2, 1985

A student Family Time leader has well defined respomsibilities

which are carried out in organized activity or discussion sessions.

The time and placé are specific and leadership behavior takes place

Il

90



“under the gpuidance ol teacher leaders., ’ . N

)

Findings -

. ’ . . . .
Responsibilities are extremely important to the students, whether

thev.originate at home or at school. lesponsibilities challenge the

.
4 +

students to perform adult-like duties such as cooking and cleaning,
’ r

. L] . . - . .
taking care of voung people; or helping to establish a family business.
¢ . ’

Stress, however, can accompany these responsibilities: worrving/abqut
. f /

.

mother's health, having to work cooperatively with a brother or sister,
or having to work ‘alone. Stress results, too, from not being able to
carrv out responsibilities as is expected or from having to spend long,

hard hours in order to carry them out successfullv. Stress can result,
. ; » A
too, from having responsibility for other students who do not listen

and participaté as thev should. Problems are apparent when responsible

'3

roles are either not well defined or not well understood.

\

" . Self-Control

Schools expect students to become-responsible, independent
individuals who care for themselves as well as others in socially

acceptable wavs. Unlike structured leadership, the responsibilities

are not so well defined and are not carried out in organized sessions.

N

. . !
Responsibility for oneself must occur all the time in all places;

adult intervention mayv not be available. Responsibility for oneself

is discussed here as having control of property, time and actions.

Desks and cubby holes are assigned to individual students, These
spaces and whatever goes in, on, under or around them become the

propertv and the responsibility of the assignee.

!

(
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Marnie's desk is always interesting with all manner of things
hanging from, stored under, and stuffed into her desk.
Mav 29, 1985
s

Individual tastes arce evidentg.
1) - [

Dennis' desk is always cluttéred with materials. He is
constantly playing with something or drawing. He insists his
desk is orpanized even at the end of the dav when all are

_ requested to remove materials from desktops. He seems to
eed his materialg all around him. 1In contrast to this, -
Martin's desk is aluays clean, as though he cannot ofierate
with any excess clutter. He is always in danger of throwing
away something of value. ' ’

<« o Mav 10, 1985

\

Personal storage space is very limited. Problems can occur in
érying to keep materials organized and available.

.The floor is littered with recorders, texts, games, binders,
papers, .extra shoes as there 1s not an overly greats amount
of space for all this.

. ' ’ Mav 6, 1985

Some students extend their personal space by hanging bags or knapsacks
on their desks. Portabilitv, then, is also increased. Care and.
control of personal propertv can be a problem to some. ‘

- Ross leaves his jacket outside and (then) looks for it in
the Lost and Found box. (In the meantime, I had brought

it in.)
' Mav 8, 1985
Noon '
~Just\gs space is restricted within the classroom, so time is

restricted within a school vear. For ten months oty the vear, five gavs

of the week, and fourteen hundred sixty minutes of instruction per week

time is to be well.used. Deénnis' homework book and Marv Beth's note-

book of assignments help them to organize time. .

— _
“TFhe organization of time in the classroom is necessarV for

efficiency and effectiveness of instruction. Students are expected



'

(o bepin their work, complete their work or chanye to o anothen Sab joect

Arca when it is expedient tor instruct ional purposes.

This is interesting . o . the fact that i1 alwavs seoems bo Ul
the elass some time to scttde tor tasks and when thevy are
deeplv involved, it's morning recess and rind to put thinps
awav., '

Mav 23, 1985

At timgs, changes in this schedule or timetablie appear to be part v

responsible for atvpical behavior.  On Thursdav, Mav 9, the "student s
\

1o

. . .. . v - . ,... Cog .’ yar
had new responsibilities as leaders in Famd lime, the Family Time

schedule had been altered, and theyv were planning to attend the Harrow

by

Junior Hi qh ﬂ?iwﬁ£§?ﬁon program i the aFfternoon.

Mﬁt

[
.

i 3 Lt _, , .
StudentsJer’ggal hVPerll1pz?%‘r",huDS>thIS could be because
P E )

of all the changes in the 4avh %3

Mav 9, 1985
4

Group movement between classes 1s expected to be quiet and orderly,
The class is asked to be readv and form a nice, straight line.

vr. Brown: "OK, count of three, or we sit down and trv this
over again."

This works for a moment; then, talking and noise as
thev move down the hall.

} - Mav 21, 1985
~ . . . . . . 4
Staving in at recess time, coming 1n earlv or staving after school are

wavs to extend the work time. However, staving after hours mav not
y v
be desirable. j

. Michelle and Judith, when they came into the room this morning,
immediatelyv asked if they could go with me to the mall to
deliver the banner. When I said that was possible either at
noon (hour) or (after school) this afternoon, thev both had
reasons as to why. they could not go either time.

Mav 13, 1985
Missing class time is one consideration; missing free time is quite

another. Mary Beth makes a plea for some in-school unassignéd time.



Youterdavy after school, we're .
sorrv Elizaboth and T couldn't stav .8,
Elizaboeth and [ were wondering il for mavbe
D odavs have Cateh up
time in Math., We're realls bebind, Thanks!
Mav 1, 1985

-

Deadlines, too, are requirements placed on students in order to

?
i

cvaluate completed projects. \
The announcement is that the stories assipgned vesterdav, which
amount to about a page in length, are due domorrow morning.

! : : ; )
General awe and noise which accompanies disappointment or
disbeliet or disapproval.

Mav 23, 1985
Having homework, which cuts into free time, can also be a source of
irritation; far more important concerns intervene for John.

I'm boss of the wardens . .-.

Now we get three other members
We're going on a camp out this |
Saturdav and Sundav. I might not
pet mv homework done.

P.
1 like Junior Forest Rangers

U

‘Mav 27, 1985
John is primarily concerned with being a responsible leader in an
organization that has many social benefits for him; he is secondarilv
concerned with his mathematics. , 9
Time is expected to be used "profitablv'y a quality finished
product is the desirable end result. Problems occur when this does
not'happen.

David continues to do nothing but sit and stare.
He now moves out of his desk to examine what Dennis
is working at.
Mav 30, 1985

Not only does David not complete his work but, if his presence 1is a

distuption to Dennis, he prevents Dennis from completing his work as



we b ] Dual ey Lime, o well an g squalicy Pinitshed prodoct o mae bt he

ideal.  However, staviny on task ftor o tall dav ean Beoa o hal Tensne,

At the eod of the dav, it is a Titthe more divticult ton
students to }iﬁrvn 1o lessons.  Restlessness is ocvident by
moving around in the desk (Geol )y ol task belavior Clavting,
and cutting creative tipures out ol paper (Vendwy .

!

Mav 10, 198,

Cthe end of the davomay have lTess structured material, toos This

.

Altows for free flow of movement and ideas,

The afternoon is warming up as the dav wears on. (The) lesson
has progressed from a structured discussion to reading Cand)
writing outlines in a partner situation which is less structured
1n terms of direct teacher intervention,

Mav 13, 1985

Tiie end of the dav and the end of the week can be very tiring, IFridav,

A vy el e : i s
Mav 24, was also rainv so that the students did not wet their normal

recess break.

>

-

One student directs a question at-me, "No recess
Someone vlse savs, "Boring."

"Don't we get out at 3157 which would, in
Fact have been ten minutes before the expected
dismissal time.

Mav 24, 1989

The afternoon seemed lony tor evervone.,

. ~

Students are required to make judgments as to how to best
accomplish a task in a given amount of time. Both structured and

creative assignments are gliven:

Mr. Brown: ''What I would have vou do now is work on one of two
things quietlv: langdage arts, spelling. If vou
have finished those, you have time to work quietlv
on the Citv Transit project we started vesterdav."

Mav 30, 1985

A
Manv of the projects were group designed. Therefore, the student must

organize group and individuals plans * © a structured and then a



et ive tank . bedteions must be omade to world Podvepenndent b, wth g
[} - .

paartner or o in oa sl L oproap. Matervials mat oo assemb beds worl muoest

e bepan in order toogoe time wice U and accompbish o atistacto

Pinished product. At any point, problems can develop to fntertere
f

with this process.

Control of one's oown behavior i cncourayed and expected o

dehool.  In order to have triends, Tohn activels Soupht to he inetluod

in many intformal proups.

John scems to be happier these davs bmz;ujse\\v is getting his
work done. He is making good relationships, as well,

Mav 24, 1985
This success helps pet him out of potentially awkward situations;

thus he makes overtures to others to help him,

John has a dictionarv and is lTooking at the word, "eaneer”
He stumbles over the word, "malivnant,” hands the beos to
Andrew, and Andrew reads the detfinition out loud.

Mavo XA, 1985
John is taking control of his own problems and is taking action to

solve them,

Making friends is John's wav of avoiding potential problems:

For Geofl, distancing oneself from a friend is another.,

-

Geoff and Martin have managed to get their desks just as close
together as possible. Nonverbal, as well as quiet verbal,
communication is then possible. ~

Mav 2, 1985
Geoff's desk has been shifted awav from Martin's. Last week
Geoff and Martin spent a lot of time talking and collaborating.

- Mav 6, 1985

Geoff said at noon he did not wish to sit next to Martin
because Martin copied his work.

Mav 7, 1985

!

s



A

Coot e comp b G B ool Wi e et b e o re wee b bt
berne o probles tooane "H'l-'.

Porm™ o ot bt owarth bavied hoaes Bgrenr 1wttt o el o ant e
Dem. Lo oorder to deal with the problem himele by Tom bones o e |

cocial problem solving skill-o He Pedent {0 e the problem,
- ‘

«

11 atarted gt the bésinning: ol erade o when | Wi Pivst aronmd

BT el e sister was ooul thére and She o0 0T thipk David wan
(hlaminy) her tor something that -vux'vuwvm‘ vl i d ande hae

arted pasbiiny her around, I owent o and tried to breal ;!'
up and then he tried to trip me and bonnt sat there rreign to

pet oaway trom hiwm,

He umi(erst.mds his own dimension of the problem,
Before I was kinda a little bit atraid of him and then Jr port
to a point I was so mad eouldn'c oo o 1 d idn't carce what |

did to him. .
He understands David's dimension of the probliem.

It 1 get mad or anvthine, he knows rhat he'a cettine to me e
e st keeps trving and treing and trvine, so [ooness oo

|

(1Y eive himoa tanoy Titrle shoys and rhen walk awar,

Tom. then, mikes a decision based on what he ¥nows.

Now 1 just mainly ignore him.
He evaluates that decision,

Cmmmm. 1 hardle ever blow mv top now. Psuallw, 1don't ‘L'
blowing mv top 'cause usually now or after [ have a bi
ache that won't go awav.

' fune 7, 1985
Tom has learned social skills which operate indepencently of adult

help; his success has made him much happier than betore.

Being totallv responsible for behavior and actions frees a

-

student to work independentlv and.with relaxed supervision.

Uendv is working on a filmstrip viewer at the side of the
room. She is an extremelv diligent student, is fiercely
independent, and accomplishes a lot on her own.

Mav 273, 1985



Pt Tesponib e endent coare Taced wiith e e b e,
prrenpansa b be adent e re Eabedb winth e tent ton prnd orpe e

Mark was broueht oop to the desk oamd shown Lhat Lhe et w0

i the detent bon processs w0 halb=does oo pension, ot od
ot that thia wonld bhe soerwed the bast 'tult doc o the manth -
the swomming gl bernoon fomorrow, b gm0t thiee b sehot

[ "
)

e wantaedd Hi ‘..ll(l, et

. SRR B R
L
‘ o .
Po bt credit, Mack tool immediate vesponsabib e tor b troge and
.

voided the halt=day caspension.
CDavid has been suspended moce than oy other stadent in oo lase,
His irst comment reveals that he does not take total responstbriiny

for his actions: theretore, David Teels the consequences are justitied

:
onlv part ot the time.

Descarcher:  How do wou explain the fact that wvon have had
(more than one haltf=davy saspension) !

David: Well, it"s when evervhody wants o talk and
. that . . . it 's when veu want to do o somet i
olse besides work,  Talkind, wvandering aronnd,;

stutt like that.

Researcher: Do vou feel that the teachers are instifried in
.
giving ~ut suspensions when thaghappens!

David: Somet imes,

June 7, 1985

Findings
Responsibilicv for oneself is discussed in terms of having control
of propertv, time and actions. Personal space is limited in school
~ but the student must maintain control over all of the materials which
20 into that space. Stress results when materials are not oreanized

. H Sy ; .
and readilv accessible. Time, toc, must be dealt with responsiblv to

"
.

ensure that qualitv results are achieved. Stress can result from too

P2 ke



-t “

manv changes Iin schedules. Stress can result, too, frof needing

‘ e ‘ oo Y — . : . ‘

additional time to finish projects, complete assignments or meet
- i . -

_deadlines. ‘Homework itself can be stressful. Certain pgri&dsnnf

. ¢

time can produce stress, such
. A

as.the end of the dav and the ‘end of
" .

the week. - On rainy days when long periods of instruction are mnot

I

broken by rec%ss; stress can result. Cdntrol over oné's beh;%iogfmay
vmean friends must bg made or avéided. .Social.problem solving sgills
help the student deal with stress. ’A resp0néiﬁle student can behave
more freely than less responsible students_or~irresponsible students
-who aés subjgcted to tighter controls in the form Qf detentions and

suspénsions.,

A Semse of Order

This section dﬁals with the students' sense of order in the way
. . * . ! . ' ' '
they perceive the world. Individual and gtoup rights and privileges

are part of the order. 1Moral.and ethical values are also included.

a

Students assimilate individual belief and ?ehaviofal»systems

“fréom a wide variety of sources by the time thev reach ‘grades 5 and 6.

