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Ahstract

Eager to learn when they begin thelr school career, many =tudents
gracdually lose interest, become bored and *turn off* school. Focusing
upon the schooling process from the students’ perspective, the study is
an exploration of what students perceive to be relevant. By conducting
semi-structured interviews with palrs of students, the researcher probed
for an explanation of thelir perceptions. The mental model of Holland,
Holyoak, Nisbett and Thagard (1986) provided the means to operatlonallze
the study. For grade seven and elight students, school reievance appears
to have two dimensions. Practical relevance concerns tests and marks,
preparation for high school, college or university, a career and one’s
future llife. Perscnal relevance relates to the Intrinsic vaiue of
learning, the sense of satisfaction or feelings of fun, enjcyment or
interest. Based upon 2 Vygotskian thecretlcal framework which stresses
that learning is primarily a social phenomenon, the research revealed
the Importance of fellow classmates, friends and teachers, as well as an
appropriately challenging learning enviconment incorporating interactive
involvement and discovery. Since most ideas were student-generated,
typlcal grade seven and eight terminology emerged. Issues pertlnent to
students and expressed in their own terminology could be used, rather
than foreign, aduit-generated language, ln creating future instruments,
such as surveys or questionnaires. In-depth Interviews and their
subsequent analysis were a rich source of Iinformation regarding

students’ perceptions of the relevance of thelir schooling.
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CHAPTER 1

INTRODUCTION

Young children are characteristically curious, keen to learn
and energetic In the pursulit of discovering their esnvironment.
They never sSeem to tire of asking questlions, observing their
surroundings, figuring out how things operate or where things come
from. This thirst for understanding is most evident in preschool
children. Usually, children look forward to taking the big step of
starting scheooi. Gradually, however, as students proceed through
the grades, there is a trend for many to lose lInterest In
learning, and to become bored, apathetic or *turned-otf*. Many
"drop-out* when they become old enough; many aothers endure the
boredem In order to graduate, or become sSerious discipliine
problems. What causes such a dramatic shift 1In chlidren’s
attitudes? Why can a chlild’s inherent desire to learn not De

maintained throughout his schoollng years?

One can speculate that such a phenomenon occurs because
students do not perceive the schoollng process to be relevant.
*Perceived relevance®, then, will be deflined in the present study
as what the student feels is important or pertinent in his
schoollng experience. If the student can relate to or connect with
the matter at hand, i.e. the lesson, person(s), experlience or

event, it will have some bearing or be relevant to him/her.
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The topic of relevance is of particular interest to ecucators
and researchers. Teachers are puzzled or frustrated by students’
apparent lack of interest or effort in their schooling. Often,
this apathy |s put down to laziness or being spoiled by
over-inagulgent parents. Or it can be conveniently accounted for by
“the gereration gap®; klds lack the ambitlon or industry of their
elders. Television is another common excuse for the problem. A
teacher’s initlal reaction might be that it is a matter of
motivating the students. Yet, this simply does not work for many
students or teachers. Some Individuals are so *turned-off" that
all methods of motivation fail. It has to be scuething more than

strictly motivation from an external force.

School, it is proposed in the present study, may not be
adequately relevant to the needs and interests of many students.
Many students do not perceive their schooling experience to be
reievant. After all, even an adult has trouble being interested or

even attending to something that bears no relevance.

Is it important for educators to be aware of what students
perceive to be relevant in their schooling? If teachers cannot
"relate® to students, provice meaningful, Interesting and
“relevant* instruction, It is little wonder that sStudents become
bored, *“turned-off"' and, either physically or mentally, remove
themselves from a meaningless experience. As students grow older,
they become more perceptive and critical, a fact most apparent
wvhen children become teenagers. Furthermore, they are less willing

to accept what is set down by adults. On the othsr hand, they
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become more adept at hlding their feelings and interpalizing their
frustrations. That {3 neither to say that students are less
Interested in learnlng nor that the schoecling process (s not
pertinent; it !s simply that the learning process is not perceived
as pertinent by many students, elther Immediately or for thelr
future. If educators were more aware of students’ perceptions of
their schooling, perhaps a more consclentious effort could be made
to make it a more relevant experisnce. It would appear that the
student’s perspective, the most important 1lnk in the educational
system, may be little considered when [t comes to the

eatabl ishment of school practices.

