


7 Moving to Secondary School

What Do Pupils in England Say
About the Experience?

Maurice Galton

This chapter looks at the impact on pupils when they first arrive at secondary
school. Transition' is often described as an anxious time but it is more true
to say that pupils generally feel excitement tinged with a touch of apprehen-
sion. The following pages explore what schools are doing to make transition
amore satisfactory experience and the reactions of pupils to these initiatives.
The data presented here are an amalgam of three transition studies conducted
i England, that of Hargreaves and Galton (2002), Galton, Gray, and Rud-
duck (2003), and an unpublished study carried out as part of a policy review
for a local authority in England. In Hargreaves and Galton (2002), the field
work in six transition schools was carried out in 1996-1997, while Galton et
al. (2003) involved some 20 schools situated mainly in 5 Local Authorities in
the Midlands and East Anglia covering the period 2000-2002. The review
for the Local Authority took place in 2005-2006 and involved three schools.
Inall cases, groups of pupils were interviewed during the last term at primary
school® shortly after induction day, again at half-term following the move
to secondary school and finally at the end of the year following transition.
Throughout the chapter various suggestions are made concerning ways in
Wwhich the transition process might be improved.

CHANGES IN TRANSITION PROCEDURES
OVER TIME IN ENGLAND

Hargreaves and Galton’s (2002) study attempted to replicate the original
fesearch carried out during the ORACLE (Observational Research and
Classroom Learning Evaluation) project (Galton, Simon, & Croll, 1980
Galton & Willcocks, 1983) two decades earlier. This showed that a number
of significant changes had taken place with regard to the administration
Of the transition process and that schools had moved to eliminate some of
the immediate anxieties which earlier studies of transition had highlighted.
ome of these changes were less the result of fresh thinking about transition
40d had more to do with the changed circumstances of schools, particu-
atly the decline in the power of the Local Education Authorities and the
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‘market forces” approach to education with its emphasis on parent,| chojg
which had been the flagship of the Conservative administration (Tr}ml'i
son, 2005). Thus in the late 1970s when the first ORACLE tra nsitio .

was carried out the choice of secondary school was wholly, or in the cas

voluntary aided schools, partially determined by the Local r\urho;-jty,

allocated most pupils to the school catchment area in which they resided, 5
these circumstances, therefore, secondary schools gave little thought a¢ S
how to accommodate parents’ and pupil’s wishes so that a ‘take it op leaya
it” attitude tended to dominate. Thus in most cases in the original 1 975/808
ORACLE study children visited the school for one morning only as papy of
a transition program. There they were addressed by the coordinator/tygg
responsible for transition, given a conducted tour of the school and thep seng
back to their primary feeder schools before lunch. The Year 7 coordinatop:
might perhaps also pay a follow-up visit to the main primary fe
tollowing the tour of the transition school. A Parents’ Evening would also ally mad!
be arranged towards the end of the Summer Term prior to transition, Its plenty of
main purpose would be to instruct the audience on the rules of the schog} final ses¢
and the clothing policy, particularly the required items for PE and varioug issues th
sports (Delamont & Galton, 1986: Galton & Willcocks, 1983). 7 Coord
By the 1990s, however, things had changed. Most schools now had to questi:
Liaison Committees where the administrative issues of transition were' an early)
considered. Unlike the 1970s these arrangements were less hierarchical in) tutor mef
that the chairperson tended to rotate between the primary and secondary/ Inter|
head teachers, Matters like the transition of children’s records, the provi- responsy
sion available for children with special needs, the sharing of curriculum immedi{-‘I
issues now often fearured on the agenda. In an effort to gain as many new they we
pupils as possible, most transition schools now organized several Parents’ schools:j
Meetings one year prior to transition in the following mid-September. This practica.‘
involyed opportunities to visit classrooms and see pupils (brought in espe- brea'k ti
cially for the evening) engaged in various curriculum activities, In some lication
cases the transition school’s facilities were available for use by the primary improve
schools, particularly science laboratories, drama studios, and ICT suites. W(_)ulldl
As suggested earlier, the reasons behind these moves often appeared to have taining
less to do with the actual transition process and were more concerned to parts of
encourage pupils’ parents and pupils to choose the particular school so jsce
that its numbers could be boosted and its finances increased. Hence these . Pupl[
contacts were also supplemented by regular newsletters and other docu- f‘on d?J
ments, designed to inform potential clients of the advantages of bringing baier
their child to the particular institution. plCtUl‘e‘I
of the s|
vided v
INDUCTION DAYS (relatiy
pupils ¢
- . . - send tk
One major change, however, has been in the treatment of pupils prior to !
transition. Now almost every Local Authority organizes a special day toward SChOOl_'