B

From these: individual perspectives students make assessments, evalua-

‘tions ahd judgments in the ‘way thev view the world. From these

. -
'perspecp}vgs stﬁdents develop a sénse of secufity'about_the present
4éné prédicﬁébility about the future.

Confiict‘resulté when what they perceive is in opposition to this
orddr; Qhap is actqally“héppening is in opposition to what should be

happening. Anxiety can result from a present which is insecure or a

A

future which is unpredictable. ° Problems, concerns and worries can

“

result:
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Equality of opportunity is important for individuals, claéses

or teams. Many of the students wished to be included in a ¢{strict
. . ) . ’//

sponsored, computer scored attitude survey which some, but' not all,
had done before.
J/
When the attitude test names were announced, somé of the
students responded, '"Why does Marnie alwavs get/chosen to do
that?'" '"Was this a draw?'", meaning were the names picked
randomly. / _
/' May 8, 1985

/
!'/

The individuals who responded in that way felpfthey, roq, had a con-

tribution to make. Wendy presents the V1eW/of individual students in

. . J'. 4 N .
another class; they feel thev have not had an equal opportunity to

serve at the annual tea.

. . . the other room think that
vou let us do all the o
~fun stuff not there class
I wgnted to tell you . . i
‘ . May 3, 1985

In team sports, each side should receive an equal opportunity to
' /
;

/

perform well. . J
./

oh veah the umpire was

on their side -at the baseball game

a girl named’Terror (age 9)

had just got to home plate

her leg haﬁ touched the plate

because she

slid and,/the ump .

called ﬁer out and

on their team a girl

had a strike and he called

It a ball. he wasn't fair.

May '8, 1985 . {

Marnie feels the umpire played favorites. Tom exprésses a similar

view very succinctly.

. . . the official's are blind and the other
team gets' away with murder.

May 1, 1985



The right to privacv of .the spoken or printed word -is of great
importance to students. ) t

Michelle Fisher, Sharon Bakér and Betty Ann Forchuk are
hdving a conversation in the washroom because thev-cannot
"find privacy outside.

‘Mav 1, 1985
Noon :

Asking rhem to leave because the washroom is not well supervised sand,’

therefore, not appropriate for conversation is not respecting their

.

right to privacy. Marv Beth, in her journal, glues two pages together
and writes:

This pggeiis glued because
1 wanted’to Omit something. ' _
Lo . . : Mav 29, 1985

Her right to priVacy 6f'the written word. is respected.
The righﬁ‘oflapnéal'is of extreme concern to Michelle, who feels

that four of.her friends are unjustly accused of throwing wet wads of

2.

paper towelling at the ceiling of the girls' washroom. Detentions,

‘

or "Jt"s were the result.

Right! -Well today I have

to tdlk to you for a reallv
serious matter. I no it's not
my business but their my
friends and I have to tell
vou something, that happened ‘ i .
vesterday. ~ 4 people got 20 min

dt's vesterday fapd) only 1 out

of the 4 deserggﬁfit and another
.didn't even get one for the

same reason Betty Ann, Trina -n-=
~ Sharon didn't do that stuff

on the ceiling. Danielle and Rose: T

did! -see’'what I mean? 1i no

that vou might think i'm’

just covering up for them but

i'm not cause I no who

was doing (that) and all of them

said that they didn't and i

i can tell when Betty Ann is

1010



lieing and she wasn't

neither was Trina or Sharon
the reason why i no that
Danielle and Rose were

doing this is cause I walked
in on them sorta (they walked
in on me) and I, just stayed
in the stall till they were.
gone.

v

Mav 16, 1985

2
’

‘Detentions are a part of a discipline system; detentions of various
lengths are levied in sequential order after a pattern of warnings

begun with a name on the board followed by a series of ticks.
Three people have names on the board readied for detentions
on Monday: Ross, Andrew and Mark

Marki: "I never got mine ticked."

May. 24, 1985

Mark's objectidn was that due process was not observed; his name on

the board did not get "ticked" and therefore, a detention was not’

warranted.

|

The rights of lequal opportunity, privacy, appeal and due process
. S . ,
are examples used here to indicate their extreme importance in the
lives of these students. The value of time and commitment to an
A . ,
effort, the value of human 1life, the value of public property, the
value of tradition and the value of individuals are also held in high

esteem by students. ' _ - :

The value of time and commitment to an effort 'is exemplified in

Geoff's reaction on the evening of the annual tea. He_had committed” .

himself to serving tables at eight o'clock. When he arrived the
tables were well served, the initial rush had subsided and it was
suggested that he take it easy and wait a few moments until the shift

a

could be easily made.
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Geoff was extremelv annoved at me because he had to leave o
baseball game to come to the tea. (When he arrived, he thought
mv comments to him meant he was not needed at all.)

Mav 2, 1985
Geoff, naturally, felt thdt the time spent waiting to resume his
shift would have been better spent plaving baseball.

Marv Beth's valuing of human 1ife is evident in this journal

account:

Last night I watched "Dvnastv." TIt's mv favorite

show except for the "Young and the restless."” (gvnasty
was "gorv'' last night. For the wedding of Amanda

and Prince Michael. These army gorrilias came

in and killed evervone even the bride! There
~was blood everywhere! It was stupid

and. verv disgusting ending. ''Yuck!!l

) Mav 15, 1985

In addition, she is outraged at the manner in which the sénselgss
Slaughter'of humap Bgings was gsed as an irrational conclusion td the
television séries for the season. Her intelligence is offended.

.Respect for‘public propefty is another value which is evident.
On Wednesdayv, May 29, a représéntative from City Transit provided the
students with a comprehensive presentation. Initially, thé tone was
raucous with the representative encouraging boisterous;'humorous,
responses in Qrdeg to gain their ;ttention.'.Hé then told them about
vandali§m on city buses and LRT trains.

Students are awed with (the) $500,000 (annual) vandalism bill.

Students get quiet at this point with the 'seriousness of the
point being made. Tone quietens down.

Mav 29, 1985
All students were taken aback bv this half million dollar figure for
vandalism; some looked at each other as if to sav, ""Tho would do that

senseless damage?"

103
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Sharing of public property, at té@es, is essential; Green Hill

School shares its facilities with a dav care organization; arrangements

*5%'
are scheduled in order that the schooi nd dav care groups selllom share
ST

the same spot simultaneouslv. However, new plavground equipment was

installed on the previous weekend by ‘7‘pafents of manv students.

On Mondav, a conflict occurred which Judith reports.

You know, I'm really mad. .
Because vesturday Lori
and I were sitting in the

\ sand, and the lady from the ' .
day-care came and told us to
go home, She said "GO
"HOME!! This is the day-
care's time to play on
the new plavground: You
have no right to be on
this equipment it isn't

yours! Now, go home.!l!l

May 7, 1985
At leé§tA§hree students reported this incident at length. As well as
feelipg they had priority rights to the equipment, they felt offended
that their judgment, as to whether or not they shouldlbe theré, was
questioned; in addition, theyv were offended by the unduly harsh treat-
ment they received.

Tradition is valued by the students. Matthew's question suggests

that the established order of thlngs need not be changed ‘
Will we be having a baseball game, begweer .
the teachers and grade sixers? Its sort oF), e

like a tradition because as far as 1 ramembet s
thevve had vear end baseball games. S R

' ”\Mayflﬂ,'l985

Nancy supports his appeal.

. . . every year . . . since my sister wvas
here they would play. Last vear I think



was the second time in 26 .vears
the sixers would win.

“ Mav 9,. 1985

In a sensitive, diplomatic way both students inform a recentlv

appointed administrator that what has been done before, in this

case, is of value to them.

'

Andrew is asked about possible personal problems in school.
Although he is a boy who perceives veryv few, his answer outlines a
. 4]
personal dilemma.

Andrew: Problems [ . . um . . . well, sometimes in gvm, like,
five people ask me to be their partner. That's hard
to décide. But I decide somehow. '

The researcher response reveals only a superficial understanding.

Researcher: That's kind of -a nice problem to have, isn't it?

Ahdrew: Sort of.

‘Andrew's hesitant, reflective answer ihdicate§ that what, to an adult,

seemed simple was, to the student, quite complex. He is expected to
value the teacher's request; in order to do so, he must take the chance

of displeasing four out of five of his friends. Andrew demonstrates,

»
/ .

bv Sharing’this dilemmaj~the valuing of the feelings of all individuals
; Yy :

{

') ’ : i
who are part of his wogdd.
. | . :
Grant shares his feelings about the uncertainty of the future.

Researcher: Do wyou have any particular worries or concerns
by that you can think of? .

Grant: Well, sort of, like vou know, evervbody is alwavs
talking about, like, war, you know like U. S.
invading all these different places, right, and

\ you know, sometimes vou wonder if you're going to
" be around when vou're thirty and stuff.

Researcher: Do vou spend a lot of time worrying about it?
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Grant: - Not reallv. Just every once in a while, vou know,
it just crosses vour mind, especially when vou
watch the news in the morning . '

Researcher: How does that kind of worry affect what vou do
every dav? in school or with vour friends?

Grant: - Sometimes, you know, you just want to go, forget
it, we're not doing nothing. I want to have one day

of relaxation, vou know, if the bomb is going to drop

tomorrow. Stuff like that, or, or else, vou just go
totally berserk, like vou know, just fumbling up
words, sometimes even purposely . . . because when
vou're a kid, you adults think, vou know, vou gotta
be a nice little gentleman, and all this stuff and

sometimes vou feel like going . . . No, I want to
be crazv todav . . . go berserk on people.

t . June 5, 1985
The thought of war and possible annihilation are ﬁhe basis of Grant's
concern. Although he says he doesn't spend a lot of time worr&ing‘
about it, he doés watch the news in the morning. Grant is confused
about what to do, and what to say. He respects theiexpectations of

adults vet, in the face of an unpredictable future, is unsure about

what to do as a child. o ’ N

Findings | o : ‘ 'x¢ﬂﬁwyw
The students' sense of morals, ethics and values are discussed as
' ‘ A $
they perceive'thep. Concerns stem from perceptions which are 'out of
order" with their beliefs and behaviors. Stress results when such
conditions persist over long periods of time witﬁout abatement. Areas
in whibﬁ stﬁdents feel there should be "orderliness'. are as‘fbllows.v
“Equality of opportunity as individdals, as members of a.ciass and as
players on a téam is important to them. Privacy of the-spoken or

written word is regarded as essential. The rights of appeal and due

process are also of importance.- Students value time and commitment to
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107
an ef fort. Human lives, generallv, and individual teclings, speciti-
\ catlv, are highlv valued. Respect for the care and shariog ot publi

prgperty is cvident, as is the valuing of tradition. Stress can resilt

from being uncertain about the future.

Sexual ldentitv

The students in this studv range in age trom ten to thirteen,
representing a.wide'raﬁge of phvsical growth and emotional maturit«.
This dves not imply that the vounger members of the class are less
developed physically and less mature emotionally nor is the reverse
true. Nevertheless, at age ten,. the potential for growth over a

-
three-year spah is great. Therefore, some students demonstrate
obvious signs of being well aware of their developing sexual identitivs,
others do not.

Age is one factor inlestablishing thaf identitv and birthdavs arc
celebrated svmbols of growth. vEstabliShing a fund of sexual knowledge,
whether i;ﬂthe highly supervised classroom presentation and discussion,
or in the less supervised classroom chatter or plavground conversation,
'is another. Experimenging with sexual behavior in establishing
felationships with the opposite sex is a third.

Becoming of age is critical and birthdavs are of extreme impor-
tance to students. The celebration of a birthdav marks vet another
year in the progréss from childhood to adolescence and adulthood.
Birthdays are synonymous with attention, the presence of friends,

~
games, gifts and special food. Even to a rather ﬁgphisticated adoles-

cent, the countdown is important. Martin writes in his journal:

5



in six (Mav 20) more davs it will be my birtrhdav
but 1 am haveing (cetebrating) it on fridav.

Mav 14, 1985
Planning for the celebration is exciting as Tom"s journal indicates,

Témorrow is my birthdav

and 1 become 12 vears old

[ am having a partv

and welmlght be

going ?wihming we are going
# a dart gun wars

th of neat
yst2o do.

Mav 31, 1985
Mher birthday overflows with excitement.

al yesterday was my
and, we won bv 34 to 7
5ye me the bumps and
,@*fun. And they
vind said
a pinch_ té grow and inch
and then they slaped me
on my arm and
I didn't really hear what thLV
salid and then Ann pulled
mv hair so vou won't sware
and then when I got home
"mv mother and father took
me out for dinner and todayv
[ getting mv bike, ’
Mav 9, 1985

The extreme importance of the birthda¥, the amount of time spent

thinking about it, planning for it, preparing for it, partving and

I3

recalling of it justify its inclusion as a potential source of stress

Knowledge o>\physical and emotional growth and development is

presented formally during human sexuality sessions in May which are
" _
taught cooperatively by the classroom teacher and the public health

nurse. The grades are separated for this presentation which consists

of a film, a discussion period and a request for written questionms.

a
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The wrade 5 studenta are ont ol the room,
Eroction and enlargement ol penis mat orial (is being prosented).
David and Michelle exchange shy smiles across the room, Most
ol the students are watcehing (the fitm) closely with theis
facial reactions being hidden from apvene.

Mav by 198S
Nervous reactions include covering the face, giggling quiet v and
laughing with the hand in Front of the face. Students are all respects
ful throughout the lesson and ask intellinent qunHEinns in a sensitive
manner., :
Less supervised chatter and conversation is sprinkled with
allusions to sex, alcohol and drugs. Michelle talks about "rape"
(Mav 31, 1985) and tells her mother jokingly that she is "pregnant”
(Mav 14, 1985). She writes about being "drunk” (Mav 13, 1985) and
reacts to a noise in the hall with "stoned" (Mav 8, 1985). Marv Beth
. .
and Elizabeth giggle together at the use of the word "affair" lav 16,
1985). David uses slang in his plav on words when he savs we are
plaving "The Grand 01d Duke of Dork!" on our recorders (Mayv 9, 1985).
Michelle's use of slang to tell Martin off is ‘an embarrassment, nog
to her, but to Marnie.