What do students regard as important In their schoolling? The
objective of the research is to discover what a group of grade

geven and eight students have to say about thls subject.

Review of the Literature

From a review of the llterature It appeared that there have
been few studies conducted on the subject of school relevance.
None were found which directly assessed the students’ perceptions
of school ‘“relevance*. Manual and computer searches revealed
research that focussed upon some [ssues that impinge upon
relevance, such as personal growth, achievement, innovation, and
practlcality. However, they only touched the subject obliquely and
haphazardly. Various words were used ln the key search, such as

“gtudent perception®, "student attitudes®, “teacher-student



relationship®, “motivatien®, *“stucent I[nterests®, angd "student
evaluation of teacher performance®. Even accounting for different
terminology, there appears to be little research on the specific
subject of the relevance of school. In the literature, the term
*relevance” |s usually applied to training schools and technical
courses as they clirectly prepare college students for the
workplace. Only one study was found which wused the term
‘relevance" per se or approached the topic from the researcher’s

point of view.

Realizing that the toplc of school relevance covers a broad
spectrum of issues, the researcher surveyed a wide range of
|lterature on subjects that were related to this topic. The
following description consists of a brief sampling of studies
which illustrate a varlety of methods that have been utilized to

assess school environments from the student’s perspective.

A student is constantly interacting with his environment. As
early as 1929, techniques were being developed to observe and
record school children’s behaviour (Thomas, 1929>. A ploneer in
the study of person/environment interaction was Kurt Lewin, who
proposed that behaviour Is considered to be a function of the
person and the environment (Lewin, 1935). Relatlonships among
components of a perceptual field rather than the fixed
characteristics of the separate components determined perception.
Although his work did not focus on school settings, Lewin’s field
theery lent credence to a more humanistic frame of reference and

embraced a network of interacting variables: this led to research
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on human behaviour |In more natural settlngs, quite a dlstinct

swing away from “objective® psychology, such as behavicriam.

Over the past three decades, there have evolved several

methods of studying schogl environments:

1. naturalistic and case study techniques

2. direct observatlion technliques

3. quantitative techniques, i.e. scales, surveys, inventories,
questionnaires, polls

4. participant observation technlques

Naturalistic technjgques, where the reseacrcher is normally a
part of the particular environment, follow a more qualitative
approach. They are clearly illustrated in well-known books such as
To_Sir With Love (Bralthwaite, 1950 and Up _the Down Stalccage
(Kaufman, 1964), both books written from the teacher’s
perspective. Case Studies are a more direct approach to studying
classroom environments (Stake and Easley, 1978, in Fraser, 1986).
They are usually conducted over a perlod of time by an outside
researcher who studies a particular situation or person. Philip
Cusick (1973) who spent six months as a participant obaecver in an
Amecrlcan high school attempted to view school 1ife through the
eyes of the students. Becoming a member of a group of senior
students, he experlenced school life as closely as possible to

that of an actual student.

The method of direct observation involves an external

observer who attempts tc systematically code and record events in
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the classroom setting (Rosenshine and Furst, 1973; Dunkin and
Biddie, 1974, in Fraser). Observational data is based upon a
llmited number of exposures and is subject to the interpretations

of the observer.

Quantitative technlques which utillze [pstiruments such as
scales and inventorjes are another approach to assessing classroom

enviromments. Such methods have been used to evaluate students’
perceptions of their schocling. Considering that students spend
thousands of hours in a classroom, it is expected that they would
hold some fairly signlflcant perceptions about thelr experiences.
R.H. Moos developed the Classroom Epvironment Scale ¢CES) which
assessed three dimensions: personal growth, system maintenance and
change, and relationships. Students were asked to rate both the
actual and what they would consider to be the *ideal® situation.
There were large discrepancies between the two; students expressed
a2 wish for more involvement, affillatlon, teacher support, order,
organizatlon and innovation. Prior to selecting the dimensions for
the CES, Moos interviewed students and teachers; however, he did
not elaborate upon the process. Moos draws many interesting
conclusions from his findings regarding classroom environments and

learning (Moos, 1979).