eder schoolg various I
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the end of the summer term when all children whose
send them to a particular school spend
ises. In most schools the Induction D
initially divided into their turor and
ting to know each other th rough a se
be an assembly at which the school

parents had opted to
a whole Induction Day on the
ay follows a similar pattern. Pupils are
form groups and spend some time get-
ries of ice-breaker activities. There will
Principal welcomes the new pupils fol-
lowed by a conducted tour of the school. Whereas the tour in the 1970s was
often superficial with a volunteer pupil briefly stopping outside a room to
say, “This is where you do French,” or “This is where you queue for sn

prem-

acks,”
these latter tours are generally conducted by the form tutors with frequent
stops to allow question and answer sessions. In most schools the tour is fol-
lowed by an early lunch to avoid the

queues when the main body of pupils

and during the afternoon there will be
mix of core and othe

ally made as exciting as possible so th
plenty of explosions
final session usually

finish morning sessions. In between
various lessons, a r subjects. These lessons are gener-
at for example in Science there will be
and lots of smoke accompanied by strange smells, The
consists of questions and 2 nswers about any remaining
issues that the pupils might have. Sometimes these are conducted by the Year
7 Coordinator but more often space is allowed for the visiting primary intake
to question existing Year 7 pupils. At some point during the day there will be
an early introduction into the school routines and rules, generally during a
tutor meeting (Hargreaves & Galton, 2002),

Interviews with the pupils (Hargreaves & Galton, 2002) found that the
response to these activities was generally positive, Pupils found that their
immediate anxieties were dealt with, These usually consisted of whether
they would make new friends and get on with pupils from othe
schools, getting to see what the ne teachers were like
practical arrangements such as how one paid for lunch, what one did in
break time, and where to put one’s bag. The conclusion of the Oracle Rep-
lication Transition Study was that, in respect of these activities designed to
improve social adjustment, little more could be done, Indeed, to do more
would be perhaps to tip the scales too far away from the direction of main-
taining some degree of discontinuity; in this case slight apprehension on the
parts of the pupils so that they would continue during the
to see the move to the new school as a significant cha nge

Pupils, however, expressed reservations
tion days. In the 2005-2006 study

I primary
» and working out

summer vacation
in their statys.
about the content of these induc-

pupils complained that many of the
‘taster” sessions were too short so that it was impossible to finish off the

ls Prior ¢o
Y toward

picture in art or the experiment in science, They found that the guided tour
of the school often served to confuse them more because they were not pro-
vided with a map and therefore had no understanding of their whe
(relative to their form room) or the permissible traffic route
Pupils suggested that it would make
send them off in groups o
school because:

reabouts
s. One group of
a good exercise to provide a map and
na ‘treasure hunt’ to identify various parts of the
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Not only would we get to work it out for ourselves but we would hay,
more time to get to know others in our form and make new friends,

Having sufficient time to meet in tutor groups and make new friends wag
deemed to be the most important part of the day. Next to this was the
opportunity to meet with the present Year 7 away from the teacher’s cloge
supervision,

So we could get to know what it was really like.

In one school the dining room was sited on the edge of the area where
pupils congregated during break times. Pupils complained that at lunch
time it felt like being in a zoo because when the main school arrived they
crowded around the windows, making faces while they watched them eat.
While appreciating the chance to take an early lunch in order to work out
the menu choices and payment methods most pupils felt the process was
too rushed.