Michelle to Martin (verv softlv), "Screw-off, Martin!'" 1 said,

"Serew off'" Michelle is not self-conscious about the comment
_and does not look up to see whether or not I've heard. lMarnie
(her partner at the time) hears, looks up, checks to see 1've
‘heard, is a little embarrassed by being "caught' looking and

hurriedly returns to her art work.

May 7, 1985
Slang language with sexual connotations is seldom appropriqte in class
settings; Marnie is more upset bv hearing it than Michelle is bv using
it or Martin' is by being the recipient of the comment.

References to the rock music culture is indicative of adolescent
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~ . 4 co o
Tnterests.  Marnie plaves Hillv tdol music on her recorder Gl 10, < )
i
1985) and Michelle writes Cvadi Lauper into her creoative writing
assignment as the president of the United States (Mav 16, 19850
Propram material which reflects the concerns of adolescents is
fasc¢inating to the students. Mr.o Brown reads a book about a club of
»

girls tormed to torment a mature girl about her developed broeasts.,
A1l are verv attentive whenever the book is read (Mav, 7, 1989%).
Rapid shifts in behavior and attitude characterize the adolescent.

Martin (was) running around chasing after a voung girl earlier.
This is so characteristic of him. One minute he is preening in
the mirror at the back of the room and the next he is running
after some younger girl in much the same manner as the bovs in
grade 4. '

Mav 6, 1985
Noon

Martin, too, has learned how to achieve his personal goals which are

-contrury'to the school rules without get;ing into trouble. He is a
"lunch studenga and, therefore, not allowed out of the plavground to
buy treats at the local store.

Martin (is) asked at lunch time if (he) went out of the

plavground to buy something. (He had been eating a frozen
treat of some kind.) He said Greg had got 1t for him.

Mav 8, 1985

-~y

There is a serious tone in the classroom when the legal raﬁifications
of the Young Offenders' Act are explained to the students (Mav 29,
1985).

Cfeating relationships with the opposite sex can be stressful.
”Going.with” implies some 'kind of conscious singling out of an
individual of the opposite sex, a commitmeﬁt is made between tWwO

people which is exclusive of others. Preferential treatment such as
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ashat Tne ey oy Prading ot nebean Pot by 1o part ot the avree

ol
o . . N
ment . A demonatrat ion ot ‘,\}1"*1\',11 clomoneas o oxbecod, taointainny

Phis Tune G b lat fonship Beans iy mremen ey shorde e to hove d
whet Lo communicate and where fomeet,

) »51“«]“.11(, i '1\'[1"'il‘~\\l]“ Dot are dand AP o Pl contident
Pmotionailv, he i gt rare lineg to anderoand and make sense ot the
Tt'r'lills::; she b tor all oo Phovae aromnd er. s rivey ret beot ree
and Nve{eal about all ool e ope bt fonaiiine, e commund cates het
oliservarions openlv, sichel le talks of the conplesities of trvimg Lo

have a "}'Oing with" relationship,  Parental opinion can be contlicting.

Michelle: His parents don't think 1'm right Tor him and that
we'd have nothing in common . . .

Vv mom savs vou should po over there . . . whenever
vou feel (like 1t) . . . whoever vou teel {s vouod

Cor vou, You Know.
Communijcation under these clroumstances can be difticult.

Mi\jlhcllez I'm not,allowed to phone him, I'm not allowed to
" communicate with him.  So he never calls me and
I can't call him so we never talk to each other.

‘Misunderstandings exist between the participants regarding the nature
2 !

of the relationship.

Michelle: When he doesn't think that I'm around [ see him with
: other girls. Like, When he savs that T'm the onlv
one he's %Qiﬂﬂ out with that I know it's a lie and he
keeps on denviap it . . .

Ihe ensying confusion, frustration and anger become pervasive and
interfere with behavior and performance.

Michelle: 1 was really mad at myv game and, like, T was so
bloody mad at myself 'cause I couldn't hit the ball
further than halfwav to third base.

> June 12, 1985

In contrast to ''going With" one person for some time an encounter

N '



.

ivoshort Tiwvedd.  Newverthelesso certain ol i1t e needed to deal wath
this interpersonal communicat fon, Iy this example, Sohe e must

choose 4 contact, dndbiate s response . cary on s cenver st ol

cvaltate how the conversatfon iy poiag, make g decision anoto whether

!

or not to cont inue, and fhen end the contaet, She conelades with o

statement about her owh involvenent,

0n Sd(urdy@ .. i owent oswimming
and at the swimming pool

i met a porpous yuav

and Dennis!' sister ervstal
dared me to go and ask

him his name, how old

he was and where he lived,

his name is Garry he's

21 and he ltives in green hill
area ok then she dared

me to ask him out.

i did! he said ves! 1 called
him a perv and sadd,

Tyou would, 1 ot a boviriend
and vour not my tvpe

50 leave me alonel"  He

told me he liked me

to much to leave me

alone and (1) told him

"to go suck a lemonl"
what a pervert 1 don't

no how i get mvself into these
things.

>

Mav 27, 1985 ’
Mo 3 -\ 7 ~ “ e : . . . .
Michelle's experience suggests excitement, adventure and the possibility
of romance. As well it suggests foolishness, self-doubt and the
(]
possibilitv of not being able to handle a situation which she initiated.

Because the encounter is brief, it highlights the confusion and

complexities involved in casual encounters such as this.
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. Y : ! . .
Students experience stress in developing a sexual identitx. Birth

davs themselves can be stressful because of the time and attention paid
"golthe celebrations and the celebrant. Fqgmal lessons on sexuality

J,‘{) : T (‘ '
produ?e some embarrassment- for the students; nervousness is evident.

Casual conversation is sprinkled with sexual connotations which can
‘ .

be uncomfortable for others. Indicators of adolescent interest are

»

113

rock music referencés an@ a fascination with §ssues of phvsical develop-

ment. Adolescents also leérn»how to-achieve personal goals within the

restrictions of the school without being reprimanded. Establishing a.
v vi%“ N R
relationship with the opposite sex can also be frdught with problems

' 5 '
and produce stress. Parental opinions may be conflicting, communica-

tion can be difficult, misunderstandings can occur and the ensuing

anger and confusion can interfere with behavior and performance. Manyv
4

interpersonal skills are required to know how to initiate, continue

‘

and then break off a casual encounter. Excitement, adventure and the

' - \
possibility of romance are accompanied by self-doubt and the possibility

of not being able to handle the situation. . .

l

A Positive Self-Image

Qutward appearance over which students have some~cont£ol is of
great impoftance to them. Clothes, acéessories, haircuts-and make-up
jgéke stateﬁents about individugls and grbﬁps; influencing'both
’attitude ana behavior. To a greater or lesser degree each student
influences and is influenced by, choices he 'or shg makes as to what to
wear‘and th to look. ,

. Because attention to appearance requires time and energv and

¢
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frequentlv reflects other aspects of the individual,‘such as s;cio—
economic level, it can become a source of ankiety and stress.
Appearances’also reflect an inner state of mind and can signifv more
than a passing interést iﬁ fad or fashion.i Being popular, being
uniqug and being acéepted or rejected can be inextricably éombined

“with one's outward appearance.
S8

B

Mirant is extremely conscious about the clothes he wears. He makes

distinctive éhoices with his array of safari ‘jackets and caps, fatigue
éitfits and designer clothes. Each ensemble 1is cérefully chosen and,
to some extent, deﬁermineé what manner'of.blay“he adopts that day,

how he moves and which cHaracter he assumes.

Marv Beth's interview documents ‘her thoughts in her struggle to
become an unique individual who is also popular. "Weird," "unusual"
and ”ﬁnique” are used descriptively to express the personal identity
she wishes to‘achieye through behavior and dress.

‘Researcher: Tell gle about something you said in vour journal
about wanting to be weird. '

Mary Beth: I want to be unusual because, 0K, grade 3 T was
popular, grade 4 I was popular, grade 57 No one
really cared about me, like: "Get'lost, Shrimp."

You know!- I want to be unique this year because
grade 6 is the top of the school.

Researcher: Can you tell me a bit more specifically about how

vou're weird? ‘ ’
Mary Beth:  Well, I sort of . . . I act différently to people's
‘- opinions . . . I'm sorta weird . . . I change myv

attitudes. I change my feelings among other people.
Researcher: How about the way you dress?

Mary Beth:  Well, sometimes, you know: I had that long gold
- earring at the beginning of school. 1 felt, like,
I don't know, I just want to be weird. I felt :
there's new fashions this vear. I might as well i



go ahead and wear them. But, then I started .
vou know . . . thev started dving down. [ don't even
wear earrimgs anvmore, reallv. So [ just . . . I'm
, ‘petting back to normal, I hope, but T just . . . ah,
\\, wear strange outfits . . . just to stand out in a
crowd to be popular this vear 'cause last vear was
sort of a loss. But, vou know, 1 just want to be
popular. o -

‘ '  June 12, 1985
Mary Beth's perception of herself and ongoing analvsis of her behavior

are powerful forces in her life at this time.

Abpearances serve .as a vehicle bv which to group together
individuals with similar or;complimentary adornments. The groups may
range from an exclusive and secretive club to a team with readily
recognized functions, néme and symbol. The group mav be depermined
by .fashion or by interest‘and be permanent or\dmpermanent'in natu{e.

In addition to wapting to be a.popular and unique individual,
Mary Beth demonstrates the desire to. be paft\og a group of two people.

She and Elizabeth have organized two exclusive and secretive clubs ,

with code names and a dress restriction.

Elizabeth and I started this new club

for just the two of us! We are the Pvt's!
meaning 'Pretty voung things.' We also

have a fittness club called "the B and B
fittness club! If vou hear Elizabeth call me
Dolci and I called her dottie, don't worry
it's just our club code names:

Mav 2, 1985

Researcher: Tell me about yvour club,

5

Mary Beth: We wear jelly shoes . . . and have to wear something
pink. e : ¢ I

a

Mav 7, 1985
vA.M‘ Recess

Though the girls express the purpose of the club in terms of the

activities they do, the club permits them to be mutuallv supportive
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of each othet's involvement in school and in outside school activities.
. 2ol

In creating this strong partnership and identifying it to others by

‘dress they have, unintentionally, limited themselves to other student

contacts. Thus, when one partner is not present, the other is isolated
and alone.
Elizabeth (is) wandering by herself because Mary Beth 1s not
here.
May 3, 1985
A. M. Recess
In contrast, Nancy has no need to create her own self-supportive

group. Usually undemonstrative, she is unusually exhubérant about

her baseball team's proposed activities o raise money for team
J

Jjackets.,

Next week we're having a
Bake sale, garage sale, and
bottle drive. We're having that (to)
raise money for team jackets.
May 6, 1985

David, extremely involved in athletics, wears a Bombers jacket and

cap and would like to wear them all. the t ime Athletics is one area

Y

"~ 4in which he is not extremely critical of his own performance.

On another occasion, David demonstrates the side of his nature
which is exceptionally critical of his appearance.

This morning David came to school and announced, "I'm not taking

off my hat." Fighting words! He's had a haircut and is very

self-conescious about this. I ask David to rake it off and he

turns the cap around. Trying not to make a major issue about

it, T wait until just before Mr. Brown comes into the room and

ask him to take his cap off. He does and, at this point, he

pulls his jacket up around his head. A moment later he has

his cap on again.’ ) .
‘  May 21, 1985

David is apparently anxious about how he looks to others and what,k



/ . .
“others will think and sav about him. Bv covering his head with his
cap he contravenes the rules of the school and classroom. Bv refusing
to remove hils cap when asked politelv to do so he causes additional

anxiety betwLen teacher and student..

|
i

Fashion\étrongly influences both Martin and Michelle. Martin is
one of the olger students. Taller than therthers and more mature in
development, he wears clothes extremel& well. He.buvm nanv of his
own.clothes and receives $20.00 per week‘to help him do so.

Martin is verv conscious about his appearance. When asked he
said he dressed well because of 'peer pressure.'" His friends,
students in grades 8 and 9, are "rich" and "act snotty.'" He
savs he doesn't act like that here at Green Hill School.

June 5, 1985

Martin's desk is positioned at the back of the room next to a glassed-

’

in office. The glass reflects a clear image and he continually checks
a

his hair, then smoothes it down or combs it flat. Exapgerated

y

attention to dress curtailed Martin's participation in the Canada

Fitness tests.

Martin has no outside running shoes but wears good-looking
fashionable ones. He claims he can't run vet when encouraped
to do so, does well.

Mav 1, 1985
(&N ' '
MicheTle, too, dresses with attention to fashion. Frequently,
she changes outfits at lunch time to suit the appropriateness of the
occasion. Make-up and hair alterations often accompany these changes.

At an evening t€y this entrv is recorded:
Michelle looked verv sophisticated in a black print dress with
appropriate make-up and attractive hair style. She managed
(to serve) .two very busy tables with a great deal of aplomb.
Once she was '"'caught" chewing a cookie on the job.

¢

Mav 2, 1985

K
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[

Michelle is expected to serve tea in a veryv specific -manner for the

.
P

first shift and thE? will herself be served at which time she can eat
all she wants. Conflict, at times, occurs between expected and actual
behavior when outward appearances determine the student act in a

prescribed manner.