Viewing the interplay of soclal sklils with motivation to
achieve, Herbert Walberg developed Ihe Barclav Classroom Climate
Inventory which included self-report ltems, peer nominations and
teacher judgments. Walberg argued that most researchers using

evaluation instruments are more preoccupied with the instrument
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development than 1linking cognitive and affective outcomes to
characteristics of the learning environment. Various
questionnaires weres used for both elementary and hligh school
level. For example, the PElementarvy School Environment Survey
measured studen:s’ perceptions of the educational environment and
involved: practicallty, community, awareness, propriety and

scholarship. (Walberg, 1974)

Fraser (1986) investigated both students’ and teachers’
perceptions of psychosocial aspects of the classrcom environment.
Like Moos, Fraser assessed teachers’ and students’ perceptions of
both the actual and ‘“preferred" classroom environment. Fraser
presents a detailed comparison of five scales, adapted |n part
from the work of Waiberg (1982) and Moos (1974), which were
administered to thousands of students in Australla, ranging from
primary schoo! to college and university. He also reviewed dozens
of other ctlassroom and school environment instruments and made
tentative comments regarding the relationship between the nature
of classroom environments and students’ achievement of cognitive
and attitudinal goals. Rathesr than directing his work at
researchers, Fraser encouraged teachers to wuse classroom
environment assessments and urged that such measures be used in
school effectiveness studies. Traditionally, educators have been
primarliy concerned with student achievement, largely ignoring the
impact of the environment of classrooms and schoois (Fraser, 1986,

p.189



Another example of the use of scales may be seen In Jackson
(1968). Hls use of the Student Opinjon Poll provides the basis
for his views on student attituges. RBowever, the discussion
invariably reverts to the teachers’ perspective. The use of such
Instruments |s heipful In the evaluation process but the depth and
breadth orf perceptlons are constralned by the dimensions of the
scaie. Responses are more quickly given Impressions than

thoughtful feedback.

Combining the survey technique with an ethnographle
investigatlion, Isherwood, Ahola, Hammah and Sullivan (1979
conducted a comparative study of two Quebec high schoois, one
large and one small. They used an adaptation of the Quality of
School Life ¢QSL), (Epsteln and McPartland, 1979). This scaie was
formulated from responses of high school students, regarding such
items as: attitudes toward teachers, commltment to school work and
satisfaction with school. Although It was felt that the
combination of the techniques used was complementary, the survey
did not tap the "hldden curriculum of the school or the expressjve
level of school socialization® (Isherwood, Ahola, Hammah and
Sullivan, p. 62).

Much research has focussed upon teacher behaviour and its
effect upon educational outcomes. For example, teacher-pupil
Interaction has been studled at length. Taking almost twenty years
to develop his sophisticated coding system, Ned A. Flanders
evaluated the balance between inltlative and response of teachers

and students. That ls, who initlates dlalogue most frequently in




9
the classroom? The Flanders Interation Anajvajs Categorles (FIAC),
(Flanders,1970), provided seven categories of the teacher’s talk
(Filander’s terminology) and only two for pupils; thus the focus
was more upon how the teacher influences Interaction. Flander’s
well-known approach attempts to take Into account both the
cognitive and affective component of teacher rapport with

students.

The thesis, *"An Educationally Relevant Concept of Relevance®
(James, 1980), is a comparative study of the strengths and
weaknesses of the traditional subject-centred approach to learning
which is found in most intermediate and high schools In Canada and
the child-centred approach, with its roots in John Dewey’s concept
of Progressive Education. Accepting the definition of the purpcse
of education as transmitting culture, socializing the young, and
developing each student’s ability to maximum capacity (Saylor,
1973, in James), James proceeds to examine how effectively the two
methods address the needs and Interests of the students.
Education, she maintalns, wiil be relevant 1f [t addresses these
needs. However, she points out that relevance is not an absolute
property. The concept of relevance infers a relation to something.
This Is constantly changing and depends upon many factors.
*Curricula are organized with stifling departmentalization®
(Gnagey, 1972, p. 315, In James). Gnagey maintalns that ecucation,
from birth, must be interesting and relevant enough to prevent
dropouts. Also, the ldea that education is life-long, not
terminal, must be instilied In the chiid. Nevertheless, he