A bigger problem involved the organization of the day itself. Because teach-
ers who take part (as form tutors, providing lessons, etc.) have other teaching
commitments throughout the day it is inevitable that timings will slip because
classes sometimes over-run. This resulted in pupils having to stand around
waiting to be collected. Often they were told to remain silent while waiting
and when talking began teachers would attempt to re-impose control, often
by shouting so that they were seen by many pupils as ‘stressy’ because,

They shout and get mad when someone speaks when they’re speaking
and take it out on the rest of us.

It was also often the case that in arranging these activities the Year 7 coor-
dinator required pupils to return to some familiar central point, such as the
Assembly Hall, so that the new teacher could collect his/her charges from
the previous one. Sometimes this led to pupils returning from a teaching
block only to then set out for another classroom in the same location with
the new teacher. One solution is to use older pupils to act as guides and
mentors throughout the day, thereby allowing the newcomers to be moved
directly to their next location to await the teacher’s arrival.

IMMEDIATE POST-TRANSITION IMPRESSIONS

For the majority of pupils the immediate anxieties associated with tran-
sition appear relatively short lived. There is remarkable agreement on
this point when studies spanning four decades are compared. Youngman
(1978) and Youngman and Lunzer (1977) found only 20% of pupils in
England retained negative feelings after one term in the transition school, a
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on supported by Spelman (1979) in Northern Ireland and by Dutch
Il (1974) in Scotland. More recently, Evangelou et al. (2008)
d that 75% of pupils said they had adjusted well by the end

ménclusi

o Mr_*(j:l
1wqre reporte

it
.Db? heir first term in the transition school. Among the pupils who failed to

¢ within a short period, between 6 and 10% have reported persistent
- oblems (Chedzoy & Burden, 2005; ILEA, 1986). Galton and Willcocks
llﬂfgs?,) found that with only about 12% of pupils were the dips in attain-
J.Iggnt sustained and relatively seri{)gs (i.e., >2 standard deviations).

§ A recent search of the literature? ‘l'0um|\24 UK St‘lltlit‘s in which pupils’ pre-
and pnst-l:ransition concerns were ldcmihe::l covering rl_'u: ft.m‘r decadcs since
11968. Most of these concerns could be classified under six distinct headings:

adjus

; Personal adaptability: Mainly concerns about being the youngest and
smallest and about fitting in with older pupils;

i Work: Coping with different subjects and doing homework on time;

i, Size: Getting lost, not using the authorized routes, etc.;

iv. Teachers: Adjusting to several teachers (particularly how strict they
were);

v. Friendships: Making new friends and keeping old ones; and

vi. Moving: Getting to school on time, learning the rules, bringing the
right books and equipment, buying school dinners, getting a locker.

In Figures 7.1 the relative frequencies of these various concerns are por-
trayed prior to transition. The most frequent concerns are related to making
new friends and retaining old ones from the primary school. This emphasis
is reflected in the earlier comments on induction days. The second most
commonly expressed concern relates to the size of the secondary school and
of getting lost. Concerns about harder work and coping with homework,
the next highest category, are balanced by looking forward to having better

personal
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Figure 7.1 Pre-transfer concerns.
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facilities such as laboratories for science, a proper drama studio and a ded;.
cated gymnasium for PE,

In Figure 7.2 the post-transition perceptions are displ
ing to the move are now the most frequently mentioned
tion but these references are mostly positive. Pupils h

ayed. Issues relaq.
aspect of the trapg;.
ave learned to find the
way around the various buildings, are coping with the school dinner queue,
the vagaries of the timetable and getting themselves to school on time., On
the negative side, peer relationships and issues to do with work still geg
most mentions but this is now closely followed by concerns about variouyg
teachers, particularly the way that they apply school rules, including the
tendency of some teachers to punish the whole class for an individual’s mis-
demeanor. The following are taken from the 2005-2006 study.

Good teachers explain things and don’t accuse you of not listening,
can have g laugh, listen to Your reasons when you're late and don’t
pick on the whole class when Just one or two are fooling about.

It’s weird sometimes because if another teacher comes into the class
they act a lot different to when the other teacher isn’t there. They're
really jolly and nice but when the other teacher goes out they’re back
to shut up and shouting like normal.

Supply (or cover) teachers appear to present particular difficulties:

Sometimes they can't control the class so they get another teacher.
Uthink they kind of exaggerate the story so the teacher thinks we’ve
been worse than we have. That way they don’t look so hopeless but we
get told off more for it.