Findings
Students worrv about what thev look like, what others think theyv
look like and what oﬁhers will sav. These perceptions help ghe
student develop a positive or negative self-image and hélp also to \
determine the student's acceptance aé'a member of a group. When
attention to physical appearaﬂce takes precedence over other concerns,
Y

when it contravenes rules or when appearance makes statements contrary

to certain behavioral expectations, additional stress can be caused.

Changing Schools

-~

Of twenty-one students in Room 2, six are grade 5 students and
fifteen are grade 6 students. The six grade 5 studgnts have all been
athreen Hill School for some time. Of the fifteen érade 6 Studenté,
seven have been at-Green Hill for some ﬁime, one came within the last
ﬁwo vears, aqd seven registered in the current school yeaf.

0f these seven newcomers, three registered-at the beginning of
the year. Two students arrived because their neighborhood schools had
closéd and one arrived from out of ﬁhe province. Of the four students
who came during the year, two came becaﬁse of problems at their

neighborhood school and two came because their families moved into

the area. One of these families came from out of the province and
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one lamilv cumé from another part of the citv,

Though the movement within thé srade hwplﬁss supgests a great
t%ansicncy rate, Green Hill School is not recognized as having a
highly,trahsient population. Nevertheless, each ad justment to the
class list precipitates adjustments in the social and academic
lives of all of the students within that class.

John came from another province and another school svstem and

1

registered at Green Hill at the beginning of his grade 6 vear.

Researcher: Can vou tell me what 1t was like to get acquainted
at Green Hill?

John: I've been to Catholic schools all my life and 1've
never been to a public school before. And I was
worried 'cause I heard that public schools weren't
such nice schools but then I think it's better.
Well, sort of better. ]

Researcher: What do vou mean by "sort of better'?

John: Well, there's not verv much religion at Green Hill
. and in mv qther schools we had religion
. before lunch and . ... or after recess.,

Researcher: You said vou were worried about Green Hill. Uhat
were some of the things vou were worried about?

John: © Well, bad kids. Bad kids who skip school most ui
the time. But when I came to this school nobodv
was skipping school.

June 7, 1985

' were abated as soon as he became

John's worries about the "bad kids'

familiar vith his classmates. The unknown quality of a new school

gave Mary Beth some concerns about her first davs at Green Hill.
Mary Beth: 1 was sort of scared because 1 (only) knew ode

person . . . I've been jumping from school to school
and didn't know what to expect here.

June 12, 1985

It .took Mary Beth until October when she felt comfortable.
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Researcher: Do you feel vou've adjusted now?
Marv Beth: Yah, i think so.
Researcher: How did fhat happen?
fﬁnfygBeth: © Well, since I met Elizabeth, and since I met Lori

e and Michelle and when Alexandra came I felt lee I

) belonged to this school. 1In the beginning .

v I didn't know anvbody reallv so . . . it was until
October when I really knew somebodv.

., June 12, 1985

bl
a7

MeeEing‘friends helped Marv Beth adjust to Green.Hill. Tt is when
Alexandra, a newcomer, arrives‘long after the beginning of the school
year that Mafy Beth feels like she really belongs. Tom, too, teiks

of making friends from whom he is then‘somewhat removed by the position
of his desk in the classroom.

Tom: It was quite weird at the beginning because 1 was sitting
in a desk at,the back of the room and I didn't know
anybody, except for Richard and Watthew . . . wav at
the other side of the room. , o

June 7,. 1985,'
For Tom there had been other changes as well.

Tom: There was different teachers, different ways the school
' was being run to other schools that 1've been to
. 1 thought that the plavground space was a' little bit
smaller but, all in all, it (the adjustment) was quite
good. ’

June 7, 1985
The academic program in different classrooms can cause concern with
different program emphasis and a change in textbooks. The expecta- ' «
tions for assignments, homework and study habits can appear to be
quite different, for the student, as well. |

<

Researcher: Tell me what was the hardest thing . . . about
coming to a different school.

Alexandra: Learning the new work and the different curricalums
'cause lots of the things I did at Prince William



['m repeating here. T wasn't using the same text-
- books or anything.

June 12, 1985
Researcher: Is there anything about school that pgives you
some concerns?
Mary Beth: T didn't have any homework last year (when 1 was
at Princess Diana) so it's really hard to get used
to this year.
June 12, 1985
More than one new student mentioned the interest in meeting new people
and doing.new things as positive influences which assisted them in
tHeir adjustment to a new school.
Researcher: Who helped you with that (adjusting to Green Hill)”
Andrew: Um, Geoff, Matthew, Richard, that's about it.

Researcher: OK.

Andrew: And everybody else, but not that much.

R ¥

June 12, 1985
_Alexandra: I1've met lots of new people and learned lots of
new things and done . . . lots of stuff we do here
1 didn't do in our other school like Musical
Theatre and Family Time and those kinds of things.
June 12, 1985
Moves within the elementary program represent-one type of change;
. e ' 1
moves from an elementary to a junior high program represent another,

Although .the six grade 5 students who were a part of this combined

class traﬁelled to a neighboring junior high school for the orieﬁtation

program and were aware of the numerous enquiries made about junior high’

program and school choices, they made little or no comment about the
inevitable change to their own lives; perhaps they felt the impending
adjustment to be somewhat removed from more immediate concerns. There-

fbre, the observations about the junior high program are made by the



grade 6 students for whom the adjustment would be both real and
immediate.,

Choosing a junior high school involves making evaluative judy-
‘ments. Martin based his observations on the“expcrience of his triends.
Originally, he had applied to‘go to an academicallyv oriented school
“but had not been accepted; now, he is forced to consider a school

which had not been his first choice.

Martin talked about going to Harrow now instead of Churchill
Heights where he had applied to go.

He wasn't looking forward to going to Harrow because:
(1) he doesn't like the principal,

(2) the math teacher is a real ogre, and

(3) some of the kids are tough. ‘

June 5, 1985
Martin's observations are concerned with the personal element; an
orientation program'provided additional program, timetable, and site
information.

This orientation program was held by the local junior high school,
Harrow, on the afternoon of Thursday, Mayv 9, in the school building
itself. Unlike the previous yeér, when the principal made a presen-
tation at Greenm Hill, this plan proved to be more valuable. The
students heard the presentation and an orchestral concert and were
given guided tours of the school. Student journals on the next day
record the following entries. Nancy says:

The (presentation) was very good. It
~was better (than) last year (when)

Mr. Black came to the school.

So many people ‘got lost at Harrow

on the first day.

May 10, 1985

Tom, who is dlso going to Harrow, observes:



[ thought that the school was

bip too too manv floor too many

rooms 1 don't know how long

it toke for the grade 7 classes to

learn thelr way around. . .
Mav 10, 1985 A

Marv Beth, who chose to attend Glenhaven, states: °

[ don't think I could get usued to that
school though,- it's too big and sorta

spookv!
Mav 10, 1985

RY . . .
These students were struck bv the massiveness of the bui Lding and

saw it as a somewhat threatening medieval labyrinth in which one

2

could easily get lost.

Decisions are sometime’s based on family‘influenées, such as
sibling.attendance or parental iﬁpressions. Mary Betﬁvwill attend
Glenhaven where her brother goes.

Marv Beth: Even 1if it's far for me I have to go there !cause
mv brothcr goes there. My mom doesn't want to 20

‘ to two different schools, vou know, getting two
different svstems.

1985

~
o, June 12,

Mary Beth's attendance at Glenhaven because of familial convenience,
will aisturb the verv close friendship she has achieved with Elizabeth,
who is expected to attend Harrow.
Eiiznberh: My brother goes there, téo, and I know some kids
there, so, mv mom wants me -to go there. It might

be easier, because then we can either take the bus,
or walk, or whatever . . .

June 12, 1985
Elizabeth's reasoning is similar to Mary RBeth's, although the outcomes
result in a different decision for another location.

David's familv is moving to ‘another neighborhood within the citv

which necessitates David's attendance at another school.

.
R
1 "é
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Researchery Can you tell me all your thoughts about moving.

bDavid: [ think it's going to be diff icult because you have
to pack, you have to make new friends, and have to
get to know the school .. . have to look around
the school. [t's going to be awkward.

Rescarcher: How about going to junior high next year?

David: That'11l be more difficult because you have to work
harder and you have to do more thinking.

June 5,. 1985
John's family is returning to the province, system and sclibol
from which they were temporarily removed.

Researcher: What kind of questions do you have about going back
to a place you were at before?

John: If it's going to be the same or not . . . if people,
um, have changed in some ways.

June 7, 1985
pavid, moving to a neighborhood and school of which he knows little,
mentions the quality of the work he will be expected to produce; whereas
John, returning to an environment which is very familiar to him,
mentions the change in the people. .[For David, work is the common
element between the familiar and unfamiliar school settings, althoughe
he expects it to be more challenging. For John, people are the common
element in past and future settings; coping with the changes will be
his challenge.

Tom's experience with registering at Harrow was unprecedented in

his experiences at elementary school.

Tom: Well, yesterday, when I went over to put in my application
form for Harrow Junior High, I walked in. There was
two . . . they looked like grade 9 (students)., One of
them was fooling around with a knife, and the other was
just sitting there talking 'to a girl and then (I) just
walked in and (they) didn't say anything . . . walked

out, They didn't say anything.
June 7, 1985
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which scares her; specificallv, she mentions power struggles and

Althouph Tom was not territied bv his experience, he cortainly was war v
and Choughttuly his percept ions should serve to make him hetter
ecquipped to deal with similar situations next vear. ‘Twm deseribos
hepinning junior high as "startiog all over aga in VY

tosoarcher:  How about in terms of subjects?  What arce vou poing
to studv?

Tom: I've taken a . . . taken quite a thought at that
sometimes.  [t's just sorta like starting srade |
over again Tcause vou po to I . . o oarade 1 oto b,
and then vou gotta go to 7 to L2 o . . "Cause  just
like starting grade | over apain.

June 7, 1985
Perhaps Tom's own analogy will help him realize that, if jjunior high
is like "starting all over again' in grade 1, he can handle 1it.

Michelle, who has friends in junior high, is unsure about where

-
she will be going and what the experience will be like. She jokeS

I
Il

) | , )
about wanting to be an "elementarv drop-out' but is serious about
her fears of junior high.
Researcher: Tell me about next vear . . . junior high.
Michelle: Junior high has alwavs scared me . . . like, it's
like, when [ was a kid [ didn't want to grow up and
here I am, practicallv grown up here . . . six

vears left of school and it scares me 'cause like,
1 don't know, it just scares me.

June 12, 1985
Michelle then savs it is getping along with people, not the program
fights.
Two students did not @iéh to "be froshed'": Marv Beth did not want

her brother's friends, to geﬁ her and Martin did not want to get

shampoo on his gym shoes.



Findings
. - M . I3
Actual chanpes for the prade 5 and b classroom at Green Iitl

- . . . * A
Sehool had the following charactoeristics.  Some students came Prom
other systems in other provincesy others came from the same system
within the city. Although the grade 5 students rema ined the same,

’

almost half of the gprade 6 students transferred into Room 2 in the
current school year. Concerns expressed by these students had to do
with not knowing any students, knowing foew students, and predict ing

that the students would be '"bad kids."

.y

Differgnt curricula, different
treatment of subjects, and different expectations as to how, for
example, homework was handled were also concerns. Changes in systems,
teachers, playgrounds and the methods of running the school were
sources of stress. New and different activities added to the excite-
ment of the adjustment. Above all, other students helped ease the
anxieties associated with a change of schools.

Anticipated change from elementary to junior high school carried
with it the following concerns. Making a choice involved needing

3 : :‘} 3 . . ol
sufficient, accurate information from previous students and from the
school itself, considering the convenience of other family members,
having some program -information, and making a wise decision. Non-

' \Z

acceptance of a student in a chosen school occurred only once. Finding
one's way in an unfamiliar building, making new friends and encountering

new experiences were also noted. Power struggles, fights and "being

froshed" were also mentioned as problems.

)

It



" continuing effort to maintain this individuality, the concluding
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Observations, Comparisons, Reflections and
' Implications

The sources of stress as experienced by elementary school
students in their natural environmeht of 'the classroom and playground
are revealed through this study. Twenty-one students were the subjects

\

in this ethnographic study in which field notes, jburnal writings and

interviews were used as data gathering techniques. Data were analyzed

and tﬁe sourées of.stresé were reported in thirteen caﬁégoriesi
?hysical Activity,‘A Healthy Body,;Féiéhds, Family, Expectations,
Commﬁnication, Evaluation, Responsib{iity, Self-Control, A Sense of
Qrder, Sexﬁai Identity; A Positive Self-Image and Changing SchOpls.
Each of’thé cgtegor?e;‘represented a set of needs or concerns of the

students which had the potential to become a source of stress for

them. . Thé'concluding statements of each category are brief summaries

“of the findings ofvthe study.

Observations from the Findings

In keeping with the original intent of this study which was .to

.

describe stress from the unique perspectives of the students apd. in a

comments based on the findings are expressed as observations rather

than as conclusions, .Yet no matter how the individual perspective is-

guarded and maintained certain generalization§ are necessary in order

to convey the compléx cultural system of the school environment. A

“

]
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blend of bhoth specific and general observations is attempted in the
. ! .
discussions of "the sources of stress in .students, the sources of stress

in school and the nature of q&ping.

The Sources of Stress in Students

The sources of stress among these grade 5 and 6 students app%ared
to be highly personalized‘in natufep fhe percéption of a potentially
stressful experience and the meaning of that experience for the student
were h;ghly dependent upoﬁ the personai perspecti&e. For example, the

tightening of braces which oﬁ-fi_uden} considered painful, yet benefi-

cial in the long run, was not matter of concern at all for another.