Basically, the substitute doesn’t teach. Most of the work set is twritten,
out of books. Like they tell us to do a page and write out the ques-
tions and answer them. That’s when people start misbehaving because
they’re bored.

Not having sufficient friends rem

ains a particular cause of concern, not
least because there is secu rity

in numbers and a person with friends is less

likely to be bullied. Break times, particularly lunch were a constant WOrry
for the 20052006 sample.

The older vears act as if you're really tiny. They push your sandwich
i your mouth. In the lunch queue I stood by my cousin who’s Year 9
and these two girls were mouthing off at me.

When you’re in the dinner line they push you out of the way. It’s like
we're ghosts, they ignore us and act as if we’re not there.
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On work related issues the emphasis tends to have shifted since before
rransition. There are now fewer concerns about coping and more expres-
sions of disappointment about the repetitive nature of activities which
were already covered at primary school and on the emphasis on writing in
subjects such as science and mathematics. Foreign Language lessons also
involve lots of copying and are disliked mainly for that reason.

It’s [maths] the same here [as at primary school] but more complex. . ..
We just do bigger numbers.

We write more in maths than we do in English. She writes on the
board and then says, “Here you go. Open your books and do ques-
tions 1, 2 and 37 so we just write.

We hardly do any practical. If we do it, doesn’t last long and we have
to write it up from the board.

We couldn’t understand our teacher’s French. Then we had a supply and
we couldn’t understand her English. So we just copy from the book.

For these reasons it is the subjects where there is less writing and more
active participation which receive greater acclaim. Art gets most positive
mentions with Physical Education next followed by Humanities.

[ used to hate art in primary but here it’s unbelievable. You’ve got so
much information, lots of equipment and so much you can do.

I like the athletics, sprinting, hurdles and things. I now go to a real
gym on Friday nights and go on treadmills and stuff.

History is fun. We make things like a modern roundhouse out of straw
and Dve tried it at home.

persanal
wotk (s

shes A Hegative

teacliers [z : Positive

friends

moving

number of mentions

Figure 7.2 Post-transfer concerns.
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In the final interviews, which took pl
are already looking forw.
school in the hope that sc
bullying will no longe

ace one year after transition,
ard to moving to the second year of secondap
me of these concerns about teachers, work ang
r apply or if they do to a lesser degree.

Pupjjg3

| In Year 8 the teachers il trust
| supply teachers.

you more and we’ll hopefully get ferypn

We will mix up classes so T cq

nmake a fresh start with new teachers
and avoid some of the teacher

s I didn’t get on with this past year,

i

. whe!

We will 8et to use computers more, of €
) s ) Sfafi

We will not be the youngest so won't be picked upon so often. ing |

furt
And, finally reflecting on their Year 7 experience pupils offered the fol]

Ow- first
ing advice to their Year 6 peers who would be joining the school after the

atec

summer holiday: cap

1 of a
Don’t cry in front of people or they'll take the niick. | L

CurJ

Keep yourself to yourself, par

witl

Down’t go around telling kids you don’t like to shut up. prir

nun

' Don’t say personal stuff out in class or vou'll get laughed at. Don’t rest
give cheek to older pupils or they’ll have g go at you. ject

ava|

However, there were also some positive words of encouragement: use!
acti,

Don’t worry. All big people won’t bully you. Come here and settle ing;*
in—it’s just like your old school but bigger so don’t be scared. top:

of

Respect the teacher, respect your friends and you’ll be proud of your- thes

self. Respect, like react to people how you want them to react to you. cho

ing "

I

BRIDGING UNITS AS AN AID TO CURRICULUM CONTINUITY not
fror

A continuing problem with regard to transition has been the failure of pro
many secondary schools to take account of what has been taught in pri- con
mary school. The so-called “fresh start’ approach is epitomized in Galton schy
and Willcocks (1983, P- 114) where the art master told the new pupils mo|
that “instead of a bit of splash and fun we are really going to think about pres
drawing . . . about the basic elements of design; color, shape and form.” ext|
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[n Galton, Gray and Rudduck (1999) many of the science teachers inter-
yiewed had never examined a }jrimary Isclmol s-l;iencc syllabus and were
therefore unaware that some of the topics they intended to teach Year 7
had been covered during the primary years. As clis_cussed earlier in the
chapter, pupils enter tht secondary school looking forward to more dif-
ficult work rempcn_‘cd with concerns about their ahi]iry_m cope. When they
find that much of the Year 7 work replicates that of Year 6 they easily
hecome disillusioned and their attitudes toward these subjects dip (Galton
et al., 2003). _