In a similar vein, the intensity of a stressful experience and the
length of time one particular stressor had an effect on a student varied

as to the personal perception of that student. Adjusting to Green Hill

School took Andrew verv little time at all for a few friends helped him

B

feel comfortable in the new setting almost immediately. ‘Marv Beth's,

adjustment took much longer and was combined with hervfeelings“aboutt'

<
. .

friends; herfpast experiences of jumping from one school to another,

the changes in academic expectations such as homework and wanting to

X

be weird in the-sense of being both popular and unique. She reported'
that she felt comfortable only after Alexandra”arrived in October.
In realitv, Alexandra arrived in March, suggesting that Mary Beth's‘

period of adjustment lasted ldnger than even she realized.
What appeared to be an imagined, exaggerated or foolish concern

-

to others was regarded as a very real issue to the student experiencing o

na

it. David's refu%%l to remove his cap in class because he had had a®
s

recent haircut seemed an unnecessarv concern. Yet his anticipation of



conflict with the teacher, creativity in adjusting the cap and willing-
ness to contravene classroom rules suggest that his haircut or the
' . o ) - 2

accompanying altered self-image was a very real source of stress for
him.

Fach student also exhibited evidence of being affected by a number
of stressors which were different from the number and nature of stressors
affecting other students in the same setting. Tor example, while one

girl concentrated on dressing stylishly and establishing a relation-

"ship with a boyfriend, another girl of similar age worried about

et

passing”her grade and guarded,é%e friendship of another girl to the
exclusion of all béys.

Sources of st%ess were made manifest through experiences which
gave eQidence of student concern, problems & wbrries; these experi-
encés'appeared to be highly complex in nature. A clear connection
between the source itself and the experience thrdugb which the stress
was made manifest was sometimes difficult to assess énd.analyze.

Ross' constant efforts to communicate with his hands were suggestive
of a number of sources; the need to express himself in a way in which

hg,&quld be understood and the need to be recognized by the teacher

and h}s classmates were two possibilities. Stressful experiences were “se... ..

ofteﬁ'interrelatéd; that 1is, stress‘in a physiological sense was

accompanied by stress in a psychological and behavioral sense. Geoff
&5 ' . ! »

bréke a bone_in his heel; the discomfort and inconvénience irritated

.. him and made him{annoyéd and aﬁgry. Activity and invdlvement were

restricted; he became increasingly stubborn about having to "oo easy"

on his foot. Moreover, a hierarchy of stress experiences was implied
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in this studv. That is, it was difficult for students to concentrate
on achievement needs if phvsiological needs were not being met; for
example, it was difficult for Maryv Beth to perform well on a test when

she had a migraine headache. "

The Sources of Stress. in School

School provides a cultural environment in which an abundance of.

potentially stressful eXperiences‘exists for these students. . The n%Fure
’ ﬁd?
of 'school and schooling is such that a framework is set by governmgfit

departments in curriculum guides; district offices in outlines and

handbooks, and school and classroom expectations in plans and lessons.

- Rules and regulations govern the behavior of students who occupy the

13

same space at the same‘kime in the same program. ¢ »
‘However, operatihg within ‘this framewdrk are the.students who ‘

credte invit a reality Qf their own. Thé students in this study had

been parﬁ of the school svstem for as few as six years and as many as

eight years. Much of the system to many of theée students had become

ed and habitual. ~The internalization of the chéracteristics

of school and schooling allowed them Eo‘deal with their own needs énd
to accomplish théir own ends in a manner which was not particularly
disruptive to the educ5tional framework. Thus, students listened to
lessons, resﬁonded to questionsland worked on projecfs and assign-.
ments. In this way thev were Socialized to the demands and expecta-
tions of school. Yet, under the guise of beiﬁg invelved in their
work, gamés were played, relationships wére created, maintained and
ended and fashions were discussed.

In this manner, the educational framework did not totally confine



these students. Each affected the cul tural environme‘nt‘ of the class=
room with his own gxpcriences, perceptions, ;ttitudes and behaviors.
Fach, in turn, was af fected bv the cu;tural environment which was, In
part, a composite of the cxﬁefiences, perceptions, attitw&gs’and
‘behaviors of the other students. Thus, the environment was dvndmiv -
and ever—-changing, as were the needs which emerged from it for each
student. Student needs which w;re not met'or satisf@éd were préblems,
concerns and worries which were the sources of stress. 1t follows th““,
that anvthing at all which was a part of this:dvnamic and ever-changing
environment had the potengial to bgcome a source of stress for the
students.

The sources. of stress experienced by the students in this study
" were expressed in categogies which are life-long concerns. That"is,
the needs of a healthv bodyv, good quality relationships with friends
and familv, effeétive communication, a.sense of order and a positive

v

self-image are needs which persist throughout life. Therefore, it
appears thét student needs which were expressed at school bv these
grades 5 and b ;Eudents were those which exi§£ed on a ﬁuch larger

canvas than that contained bv the gducational framework arranged bv

the adults in the school environment.

The Ngture of Coping

The findings suggest that coping with the stress experience
operates at both the subconsciocus and conscious Tevel in the school
environment. First, subconscious coping occurred when habitual o
behaviors were exhibited in order.to overcome difficulties. Habitual

behavior, such as Ross' need to communicate effectively bv moving his
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'hgnds was, at times, distracting and disturbing to others. Neverthe=
less, it was his most effective way of coping with the stressful
experieﬁoe of being uhéble to speak accurately and with meaning.
Andrew's restless activitv and Richard's passivity which were so .
persisﬁént as to be personality traits are also suggestive of habitual
behavioral patterns of coping.

Second, conscious coping was dependent upon the awareness of the
stress expgrience,ncqmmunication of the experience and dealing success=
fully with the experience. Manv students were capable of identifying
various stressful expei}ences and writing or telling about them. o
Communication of the experience appeared to help relieve stress and
prevent it from becoming excessive. Although the journal'writing
exercise was not designed to be a means by whiéh'problem—solving would
occur,hAlexandré found that .communicating a stressful experience was
useful in and of itself.

1 wish &e could keep
on writing in our journals.

1t helped alot to let out
mv feelings and be helped.

Mav 31, 1985
Sfudents_often‘sought friendskwho helped them understand stressful
experiences.

| étudents, themselveg; developed their capacities - and potential to
deal successfully with stress. Interpersonal, goal-setting and
problem-solving skills which the students utilized in order to'deal
successfully with stresé are those skills required throﬁghout life.
Students in this study often talked about stress experiences and

coping with them in much the same breath, indicating their already

~ ’
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developed and developing abilitics to mdintain a healthy balance
between recognizing sources of stress and dealing with them success-
fally.

In summarv, the observations of this studv reveal that sources
of stress among these grades 5 and h students were many and Yarivd.

Almost anvthing at all became a source of stress for them. Schoul

provided a cultural environment in which an abundance of potentialle

i
!

“stressful Experiénces existed for these students. These stresstul
experignces‘were highly personalized and complex for the student
experiencing them. Communication of a stfessful experience to a
trusted aqd/orvinformea individual helped. to alleviate the stress.
Students\g?emselves were capable of Aeveloping and utilizing the

skills necessarv to alleviate the stress in their lives.

N

“

Cemparisons of the Related Literature and Rescarch

The primary purpose of this ethnographic studv was to describe

stress as experienced by grades 5 and 6 students in their natural
gn&ironment. Although suﬁewhat limited in generalizability because of
the small sample size and limited time in the field,® the findings of
this studv gain credeﬁce bv comparison with the findings of the

related studies discussed in Chapter Two.

<

v

Stress in Children

Coddington (1972) used an adaptation of the Holmes and Rahe Sociul
Readjustment Rating;Questionnaire——frequedtly called the Life Events
Scale—in his research with students from a normal population.

Certainlv, life events are extremely traumatic; however, in this studv

.
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only ten out wf the thirty=five items on the Coddington scale were
. “observed. Tt uppuafs that life events were not the onlv concerns
" [
which troubled students. Coddington himself states that a number of
rather insignificant events occurrfng d;ring a.given period of time
may add up to a greater stress than a sinélg obvébusly‘traumatic
event .

Generallv, what was observed and recorded in thisAstudy were those
rather insignif;cant events oﬁcurring during the school dav. In ordér.
to gain a more complete picture of the Ltress experiences of students
an argument might be made for using more than omne type of observation
instrument. Uhereas méasuring stress according to a scale would provide
gome #nsight intp how traumatic life events iﬂ the past mayv have
influepced the student's perceptions, atgitudeé'and behévioré in the
present, describing stress experiences in the present cultural context
would provide insight as to how the student was actually handling
.déily stress experiences. The findings resulting from the/fﬁo
observational methodologies would complemeﬂt one "another.

H

Schultz and Heuchert (1983) observed that phvsical and psvcho-

<

logical stress interact with one another; the observation waé borne

out by tHis étudy. Allergies, bronchitis and asthma are stress—related

physical disorders which proved debilitating‘particulérly for Richard,
//”'\{qui»ahd Alexandra. Abgenteeism, lowered egpcentration, misunder-

N
J \ .
/ Lganding of directions and instruction occurred because of the

{ ,}'// disorder and/or accompanying medicatiornt. Getting behind in school
SNy .

4 . . . _—
- work and being isolated from friends were additional sources of stress.

"

\ ’ ‘.
‘n this wav the interrelatedness of the stressful experiences 1is

evident.



MeNamee (1981) stated that a child's psvehological reaction to
stresstul experiences depends upon the child's perception ol the
experience and of himself. David, for example, was extremelvy critical
uf the work expected of him in terms of written assignments. He did
not like the sound of his voice on tape and felt extremelv sclf-
conscious about his new haircut. David had frequent problems out on
the p]n_\'szrouv{g and in the classroom with Tom. In many wavs, he was 2
valuable membef of the class with positive contributions as a anily
Time leader. Yet, David's perceptions of experiences and of- himself
were sources of stress and he was unable to believe hé waé worthv and

capable.

Stress in School '
Stroebel's (1982) observations reuzarding the discipliine, confine-
ment and pressure of parent expectations are specifically geared to the
’ ' \
school-starting age of five or six. 'Discipline” was not used as a
term in this studv for it was assumed that discipline was an adult-
- "k N . . . g .-
applied management 'and organizational term; students seldom, if ever,

referred to themselves as "discipline problems' unless thev are told

repeatedlv that this is what thev are and no students in this studv
/ ’ 5\'

used.the term in thaf manner. 'The‘problems of confimement are
suggested in the students' efforts to be‘involved in movement, gesture
and plav to satisfv the need for phyvsical activity. Stroebel's
observation of paren£al expectations was not directly mentioned but
could be implied in the recorded student worries about evaluation.
ComméntS'about how marks in elementarv school mav be reviewed in

junior hiph and universitv reflect the concerns of an adult who
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understands how present performance affects future.success.
Most of Miller's (1982) observations of stress in school vere algo
0 ' l . '
observed and recorded in this studv. Relationships with friends and

”
classmites of the same sex or the opposite sbx proved to be of extreme
& :
concern ‘to the students. Restriction of space in desks and classrooms
was, at least, partially responsible for the movement, ge;ture and
play wh;ch also echo Stroebel's comménts about confinement. Relief
from the tedium of routine studies was'provided bv the magazines and
games which were brought to the classroom, movement around the class-
L 4

room and conversation about fashions or friends which occurred while
studies were pursued. Combatting loneliness by establishing good
quality relationships was paramouﬁt. Somé, but not all, of the
studénts regarded a failed test as a catastrophe, although in Mark's
case his nonchalance over a low test score belied a deeper caring for
achieveﬁent. "Students, generallyv,~were concerned about achievement,
personaltappearance and acceptance.

Miller's observations which were not supported in this study
were the vearly switch of teachers and the dailyvswitch of SUbjects
and clgsses. Perhaﬁs becauie this study was lim&ted soﬁewhat bv nét
being iongitudinal in nature, the observations were not supported.
Nevertheless, grades 5 and 6 students have also become somewhat
socialized ﬁo teacher, grade and classroom changes and to the fact.
that thev are part of an organization in which they have little to
sav about the rules and reguiations bv which they mustﬁabide.

Youngs' (1983) study documented the sources of stress in

students as thev progress through school and the signals bv which we
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recopnize the stressors., Al though the findings of this vthmopraphi
studv depended apon the small number of prade 5 students ixuv<)lV¢wf:
Youngs' rindings coneur with the experiences - spec Pricd bv these six
students.  On an individual basis they exhibited the signals of not
want ing to be involved in Canada Fitness activities, of bdin@ Anxiovus
about close friends, of carelessly treating test results and assipgn-
/
ments, of being extremely conscious about clothes and® concerned about
passing grade 5.

Experiences of the fjfteen grade six students included all of
Youngs' signals as well. Nonparticipation in Canada Fitness activities
and gossip, fumors and jokes about sexuality are recorded. Some

)
students concentrated on homework and others procrastinated with it.
Experimentation withvhair and clothes was recorded with b&th SeXes.,
The tendencv to select numerous triends but guard ﬁ sarticular friend
is also recorded, especiallv among the girls.

In summary, therg appears to be general concurrence between the
findings of this studv and the findings of the research and observa-
tions in the literature which are discussed in Chapﬁcr Two. Repard-
less of the methbdology used, these findings suggest that the sources

‘of stress are manv and varied, that almost any concern can become a

'

source of stress for the student and that school provides a cultural
environment in which an abundance of potentially stressful experiences
exists. ) -

-« -

Reflections on the Meihod&légx

-

s S -
Chapter One stated that the design'¢® this studv which used

students both as subjects and respondents might enhance the knowledge
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of doing cthnographic research with children. With this intent the
methodolovgy is reflected upon in the following scetions: the desiyn
of the study, participant observation and collection and analysis of

the data.