One particular strategy for overcoming this problem has been to develop
what have become known as “Bridging Units.” These consisted of a series
of exercises, mainly in English, mathematics, and science, which pupils
start in the last few weeks of their primary school. The books contain-
ing the pupils” work then move with them to the secondary school where
further exercises, building on the earlier work, are continued during the
first month in Year 7. Besides ensuring a degree of continuity the associ-
ated aim of these bridging units is to enable teachers to gain insights to the
capabilities of their new pupils and to use this knowledge in their planning
of activities once the units are completed.

However, the first of these units, developed by the Qualification and
Curriculum Authority (QCA, 2002) in English and mathematics met with
partial success. Galton et al. (2003) found that these units were received
with mixed feelings by both primary and secondary teachers. Teachers at
primary level said that the need to devote each morning to literacy and
numeracy activities in the period up to the national tests meant that the
rest of the curriculum was squeezed so that children missed out on sub-
jects like art, drama, and physical education. There was also little time
available for extended investigation. Primary teachers therefore tended to
use the time after the National Tests to do more imaginative and creative
activities. Consequently, there was a certain degree of resentment at hav-
ing to devote more time to the core subjects, particularly since some of the
topics chosen by the QCA had been “done to death” during Year 6 as part
of the National Curriculum. Where primary teachers did do the units,
therefore, they tended not to follow their logical order but to pick and
choose from various sections which they thought would be more interest-
ing to the pupils. This made a mockery of the idea of continuity.

For the secondary teachers there were also problems. To begin with,
not all transition schools had distinct catchment areas; some took pupils
from up to 15 primary feeder schools. While in this situation, the main
proportion of pupils might come from three or four schools others might
contribute as few as half a dozen pupils. Liaison with these latter primary
schools would be poor so that pupils might arrive for the first term after the
move to secondary school having not done any of the bridging units. This
presented problems to the teachers who then had to have some pupils doing
extra work that others had already done in the main feeder schools.
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Moreover there appeared to be uncertainties
purpose of the units. Many teachers s
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certain consequences followed. First, secondary teachers spent less ¢
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finite piece of work and therefore did not associate what was undertakey

with what was to follow subsequently. As one pupil interviewed by

G'J]l‘on
et al. (2003) responded in relation to a locally-produced Science bridgjng
unit on the life cycle of the moth:

Once wed finished it the te
Bunsen burner,

acher put on his white coar and we did the
Nevertheless, there have be
Ing units, particularly when
and take account of loc
eral advantages comp

en more favorable reports of the use of bridg-
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al factors (Suffolk, 2001). This approach has sey-
ared to the weaknesses of the QCA units. First, such
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can study recogniz hich they are familjar and which
[nvestigating the canals in 4 Midland
town, the characteristics of a coastal region in a school on the Norfolk/
Suffolk border, solving a murder mystery entitled ‘Who killed the Chef?’
based on a famous city hotel which had been the subject of a TV program
are all such examples, | n the primary school used
microscopes to identify materials found at the murder scene in order to
deduce from the evidence the most likely guilty person. On coming to
the secondary school they were introduced ro further ideas about chro-
matography and on then re-testing various samples were able to arrive at
a new suspect. This is the kind of unijt recommended by both Davis and
McMahon (2004) and Braund and Driver (2005). According to these lat-
ter authors ‘too many introductory topics in Year 7 still begin with train-
ing in basic laboratory skills* and faj] to recognize the previous levels of

competence and experience gained at primary school as one Year 7 pupil
explained:

able topics with w
hopefully are of interest to them.
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SHARING PEDAGOGY ACROSS TRAN SITION

More recently, schools have also attempted to become more aware of
each other’s teaching approaches, In the 19705 there
attempts by seconda ry teachers to visjt prin
sons. By the new millennium these visits had become something of 4 regu-
lar occurrence and, moreover, some of these exchanges were two-way so
that primary teachers were also and see what was ta king place
in Year 7 classes, These reciprocal visits have been wel| received by teachers
who during interview often spoke of the interesting things that were going

on in the primary schoo) compared to the rather restricted approaches used
at Year 7 and Year §.
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interactions »p |-
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Figure 7.3 Percentage of interactions; pre- and post- transfer, The 'fll
wher_1-
P o . ; s place|
no interactions because teachers are housekeeping (giving out books) of) reach|
monitoring what is happening. As Figure 7.3 shows, the patterns are almggy whildd
identical in both the Year ¢ and the Year 7 classes. Classroom talk s domje. place
nated by teachers making statements, Task
Figure 7.4 shows a breakdown of class questions. In the Oracle obseryas the p
tion schedule these can be either to do with seeking facts, obtaining a single ers 1t
answer (closed), or more cha“enging in that they allow for possible altep. activ
| native answers (open). These latter so-called challenging questions were 3 of w
] central feature in New Labour’s (ruling party in the UK at that time) push show
for ‘interactive whole class teaching.” At both primary and seconda ry level (Ale:
the proportions of the different type of questions are approximately the A
same with open questions constituting the smallest percentage overall at teacl
around 5% of the total number, the ¢
In Figure 7.5, where the proportions of statements used are analyzed, the |
there are some minor variations (in the order of 5%) between Year 6 and (Kut
Year 7. Secondary teachers make more factual statements and give more the
directions overall while primary teachers appear to be concerned more reve
often with routine. This is fairly easily explained in terms of the classroom Cor
situation where a primary teacher will have what has been called ‘periods (20
of evaporated time’ when the class or a group of children in a class switch haV‘::
from one curriculum area to another. These switches often require pupils and.'i
to change places or move in and out of groups and teachers to collect in des!
old and hand out new books or to return homework. In relation to making fore
statements of ideas, again associated with problem-solving, exploration, sim
and higher order thinking, Year 6 and Year 7 classes show both the lowest ges)
|
|
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Figure 7.4 Percentage of questions before and after transfer, Fig
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ercentage and also equal amounts of activity. Overall, therefore, despite
the claims of teachers who visit each other’s classroom that rhc'lre are major
differences in the ways that pupils are taught, the patterns of interaction
suggest that the classroom pedagogy in both Year 6 and Year 7 classes is
remarkably similar and that the main differences concern seating arrange-
ments (in groups at primary; rows or pairs in seconda ry).

How then to account for the fact that the perceptions of teachers differ
from this research evidence? Two factors provide possible explanations,
The first of these concerns the timing of these exchange visits. Typically,
when teachers were questioned about timing they said that the visits took
place in June and July. This was because it was convenient for the secondary
teachers since they had more free time, having ‘got rid of Year 11 classes.’
while the primary teachers were concerned that the visirs should not rake
place until after they ‘had finished with the SATS (Standard Assessment
Tasks).” But, as has been seen in the account of the use of bridging units,
the period after the National Curriculum tests is just the time when teach-
ers in primary schools are likely to €ngage in more creative problem-solving
activities. Thus what the secondary teachers see on these visits is not typical
of what takes place du ring the rest of the year when as other studies have
shown, there is 2 considerable amount of coaching and direct instruction
(Alexander, 2000; Smith, Hardman. Wall, & Mroz. 2004).

A second factor which may explain the discrepancy is that the visits of
teachers tend to be largely unstructured. It may be, for exa mple, that when
the teachers see pupils in the primary school sitting in groups, they make
the assumption that they are cooperating whereas the research evidence
(Kutnick, Bfatchfnrd, & Baines, 2002) suggests that often thijs may not be
the case. Indeed more recent studies have suggested that there has been 2
reversal in trends in primary schools toward even more direct teaching,
C('m]mcnting on a series of studies stretching from 1974 to 2005, Galton
(2007) has shown that the patterns of interaction (questions and statements)
have been remarkably stable or had regressed. In another study by Webbh
and Vulliamy (2006), 18 out of the 45 primary classrooms visited now had
desks or tables arranged in rows. The shift o whole-class pedagogy there-
fore seems to have promoted a dominance of teaching as transmission, A
similar conclusion was reached by Smith er al. (2004) whose analysis sug-
gests that questioning was now conducted at a rapid pace using predictable