Design of the Study

The students in this study were, by nature, open and trusting when
they felt that the response to their writing, speaking apd behavior was
basically nonjudgmental and supportive. Both in the field study and in
the actual study students became comfortable with the researcher
presence, and, in some cases, forgot completely that an adult was
observing their actions.

Interesting that at this time David checks to see that the

teacher is.watching and is careful to not be caught in the

act. He disregards the fact that I am there behind him--

an indication that, if he thinks about it at all, T am the

observer. '

May 8, 1985
Interference was necessary only when the safety and welfare of the’
students were threatened or when behavior was totally unacceptable.

The power of children to be instrumental in their own control of
stress became evident and was a source of inspiration throughout the
study. Some students sought other students and close friends to help
them deal with concerns; other students applied problem-solving skills
to nelp themselves understand stressful experiences more clearly and
still others maintained a balanced outldok on life and were not over-—

whelmed by the many potentially stressful experiences with which they

were surrounded.
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participant Observalion

Smith and Geottres (1968:9-12) miade roference to thein nonparttei-
pant observer and participant observer roles in their stadwy in this

rht; rosvarcher attempted both ot these roles. s

As nonparticipant observer the researcher had no responsibilbie
for directing lessons, monitoring bvh;n.'iur or making decisions,  This
lack of need for active intervention provided the time to cxplore and
speculate motives behind behavior, to attend to greater detail in the
contest of the experience and to follow responses from one situation
to another.

In contrast, as participant observer and teacher there was
virtuallv no time at all for recording data on the spot tor the
students required instruction and assistance in mathematics, music
and art; observations were recorded later in a reflective mode. CAS
participant observer and administrator some time was required tor
responding to emergencies, dealing with other students, impromptu
parent conferences‘and a meeting for principals. However, sgudcnts

. and staff were ‘tolerant and understanding of the role shifts required
in the(research as long as thev did not obviouslv interfere with thelr

own needs and goals.

Collection of the Data

Triangylation of data collection techniques proved beneficial.

Participant observation field notes captured the need for movement,
activitv and plav which would have otherwise gone unrecorded. Journal

writing allowed for the privéte thoughts to be shared and explored—:i\\
#

.t

the secretive information not easily revealed through intervicews oy
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vobservation, Interviews were immediate in natuare. Fow stadents were
L 3

noticeablv nervous; most cnjoved the indulpence of being able to speik
L
to an attentive principal duringg school time on topics Which cvoled ,

their expericnces and perceptions.

Not only did certain techniques capture certain behaviors but

cortain students were portraved more deepby, gove sensitively and more < !
¥
]
- ' . . - . i 7’ }d
reflectivelv through triangulation. Some studengs wrote well in thedy ; “
N v,,,s K " 4
journals; others expressed themselves wel 1 in the interview. Fieldgs o0
L N T

> e !

. . . . A ;:(yni, SN
note observation, in contrast, captured the reticence ot studeut%:whnfn<f*

i

' } . N o . U.‘
wrote little or nothing or who chose not to be interviewed. s 5

- o
i 1, o
9. ', A ‘

Generally speaking, the students felt proud to be involved. in a

v

study for which a completed written product would be the result and

enjoved the idea of confidentialitv. Although, ;Sknnd large, the

students were cooperative and willing subjects there was‘still an

intuitive sense that not all of the concernsg problems, troubles and w’t’ 4.
worries had been revealed. Some deeplv hidden sources of stress ate

difficult to uncover such as the hurt of rejection, loneliness, ghe

pressure to succeed, the fear of failure and 5ﬁxual wondcrinns.@!&k

Analvsis of the Data ﬁ '

Researcher perspective and decision-making are crucial‘in the
analvsis and reporting of data collected bv ethnographic techniques.
Analvsis consists of interpretation of the data and creation of the
categories which emerge from the data. Reporting consists of explana-
tion description of the data.

\ rucial decision in analvsis is the depth and degree of

interpictation of what is meant by a statement or behavior; not all
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details can possibly be known to the resear¢her. To interpret more

deeply mav have required more time .in the field, more in-depth probing
1 ; I

.of the subjects /or greater knowledge of the cultural context. iet,

given the time, subjects and knowledge of the context, the researcher

\

was forced tdlmake judgments %Pich woula déécriﬁe this‘culturql context
,‘with accuracv and‘meaning. Another analvst, given the éame data,
_could éonceivébly create alternate‘categories gnd perhaps give .‘»
differen;4emphasis in reporting the observations. In Sther words,

researcﬁer bias is an inevitable but potentially valuable contribution
\ . . - . N . : . :

in terms of experience and background in anv particular study.

Reporting, =00, involves making decisions as to how much con-

i

textual detail ic required to portre- the situation as completelyv and

realistically as pos-ible. The rescircher avoided inferring too much -
: , 2
LS

in thé‘repérting ofvthb Aata for L( was felt that‘a delicate balance
had to be maintainéﬁEbetweenvallowing the data tn speak for direolf

and shaping the data in some meaningtul way fof reporting. A? e
study progresség and more ﬁata'became available, the qualitative
‘methodology élioﬁedfthe researcher to move from an-initiél interpreta-

) . o o
tion to a more complete understanding of the “gources of student .

stress. i
F

The observation that the findings generated bv this.qualitative

stddy\werefgenerally in agreement with the findings deduced from
empirical studies suggﬁft that both approaches ‘exhibit considerable
validity. As was -implied in the comparison of the literature, more

than .one way of gathering and analyzing data gives a more complete.

picture’ of the fRality of stress in the students' cultural context.
. i ‘g e :
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Impllcatlons’
: :

The findings gnd consequent ObSer§gtions of this studv hgve'
implications.forvadul;s.. Adults, in ﬁhis context, are.the "significant
adul;s-within the school 5ctting‘whu hgvé some degrow ol inf:luh\u
the organizational and interpcrsQnaJ experiences ol tHc studgucs
;efefred to in Chapter One.

Implications: The Sources of Stress
in Students ' S : '

These impliéégions follow. from the findings and observations whith

" suggest that sources of" stress are highly personalized and complex in
nature. The followingvimplications4ére/general suggestions, keeping
in mind.that each classroom and each student require specific tailoring

K9

nd appllcatlon of .these recommendatlons

\"

1. Contlnue or initiate programs whlch have to, do w1th self—’

I

awareness, feelings and self-management. -

2. Promote programs concerning probléﬁ—sg%Qing, particularly ;n
the behaviéral and sociological céntexts.

3. Be‘very aware of the. sources of stress in the lives of
individual students wﬁich aré, or gould become, excessive énd, there-
fore, damaging psyvchologically and phvsiologically.

4, TIdentify and assist Lhe students whb'are not so easiiy
labelled as "stressed." Among them are: the silent, noanmmuﬁ}cative'
student who has difficulty communicating with adults and other ' .
students in any way; the géod, co@pliaﬁt étudent whbse‘problems are

not ‘acted out and may never be detected; and the_”up‘ana with it"

student who is striving to become, or to stay, popular and successful.

142
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[mplications: The Sources of Stress |
in School

These implications follow from the findings and observations

‘

regarding the,school environment as providing an abandance of

potential v stressinl experiences. e schoo] fxoalso carabhie

providing programs and opportunities to learn and .practice stress
. .

managuement.

’

1. Incorporate into currijcular programs subject material which

describes, discusses, analvzes and treats with good humour and common

sense, some of the concerns familiar to students.

2. FElicit suggestions and recommendations from the students
themselves with respecﬁ to pertinent issues when planning classroom

material and programs.

v

3. Provide students with responsibilities which thallenge their

intellectual, social, emotional .and creative capabilities.

4. - Structure the roles thev dre expected to play
responsibilities are well understood and guide them

while they are growing with these responsibilities
5. Help students set goals and order priorities. Praise them

4 & C S : o 3

when they make perceptible progress towards accomplishing their gaals

and teach them how to évaluate their own performance “fairlv and

.

realisticallv.

o

Implications: The Nature of Coping

These implications follow from the findings and observations
.

regarding the nature of .coping which suggest thap students learn well
. . . £

from other students and from trusted, wxpericended and informed adults.
W~
-4

o
4

1473
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.
1. Believe that each stuéent means to be sensitive, respousible,
cooperative and productive; assist the studenfé in believing -this
about themselves and encouraée the belief in others. '
2. Facilitate open and honest communication; be avallable
students and nlan,students to be available to counsel cach other.

3. Whenever possible provide personalized attention to students.

~

Often thev do not want directives but thev do want assistance in
. 3

\

3y
gaining greater insights into issues of their own concerns. Help Y
them also to understand the perspectives of others.

4, Set an example of a well balanced individual who is

physically and emotionally healthy.

5. "Be a good model of one who copes well, who creates challenges
ouf of. potentially stressful situations, works through them and

emerges succeéssfully. Help them to understand that it is also all
‘ A

s
b

right to make mistakes.

-

Implications for Further Research .

The experiences during this participative study of stress in

v
s

students have contributed to the deévelopment of implications for further

' R

. £
. . AT

research in this area. vy -

Because of its limited gener%lizability resulting .from a limited
time in the field, the study couldvbe replicated over a lbnger period
of time to assess whether or not a longitudinal study\woulé reveal
additional findings. Because 6f its small sample size, the study might
» . . ' .
be replicated with a much larger popslé}ion in order to_comﬁare

findings which would emerge from a greater number of students. The

studv, too, could be replicated at otlier levels in order to determine

.

i



~
specific findings at, for example, the primary, junior high and
senior high school levels.

Furthér research on stress in stﬁdents might help clarify the
signififant«sonrces of excessive stress in the students' experiences.
In addition, studies to determine fhe significant sources of excessive
stress precipitated bv the school environment asyopposcd to environ-

mental factors outside the school would increase the knowledge and

understanding of student stress.

I~

un
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APPENDIX A

F1IELD TESTING OF THE METHODOLOGY




Ficld Testing ot the Methodolog:

Field testing of the research methodolopy was carried ont at
another tocatrion in the middle ot Mav during one week of the school
vear prior to the school vear ot the actual studv. A critical
difference between roles is noted:  the researcher in the field test
approached the setting as a praduate student; the researcher in the
studv itselt is an administrator and teacher. It wvas recovnized,
theretore, that this role ditferentiation would somewhat intluence
the nature of the observations. However, it was the process of
observation rather than the product of observation which was of
prime importance at this time.

Goals of the field testing were the following:

. to test the techniques and tools of the methodolopy in data
collections

2.  to gather observational data in a setting similar to the
setting of the actual studyy

3. to assess the effect that the participant observer had on the
behavior of the students in this setting; and

i fv the data.

4. to organize, categorize an
The findings were as follows,
oy -

1. Primarv techniques for data collection drew the following
observations. Participant observation provided an overwhelming amount
of rich data from student behavior, conversation, gesture and written
material which was recorded in the classroom, in the lunchroom and on
the plavground. Structured interviews of small groups and individuals-

proved the informants to be willing to share experiences and percep-

tions and eager to cooperate in the studv itself. Unstructured
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interviews yielded less information; reticence on the part of the

| researcher to impgse conversation seemed to be the major factor.

D ) o
Case studies were not pursued in the l1imited time available because
of the‘necessitY‘%or further involvement of school personnel time and
the necesslty for obtainlng permisSion to gain access to student files.

Recording tools were used experimentally. Handwrltten field

'

notes were possible at -any location becausevof the portability of pen

-

and notebook . However because they required hours of transcription

later on, a tendency -to edlt while writing was noted On the other

hand using the eomputer with a word processing program tended to

yield more‘detailed informatlon.' Storage on disc and prlnting of

,observations took virtually no time at all; any necessary editing

took place later. However, portability posed a problem. Therefore,

. the computer was used in. the classroom and theynotebook was used in

the music. room and in the_gymnasium.

A desk top tape recorder‘was used first in structured group
settings,and then in individual settings. Beyond an initial curiosity
of the students? and after a brief explanation by the researeher as‘to
the rationale for using thevrecorder and confidentlality of the material

b4

being recorded, the 1nstrument was hardl? cduse for reticence or
comncern., Carrying}out small group sessions sitting on the floor in a
circle’fornation did much to establish_an atmosphere of trust and
openness. The tape recorder on the playground proved to be an item
of curiosity only to children in the other rooms who nad not been

extenSively informed as to researcher role and procedures. Any attempt

tovcdhceal the instrument in clothing des1gned for this purpose led to

W

w0
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’

interviews vielded less information; reticence on the part of the

researcher to impose conversation seemed to be the major factor.

w
Case studies were not pursued in the limited time available because

j, necessity for furthef &nyolvement of schoollpersonnel time and
wiecessity for obtaining pérﬁiésion to gain acéeés to student files.
Recording tools were used exﬁeriment;lly. Handwritten field

notes were possibIe.at any location because of .the portability of pén
vand notebook. HoWéver,'because they required hours of transcription

later &n, a tendency to edit while writing was noted. On the other

hand, uéing the computer with a word processing program tended to

[}
b

- yield mé?e detailed information. Storage on disc and printing of
obsérv;tions took virtually no time at all; any necessary editing
took ‘place later. However, portability posed a problem. Therefore,
the compuﬁer was used'i; the classroom and the notebook was used in
the music room. and in the gymnasium.
A desk top tape recorder was used first in sﬁructured group ‘ -
. S ' :
settings and then in ?ndividual settings. Bevond an initial curiosity
of the students, and after a brief explanation bv the researcher as ta
tﬂe rationale for uéing the recorder'and con%identiality of the material .«

being recordgd, the instrument was hardly cause for reticence oOr

-

coﬁcern. Cérrying'out small group sessions sitting on the floor in a
circle formation did ﬁuch to establish‘an atmosphere of trgst:and &
openness. The fape recorder 6n the playground proved' to be an item
of curiosity only to child{gn in the other fooms who had not been-

-extensively informed as to researcher role and procedures. Any attempt

to conceal the instrument in clothing designed for this purpose led to



s

\\much frustration and loss of valuable time with the students.