| r |
: D —— Dfear 7
% of all '
atements

v ection routine

Figure 7.5 Percentage of Statements before and after transfer.
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sequences of teacher-led recitation and th
primary classroom was interrogative and
Thus the wheel appears to have come full circle in that the changes Mag
dated by governments have promoted a high degree of continuity jp the
pedagogy used by teachers in the final year of primary and first ye
secondary school, However, whereas the starting point of those conc
in the 1970s was to make secondary teaching more like primary teachjy
(albeit as we have seen primary teaching was not as exciting as was oftey
claimed) legislators have now succeeded in making prima ry teaching Much
more like typical secondary teaching with the consequences that the dips in
attainment, attirude and motivation continue because pupils expect things

to be more interesting and varied, when they move to the secondary schog|
and quickly find out, that very little has changed.

at much of the teaching iy the
directive in nature.

ar of
ﬂrn@d

RECENT TRANSITION INITIATIVES

Table 7.1 summarizes the main changes observed during the last 30 years
using what has become known as the five bridges of transition. It can be seen
that in the administrative sphere there is greater use of computers for data
transition and packages such as SIMS are now more widely avail

able. In the
social awareness area there

is increasing use of e-mail and the Interner to
link primary and secondary pupils so that before transition it is possible for
those in primary school to quiz their peers in the secondary school concern-
ing their anxieties. Some schools organize pupil exchanges so that when the
Year 7 coordinators g0 to a primary school they take Year 7 pupils with
them'to answer the Year 6 pupils’ questions. Some schools have adopted a
buddying system whereby on arrival at the secondary school the new Year
7 pupil is allocated a particular individual who w
during the year. More often these buddies
since one of the main compl

ill help and support him
are taken from Year 9 whereas,
aints of Year 7 pupils is that they resent revert-
ing after transition to the most junior status, the use of the current Year 7
in relation to the Year 6 intake would at least give them
of responsibility for which they appe
developed then the buddying system could go right through the school so
that new Year 7 pupils retained their buddy in Year 8 and Year 9.

As discussed earlier in the chapter, the biggest change has been in the use
of bridging units as a means of improving curriculum continuity although
there is little evidence that the official recognized units that replaced those
of the QCA’s as part of the Key Stage 3 strategy have been taken up by a
large number of schools. Instead, as described earlier, the preference seems
to be for schools to develop their own units.

The evidence would suggest th
are still concentrated on oy

a certain degree
ar to yearn. If this arrangement was

at much of the transition school’s efforts
ercoming the short-term concerns of pupils. Pre-
and post-induction sessions, the use of ‘bridging units’ where work started

LS et &' ¥
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Table 7.1 The S Transition Bridges (

Transition bridges

1. Administrative
(designed to
smooth the pro-
cess of transition)

2. Social/User
Friendly
(measures to ease
pupil’s anxieties)

=
3. Curriculum
{sceking to main-
tain continuity
and progression)

4. Teaching &
Learning

5. Managing
Learning
(helping pupils
decome ‘profes-
sional learners’)

in the primary school carries on durir
tion, are all designed to provide
period rather than promote
circumstances which are in
need for schools to think lor
by work in other discipline
chology Nicholson (1987)

Practice in 1977

Occasional meet-
ings of beadteach-
ers. Transition of
pupil records, pre-

transition tests.

Brief visit to
transition school
followed by parent
evening.

No activity

No activity

No activity

of four phases. Phase 1, described

Program most second
the Year 7 tutor to th

improved continuity
a series of graduate
accord with stage-e
18er term in relation to tr
s. For example, in the
has propose
ary schools now offer with i
€ primary feeder schools
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1997—opresent)

Practice in 1997

Headteachers
meet regularly,
Fewer records
exchanged. Visits
to Y6 classes by
Y7 coordinator
& Senco.