'

2. Neighborhood, school and classroom were chosen to resemble

.

’glosely,the setting of the intended 'studv; number and uharavterigtics

_9f the students were also considered. Administrative stvle, teacher

philosophy and methodology as well as organization of program were

taken into account. The richness of the data gathered in the setting

was convincing evidence that the actual study could be carried out

successfully in a complimentary setting.

s

‘

o]

3. Partly because of brief, logical and truthful statements made
. <, . L. .

o

2

earlier in an introductory session, the participant observer was
: ; ,
accepted as a college student. Unsolicited verbal'cqmments during the

week and sollc1ted written responses after the week was over showed

that, although the students were usuallv aware ofAsomeone else being

“ 3
.

in the room, the effects on their own behavior were minimal.
Subjective reflections were invaluable. For example, og a field

: o o -
trip when.the intervention of another adult was necessary for the

children's safety, the field notes record the following cbmments.

It is extremély dlfflcult todav to maintain the obberve' rol¢!
When the responsibilitv of another adult with a group is

*ﬁ needed, the teacher/administrator Qole comes forth.

. May 17, 1984

‘Researéhef awareness of personal_feelings,'role shiftsrand accompanving

(54
responsibilities, and concern for the truthfulness of the data at all

o .
times were taken into account.

¢

“

4. Handwritteﬁ field notes were transéribed-and filed appropfi—

: L3 . A . -
_ately in chronological order with the computer print-out sheets.

Tapes were also transcribed: unstructured material was transcribed

. j ‘/ . N . ) ) ) N .
by the researcher in order that ongeing editing could take place;

157
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) X ' ’ ) "’v
structured material was transcribed by a professional and al] infOfTFjﬁh' !

A

tion recorded verBatim. Masfer copies were stored and any. number of
additional copies needed were reproduced so that color coding,'cﬁtting,
pasting and sorting could take place.“‘bategofies‘begén to emerge.

At this point the researcher questioned the value~of furtﬁer 4 i

pursuing the field test. The ethical question of intervention i%to
the personal lives of the children without an accompanying responsi-

bility to help them, even at a later date, loomed large. Goals of™
4

the field testing had been met and had assisted in two important ways:

1. definition and refinement of data collection techniques; and:

2. expanding and narrowing of the conceptual aspect of stress
in students. s : :

{

(%

Researcher Note:

Much rich data was”assembled in one week. The time allotted was

C ; : . ' 4

: . . . £ 5
more than sufficient to refime data collection techniques and to under-

stand how stress.can be perceived and articulated in student experienées.i
. , : i,

L

" Increased researcher confidence and extended time in the field in an

alternate location would have meant that the fielddtesting and the
c | U <
dctual studv itself could have been accomplished in the same school

vear, S

August 3, 1985

‘,\/ c ‘V‘
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CITY PUBL.TC SCHOOTLS
¢
Green Hill School ! ’r -
. ) A
April 23, 1985 | N
i '..'f‘,')[ '».:{,
A :

Dear Parent:

Lo N .
At preéent»l am completing studies for a Master's degree
in Educational Administration at the University of Province.

Permission has been granted by the research department of City
Public Schools and by our Associate Superintendent, Mr. George
‘Williams, to carry out my research at Green Hill School.

i
Mr. Jim Brown haé kindlv agreed to participate in the studv with
our grade 5 and 6 students.

Mv study will involve observing students interacting with one
another and with. their teachers. I will record what thev sav and do
in the classroom, in'the lunchroom and on the plavground.” In no wav
should the recording of my observations adversely affect classroom
routine and learning..

. .
- In compiling myv research findings, confidentialitv will be
assured. ‘

.

If vou have any concerns please call me at mv office at 132-4913.

Yours truly,

Enid Botchett
Principal

160



APPENDIX C
CATEGORIES ARISING OQUT OF THE OBSERVATIONS



Categories Arising out of the Observations

Relationships with friends

Ownership of Things

People
Space: rNot enough, too much, too many people in one spot
Order -in
-out of

Responsibility

Structure -Routine
-Expectations
-Discipline

Activities —-Involvement

Meaning -what do they mean?
-what does this assignment mean?
-what happens as a result of?
-doés this count on the report card?
-finding meaning.

Phvsical Aspect -movement
~development
-special things: braces, glasses

Communication (Learning Style) -receptive
-active
—-formal; structured /

—casual; unstructured

Others -identification with
-the other kids did

Justice —Right/Wrong
~-Appropriate/Inappropriate

Pace and Style: Each his/her own

Need for Physical Touching
Physical Moving

Competition vs. Self Evaluation

Researcher's Field Notes
Mav 15, 1985
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1

(Yellow code for first Sixthdav 1
quarter of the dav.) Wednesday, Mav 8
/
8:45 a.m. Music’and mathematics—dav for the ratio test. 7

the ratio test and all quiet as thev begin. EB

explyined the attitude survev to the children saving that the 9
respomsés that they give would reflect on the wav they feel

,about school. If they feel negative about their school they

really should feel some responsibility for that feeling. If

they feel positive about school thev should feel that thev

have made a contribution to that feeling as well.

Ross asked if we could get the marks back todav and the answer 7
was, ""Yes." He said, "Good!" ) ‘

Sixthday A.M. Recess

typed on green papé;1 Wednesdav, Mav 8

B

Spent about all recess getting, Karl in to serve his sugpension
and talking to Adam re: °

his rélationship with David Little and the problems vebterdav
when he came up Tom

- (Green code for second Sixthdayv 2
quarter of the dav) : : Wednesdav, Mav 8
CPS standardized reading test immediatelv after recess. i -7
10:58 a.m. After general hubbub, class settles down to
begin the test questions 43-88, second section.
Ross has a drink of water. 1
JB: "Begin, grade 6s!" ' ’ .
"Grade 5s. Turn to page 13 in vour booklets."
-~ "Page 13, Ross, please!"

Morning is generally pleasant with quite a bit of work being .
accomplished without too much fooling around.

MATH .earlier: test situations seem.OK with children knowing 7
what 1is expected of them in terms of behavior. Also, the 9
grade 6 students were repeatlng a test which had been done

befdxe.

However, both the grade 5 and 6 students begin to do

geometry: review to some extent for both. A certain segment

of students always asks questions without reading the . 5
directions as theyv are stated in the text . . . Mark, even

Geoff. ; '



a

-

Would be interesting to take the questions from the

attitude survev in order to design questions for interview
periods next week.  Be sure and ask B about interviews with
students—after vou tind out which ones would be willing to
give some time before and/or after school for this.

R

JB reading a letter which Alexandra brought to school todav.
She is quite weak phyvsicallv after having a trving time with
bronchitis last week. She didygwell on  her math test
receiving 20 out of 21 answers‘iorrecth.

Wonder if this tvping on the computer is a problem to
“anvone . . . could askR them tomorrow morning.

—

Students completing math work quicklv this mor¥ning in order

to go on to something else were Grant, Dennis and Tom. Martin
and Michelle said that thev did not have the assignment sheet
for math when both did upon looking.

Martin asks Nancv for an eraser,. N
11:10 a.m. Kindergarten children returning to class. Dennis
looks up but most students not bothered bv the noise. '

(Back to this morning.) When the attitude test names wvere
announced, some of the students responded, "Why does Marnie
alwavs get chosen to do that?" 'Was this a draw?' meaning
were the names picked randomlv.

Young child goes down hall making a funnv noise. Most
students laugh. Michelle savs: "Stoned."

Differences in reaction to an event . . . different
perceptions to happening . . . how perceptions are influenced
bv others before.

11:17 a.m. Richard poking around with fingers in his mouth.
11:19 a.m. Ross: "Do we have until lunch?”
JB to the class: "You still have over 30 minutes

- left.” ,

Ross on math earlier did not want to continue because the

students with the attitude survev did not have to do math.

Wendv finished one of the first and is reading. !Martin has

his game of CHAMPIONS out after the section of the test is

finished.

]

10

I'Hhh



Martin renilv rest less.  Matthew vawning broadlv and leaning bachk
in his desk at 11:32 a.m.- Richard into his game. Michelle
chooses to color her banner entrv ftor decision on Thursdav,
BAndrew, test is still ont" He goes to his math papers.
Flizabeth:  "Mr. Brown, is this the same test each vear?”

11:47 a.m. Marv Beth takes up spelling to ask a question.

JB: . "Five minutes, for those of vou who are still writing,"
Ross has been particularly good this morning during the

test situation as he has been sitting quietlv din his desk
without disturbing anvone. Martin over to Andrew. Tom over
to Andrew,

11:50 a.m. and time for the test to be over. David just
finished and Elizabeth reading over her work.

JB:  "And, Stop!" . , s
layri writing like mad at some assignment, Marnie plaving

4
with her Cabbage Patch dolls. //~}

"This afternoon we will be goirg out to do some of our track
work . L

Jim explains to the class about the procedure for the kids

in the room to do the Familv Time responsibilities with the
other rooms., Michelle has hurt her shoulder and cannot do the

~push ups.

A

Also, first thing this afternoon JB will return the science
test.

Sixthdav

Tvped on pink paper

Martin, Andrew, Richard and Tom together.
Then John and Grant (John alwavs seems to be on. the
' outside wanting to get in. He is making
moves sociallv that I have not seen him
make before.)

Ross alwayvs in sand—gets buried up to his neck by manv
kids of all ages. ‘ .

Ross leaves his jacket outdide and looks for it in the Lost

and F. d box. (In the meantime I brought it in.)

Ross, throwing a great sock full of sand in the air—1lands close
to someone—then he takes sand out of sock and puts it back
right out of the sandbox. I talk to him immediately and
explain that it is not him I dislike . . . He savs,” "It's my
behavior, right?"

Martin asked at lunch time about if (he) went out of the plavground-

to buy something. (He had been eating a frozen treat of some
kind.) He said that Geoff had got it for him. : -

Wednesdav, Mav 8 Noon

11,

1 Hho

10
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Cont _immt.iun ol “[_ih‘l,"_Ht;lildr‘fﬁfdi‘,’.n.'xuv odr cwhibel wm:\ hevan Mondavy

and continued tifs mbrningty RO{mx; 1£h¢qnxtt ds students are
work ing at ‘1148 pome when Blarmbve,  The atteracon is a ditche 4
hotter; there is a litt lu~ln01t‘ moviement and shutf£1ling around. 5

The noise of the (ustmlx an' nuu%%l,‘uanur W mw}m hall- ' N
and the clicking of the «nmput y kuvs begins dpain part wav

through their %oat "

"

S ¥ S

Can't tell whether or not this is a Uisturbance to them
as thev are verv polite . . . will ask later.

[ ‘

Matthew sitting on his haunches. Michelle's knees and feet’ . 1
moving a little more this morning. Ross'$ turning around

more than before. Richard Lontlnues to write, think . . -2
with pencil in his mouth.

Judith returned to school early this afternoon to work ou a 9
project for the Nutrition at School program for next :car.
The consultants will be at the staff meeting tomorrow nd

wish to hear a presentation as to whv we think Green :il}

would benefit from such a program. She Is working - d

questions developed for an interviewer. e
1:56 p.m. 'There are approximately 30 minutes left.’ ‘ q
—until recess when the test will be over. '

4 e

Chart which is by the door savs: : : ’ A : .

We are all people. R a ‘o
Sharing Strengths and weaknesses, hopes and fears. » ' .
If vou want me to understand, [ will listen. B ‘ .
If vou need me to understand, vou must explain. '

Wendv working with the calculator on some other project. -
Judith: "Mr. Brown, number. 129 is an unfair questidn.” T
JB:  "Be with vou in a minute, Judv." . . RTINS
Marnie hits the deck again. She has spent some time on the AR
floor todav looking for things in her desk . . . stretciling, . = °
whatever. R
2:04 p.m. Nancv checks her reading verv carefullv. - ‘
Tom (this morning) : . ,
Thinking about how to answer the question on the attltude e v"f}l@
survev about whether or not vou like the principal . . . ) S E;
can't'decide because, as he said: ' 1

! like vou as a person better than as a principal.’ .
EB: "Can vou think of one negative thing about me as a principat?" ’



(After a pause.) )
EB: (Preing to explain)  "It's reallv hard tor me 0
itferentiate me as a person from me as principal.

¥
k .

Crhe K ochildren call me the "™omnv' ot the school,

The 5/6 students know me basically as a teacher.  Sonme

of their confusion comes from the tfact that thev mav have
a preconceived notion of what a principal is, or should
he, and the perceived role contflict comes trom that.)

Michelle over to Nancv., John over to put something in his
pocket.  There ts considerable more movement about the room
as some students wait for the others to finish than was the
case this morning . . . although the time is the same

(1 hour). Thev are, on the whole, 1':1Yr1y considerate of

cach other. : .

JB: "As soon as evervone is in their desk, I'll dismiss the
class.”" Andrew talking to Martin. Michelle continues
talking to Nancv. Ross and Mark out of their desks.

’

JB: "1 take it no one wants to go for recess, then."

Heads down, mouth cleosed, please.

16

1

Mothodolowry

Comment !

9

Sixthdav
[T}'Ded on. blue paper ixthdav

P.M, Recess

Martin, Andrew, John and Grant plaving games.
Nancv and Lori together sitting on the fence bv the
Dav Care.

i

Wednesdav, Mav

st

(Blue code for the . Sixthdav
fourth quarter of th av.) : Wednesdav, Mav

o

JB explains procedures for & run of the Canada Fitness

Tests. These students will keep score for the Vvounger

children tomorrow. Raw scores are explained. Expectations

are explained for all.

JB: "'The rest  of vou line up. When vou get out, line up
with a partner.”

Martin stays behind. Andrew with Martin. Line is supposed

to_he straight—and quiet and is not . —Students-dressed in

varied arrav of all types of clothes.

@



-

3

"As soon as 1 see a stralght line with evervone in it with™4
mouths closed. Right, Andrew?" "Then turn around, please.”
. " T - J.
David: Ama21ng e .
Martin and Andrew bring, up the read, Martin telling Andrew

what to do.

(Copjed to computer from handwritten field notes.)

<

¥

Outside. ~ ) ‘ o
Partner work! Geoff and John. » o
"One penc1l for everv two,’ "Ross. Those were my .
instructions.'" "Not so.high, Martin."

David being totally disgusting pretending Lo *%#*% in a hole and

 doing pushups in it. Dennis, Judith and Grant laughlng

outrageously. .

P

o

. . T N

'Interestlng that at this time David checks to see that f
the teacher is. watching and is cadeful to not be caught
in -the act. He disregards. ‘the fact that I am there
behind him—an 1nd1cat10n that if he thlhgs abOut it

at all I am the observer. o _ o SN A BT

@
o

,Ross behav1ng llke a real Chlld much vounger than he is.

30° rise for the sit-ups 1s all that is. necessary (what
John's d01ng is enough\ Co , ;

-

Mark and Judlth volunteer to stav after school to work on ,

_presentatlon for the Nutrition at School program. . Mark has

.to (1) make a chart of all the junk food in" g collage,'and
(2) tell. how all the package - wrappers were found
R -

&
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Elizabeth's

4

Journal Exce:pts

Mav 1,

"and school all gav,

1985 *

I~

Mv .Mom is back at work
and she has been for. about
two months. She's feeling better,

but still gets tired quickly.

May 7, 1985

I~

Mv mom's birthdayv is
coming up in Mav 29th.
I don't know what to
get her, .and Mothers
Day is close to so

I have to hurry

and get two. presents.

We' had to give away  * 4
our doggie Cocker Spaniel ’

_"Dot" in the winter
.‘because she realwv

wasn't happv with us
because she needs
somé companv. ‘With
evervone gone to work

she got lonelv.: "She is
living with a- retlred
ladv not to far away’,
and she has a dog
friend named "Chip."
I'm not sure what

kind of dog he is.

May 9, 1985

I've had to, make ’ "8
supper for’a’ few )

nlghts now because

my mom had”’ some "\ ,

“meetings to tend

to at one of t schodls.
She teaches at- three

-schools and had’ some

meetlngs at one I °~ o
think. ' T

g.} L : ,
o e Lo N

~May 10,

‘green.

- leave at 7:30 but left
_at 8:00.

‘mv. brother were leaving
. kind of late too.

" Mav 16,

1985

Im not sure . 13
where Im going for

grade seven vet, bat

1 think Im going to
either St. Maryv or
Glenhaven, Im
probablv going to
St. Mary, unless

my mom -wants me

. to go somewhere else.

May. 14, 1985

Im going to be starting 7
mv swimming lessons N
today. -Im in .level . .
This will be mw"
third time taking it, I
hope . I pass!

A

May 14, 1985

1 had to send mvself - 8
off to school todav '
because mv ‘mom and

the rest of my

© familv slept in

so:when my mom
left for work, she
was supposed. to

My dad  and

1985

In kind of behind in . 7

' .all my'subjects, and I s’

dont know if ‘and ‘how s "
Im going to: begin to finish

them



S

o Lo ) Yy
: I’c them off in \>
a®ut 1-2 more years,

" May 30, 1985

Mav 17, 1985
$ince I take swimming

lessgns .all this swimming
is tigirg. (But worth it.)

May 22, 1985

.The-end quthé week

is coming up -fast, and
I will naturally be .
bored with nothing to do.

May 23, 1985.

I didn't come earlier

on thursday because

1 was kind of ‘ e
mixed up this morning,

but I'1ll try to come,

for help on math '

at 12:30 or ig
.the mornings

P
May 28, 1985

-On Wednesday I have
to get my braces
tightened. It does
hurt but m¥ Mom

“end it's all wort o

(430

and my brother t%i} me "in the -~

it.” ,
My brother had his
on for 5 years.
(he got them on when -
he was nine and got
them off when he was 13,
“now he's 14.,)

B
i

.

I've been going to

Mary Beths house e
‘For lunth, it's fun .

to have someoné

‘to eat with at lunch.

vx

(3]

.
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Tom: June 7, 1985
i
11:15~11:42 a.m.
» ‘
Tom seemed sleepy and easy going. He exhibited signs of wanting to
T o

do well and give comple‘@’ﬁhnd complex answers.

A N
B s o«

.

He has an easv smile about him. JHe',_';é;at forward in his chair in order
to speak clearly into the microphone rat first but iaper sat back

'

comfortably when he became relaxed.

18-.arm thqotghout. Tom said he #@d-been interviewed
%= . ' 3 o
™ '

lahguage arts class when they were role_playiﬁg.



. that I've been-to , . . 1¢ was quite welrd.u‘y he beginning

‘Davf sually, sort of, he's really pushv and sometimes
C1iK “soccer, if a llttle kid takes a ball awav from 9

June 7, P985

N 1 >—|l'/’ A,

.
PR
o ‘ v

) 38 . L . e -
o being inte rv1cvcd dnd Tom, -one of the first questions

1ln gnlng to ask-is how dld vou find the adjustment to

Green Hill manv, many vears ago?
W o

Tt was different 'cause . . . There was different teachers, [

different wavs the %Lhool was being run to other schools

f

because [ was blt ring in a desk at the back of the room
and 1 dldn t know ngb0d¥ except for Richartyund Matthew
. o« .owWay 4t the. oth side -t thé room.” And all their
friends and it &ooked qulge s%gange.

's

How did vou find adjustlng e’ Green Hl&ﬁiﬁy'ytﬁ

-

Unmm . . . it cameé quite natur311V" .'., cause. R1chard

kept: on,showing me around and . . . when I f%rsc ‘went e
around compared to. Princg Henry, 1 though that “tﬁé plav- R P

ground space was a little bit smaller but,'dll 1d‘all it
(the-adjustment) was quite good.

Earlier in vour journal vou . . . we sort -of wrote a.bit 3
about a problem that vou have had with David- Little, 9
Can vou give me a little bit more of.a storv of wvhv

~vour. problem?

4 - s

(8]

Him, W&'11 go up to the little kid and trip him or step

on him . . . and sometimes even when thg bigger kids do,
like around his age and size, he'll trip then and then

thev ‘don't like it too much so theyv usuallv trv to trip .«
him back and then get somethin going. ’ ' A

And hO%ld ‘vou become persond 1\%’ %ﬂem .

. # )
‘First time he was trving to beat up myv sigter. So 1 just ¢

got~a little bit entangled with hlm. _ SR .9
W [

(Phone rings and has to be answérgd.)

.

" Back to the tape. Is if stlll g01ng (Tom chuckles.) ST

@ I oo :
Tell me a bit more .j. . so he. was after vour sister?
3 N : .
B B Y . e .

f

L .

¥
3
e

Z
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"~ come on when you're in a tense situation? : ) o e

-And now? 7

'I thlnk you re handllng it really well, actually. Ah,

‘&Oh 1 thlnk it was just because I just had sort of av N 2

176

Yeh . .. It started at the beginning of grade 5 when I was 3
first around him and my sister was out there and she . . . 9
| think David was (blaming) her for something that someone '
¢lse did and he started pushing her around. T went over and
vrried to break it up and then he tried to trip me and | just
sat there trving to get awayv from him, Before [ was kinda 3
a little-bit afraid of him and then it got to a point | was so 9

mad [ couldn't . . . I didn't care what T did to him.

’ fay.h

Now I just mainly ignore him . . .-'cause.. . . I know thdt 3
usually ' if T do . . . if T trv . . . If I get mad or : 9-
anvthing, he knows that he's getting to,me so he just keeps

trying and. tryving and trving, so I guess . . . (1) gLVe :

him a funnv little shrug and then walk away.

'
o

Tow, also in your journal you said at one time that when
vou were d01ng a test -that you felt kind of sick. Is that
something that happened that particular day or does this

N

R

lltc&e it Oﬁ;@yCO&d the othermn;ght beforeu@é . e . *

So you're not uSually a blck Kid.

No. B ‘ s ‘ . S ::’
How do you feel about whaé hapnens when you leave Gréen °* P ~d
Hlll7 Junior ngh and vour future?

"
Well, vesterdav, when I went over to put in my appllcatlon}:J»”W 13 ¢
form for Harrow Junior #digh, I walked in. There was AT S

two . . . tiev looked like grade 9 (students). One of ’,ﬂiﬁ'@jm\ 4.”

‘them was Yooljng around with a knife, and the other wasv;;‘hyﬁ.’fa

just sitting there talking to a girl and, when (I) just . . -
walked in and' (thev) dldn .t say anvthlng . . . walked

a%out’. Thev didn't say anvthing. ‘ . .- : S

.. “ . & : v . '
How dg;ut in terms of vour subjects7 What vou're going to,
have to studv? ° . ; . 4 ”

- . R e

- -~
Urmmm. L ve taken a . . . taken quite a thought at that ' 13
sometimes. TIt's jyst sorta like starting grade 1 over -
again 'cause yod go to 1 . . . grade 1 to 6, and then wvou
gotta go to 7 to 12 . . . 'cause just like starting
grade 1 over again. 4

But there's not anv particuldr subject that really concerns M
vou. . ' . . ' o



Not reall

v, except the science, I'm not too kedn on

that,

OK. You did reallv well on the math test that vou took

carlicer this vear and vet vou weren't totallv pleased

with vour

Well, [ j
never sor
that . .
well . .

How did v
we did th

Quite goo
“{in) the

results.  Can vou talk about that?

ust got ovér the 50 percentile mark and |
34 !

t of realized that 1 got so good. 1 thought.

. usuallv when it's undexr 70, it's not too
. done.

ou fecl that vou did @thc vear end test that

¢ other dav?

d! 1 did better than I thought I would 'cause

first part I pot two wroug, the.next part-l

<20t three (wrong).

[y

Right. Your mam and dad just recentlyhgﬁtxi..i. well,

~d

~J

vour mom and #ur step-father just”reCéﬁtlyW'btA

married and vet vou see vour dad on hofﬁdaysf;don“t vou’

) ‘ LB

No. I don't even know what he lookgékige. 4
. ; Ve ]

Is that right? - o

1 onlv seen him when [ was small and I don't think I was

talking.
Do vou ev
No. Not
So vou th

would vou
know anvt

e

L :
er think about him?

reallv. Hardly ever.:

ink about Mr. Dodge-aé;your dad.” So, how
describe vour familv to me if T didn't
hing about them?

I usually have a verv nosv sister that gets into evervthing

that I want to keep private. Mv mom is usuallv doing things, ¢
like, usually, helping mv sister and helping me and mv dad

is usuallv watching television and talking to me and some-
times he''l nlay pames down in the basément. Sometimes it
gets 'pretty ‘un. -Sometimes it gets pretty boring.

What happensg when it gets boring? .
AN

. I

Tt gets boring, I start vawning. He starts noticing that

['m not paving attention and sorta gets . . . we just stop

that usudlly go and watch television.

¥
i~

1f L didn't know anything abodt vour friends, how would vou
describe vour friends’to me? s ‘ :
}."? > -
: 5



s

Hardlv ever home, 'cause usually Richard is never home. He!

alwavs at Shoppers' Mall with his parents and usually most
of “mv friends are still over in the Prince Henrv area bot
one student that used to live over right beside Harrow
Junior High moved into the Burnham Apartments.  He used to
po to Prince Henry. 1 knew him since grade 1 and Martin
moved. (He didn't move as in housing.) but he moved to
Green Hill School.

Earlier, too, when Martin moved vou reallyv helped h im

ad just and, at one point, it kinda looked as though he
might be taking some of vour Trlcnds away from vou. Can
vou talk about that?

When Richard and Martin started helping each other (thev)
kept on paying more attention to each other (than they
aid to me). Then thev just . . . at recess they just go
out and play by theirselves. And Martin would usually . .
alwavs have these dumb practical jokes and that gets vou
pretty mad sometimes’'cause he makes up rumours in the
classroom and then he keeps saying thev're true untll he

knows that he's wrong. and then he says, "I -lied.” And
that gets pretty weird. He sets up reallv bad rumours
that are so mixed up. . :

o
. 4 '
How do vou manage.to get that into perspectlve 50 that
it doesn't become a real problem to vou? , q N

Well, usually, 1M1l just go . .7 . like at recess or something
. . I'"l1l usuallv just ‘go out:'and play soccer with a lote of

people or something. Or if“-thev're in the classroom, 1'11
just sit down at mv desk and do somethlng -

i
So, do vou feél‘fhat vou ean control .that?

. . 3 : . : . ’ . o P @ <
Yokt of the time. Sometimes, it just, gets so . . . out of
hand that I have to just get mad at one of “them.

You used to have an almost uncontrollable temper. How would

vou describe it now?

Ummm. 1 hardly ever blow my top NOwW. U uallv; T don't
like blowing my top Lause usuallv now {or éf@er I have a
big headache that won't go away-. '

- . . R .
OK, -Tom, vou've Been really helpful and vouget a chance
now to ask a %estion of me. Do vou have a question that

vou want to ask me?
¥

B

What did you first think when on(came to Green Hil1?

,V;‘r

S

s

178

(s