Summer induc-
tion days. Severgal
parents’ evenings.
Use of transition
school facilities
(ICT, PE, drama).

Bridging Unirs
(OCA) Stummer
Sehool (Gifted in
art/drama; less
able in maths and
literacy),

Little activity

Little activiry

Practice now

As i1 1997 by
with computer-
ized data transi-
tion, Some subject
specialists now
also visit primary
feeders.
—_—
Asin 1997
but more pupil
exchanges, buddy
schemes, e-majl
exchange. More
reliance on pupil
voice.

More use of locally
constructed bridg-
ing units, fewer
summer schools,
Using Y7 as a moti-
vating year (more
active curriculum,
etc,).

More 2-1way
teacher exchanges
involving peer
observation sore-
times structured,

Some post-induc-
tion programs but
mostly excludirg
core subjects,

18 the first three weeks after transi-
during the settling-in
d changes to the pupils’
nvironment ft theory. The
ansition is supported
field of occupational psy-
d that work-role transitions consist
as preparation, parallels the kinds of
nduction days, visits of
» and parents’ evenings. This
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might be extended, as some schools
of induction days to include
extending the buddy syste
tion with their Year 6 pee
communication.
Nicholson’s Phase 2

are doing, by increasing the
more experience of typical te
m whereby Year 7 pupils exch
Is on a regular basis using ¢

Numpg,
aching ang i
ange inf()rma_
lectronic formg of

consists of initial encounters and would COrrespon
to a post-induction program which would extend beyond the existing use of
activities, such as bridging units, aimed at improved continuity, and includg
various activities that build on the idea of ‘learning to be g professiong)
pupil’ (Lahelma & Gordon, 1997), Only a few schools in England appear
to have developed such programs which include the development of study
and thinking skills designed to support independent working, together with,
the introduction of more cooperative forms of learning and familia rizatiop
and sensitivity exercises which r schog-
ing. Galton et al. ( en where these programs

build on the experiences of earlie
2003) however found that ey
existed they tended to be u ndertaken in PSHE time and as a result the skil|
learned were not applied in subjects such as mathematics and scie
attitudes and motivation are poorest,
Nicholson’s final two phases consist of adjustment a nd stabilisation,
respectively. At the adjustment phase normal working conditions pertain
but there is frequent and immediate feedb
and failure. While teachers will provide feedback it tends to be corrective
by pointing out errors, demonstrating the correct procedures, etc. rather
than informing whereby pupils’ reasoning is explored and strategies
for identifying and correcting mistakes identified (Hattie & Timperley,
2007). Neither is the overall picture of the pupil’s progress coordinated
other than at parents’ evenings and in end-of-term reports. For Nich-
olson, stabilisation involves future goal setting and appraisal of what
is termed ‘role evolution.’ This should concentrate on addressing those
aspects of the pupil’s adjustment (whether social, personal, or academic)
where improvement s required and setting future goals for the following
year. Thus attention to the issues su rrounding adjustment at transition
needs to extend beyond the present relatively short periods of concern.
This would be in accord with the findings of West, Sweeting, and Y
(2008) who collected pupils’ retrospective views of the transition expe-
rience and found that higher levels of concern
tively correlated with various measures of wellbeing such as depression
and self esteem at two later age points (13 and 15). This is likely to have
come about because pupils at transition about making
friends, getting on with teachers and so on are likely to experience similar
difficulties in the following years.
In deriving and sustaining such tr

nce where

ack provided on both success

oung

at transition were posi-

who have concerns

ansition initiatives it seems clear that
schools need to pay more attention to the voices of their pupils. They are
the ones who have first-hand knowledge of what it is like to make the

transition from primary to secondary school, as many of their comments
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St position to offer relevant and useful
some of the tensions associated with the

demonstrate. They are thus in the be
suggestions in helping to reduce
,m‘wt‘ to the new school.

NOTES

1. In the UK transition is often also referred to as transfer.

2. In England the last year in the primary school is Year 6 so the first year at
secondary school is Year 7. Most transitions take place ar this stage when
pupils are aged between 10-11 years.

3. Iam grateful for the help of my colleague, Ms. Jenny Symonds, who has car-
ried out an extensive review of transition studies on which the rwo figures are

based.
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