maintains that formal schooling must assure the mastery of the
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fundamentals (the three R‘s). James concludes that the best method
of agsuring relevance in the schooling process is to integrate the
two approaches, subject-centred and child-centred, and describes
those aspects of each which contribute to a more relevant
experience. Unfortunately, It is felt that James concluded the
thesis prematurely; the Iintegration of the two approaches is
rather superficial anda brief. Emphasis is more upon a full
description of the subject-centred and child-centred approaches
rather than an in-depth proposai for creating a more relevant
educational experience. Nonetheless, the thesis provides an
interesting approach to the study of relevance. 0Of partlcular
value are the various conceptions of relevance by several authors.
Also, it was somewhat reassuring to find at least one study on the

subject of relevance!

An example of another interesting technique of assessing
students’ views on classroom environments is seen in How to Live
Throuah Junior High School (Johnson, 1975), an informal, practical
discussion based upon responses to a questlionnaire by grade five
to nine puplils, their parents and teachers. Many of the questions
called for yes/no/maybe answers, although a number were open to
tree responses. The author, an experienced teacher and counsellor,
balanced their repllies with his own experiences to write a
guldebook for students, teachers and parents on the many guestions
about life as an adolescent student. While not very scientific,
the book is extremely reallstic and enlightening. Many comments
are quoted directly and provide an authentic view from three

different perspectives.
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In *How was school todav. dear?® *Fine. what’s for dinner?”,
Friedman (1977) writes a gulde for parents in dealing with thelr
chlldren in the school system. Like Johnson, the approach is
informal, humorous and based upon perscnal experliences with
students. Nonetheless, such books give interesting Insights from

different perspectives.

The issue of relevance is currently under the scrutiny of

educational administrators in Ontario. The Qntarleo Stuydy of the
Relevance of Education and the Issue of Dropouts (Ministry of
Education, February 15, 1988), better known as “The Radwanski
Report®, contains recommendations aimed at lowering the drop-out
rate. The elimination of streaming and restricted course choices,
for example, would substantially alter the classroom environment

and subsequentiy the students’ perceptions of their schooling.

The Ontario Ministry of Education is concerned that schools
are catering to the minority who are heading to university. They
propose that providing more relevant programs willl hopefully

encourage students to stay In school longer.

The Carleton Board of Education recently completed a survey
of more than 60,000 students, parents, ratepayers and teachers.
The Attitugdinal Survey (1986), revealed a positlve general
impression of schools in Carleton County, Ontario. Two of the
areas requiring improvement, however, were how to stimulate and
challenge the students more and how to prepare students better for

the worid of work and post-secondary education.
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The above review of the iiterature exemplifies the different
methods which have been used to asgssess students’ attitudes and
perceptions of their school envircnment. It ls by no means an
exhaustive description, more a brief sampling of the most noted
methods that have been tried over the past two decades.
Participant cobservation techniques, ethnographic field studies,
naturalistic techniques or milieu inhabitant reports, and the use
of scales, inventories and questionnaires have been widely used.
Each method renders a different type of information or offere a
different perspective; combinations of methods provide even more

variety.

While it is evident that there are strengths and weaknesses
to each method, a researcher must decide which method wil! be most
effective in revealing what hes/she Is looking for. Ethnographic
studies are open-ended, with minimal a priori constraints. They
provide In-depth descriptions of a unique sltuation, which are not
usually generalizable, and are subject to the interpretations of

the researcher.

Direct observation methods are limited to the focus taken by
the observer. Also, the amount of time devoted to the observations
and the recording, interpretation and reporting of results are
dependant upon the observer’s discretion. This might result in a

high degree of subjectivity.

On the other hand, the use of scales, questionnaires and
other similar evaluatlve tools, while directly addressing specific

Issues which Lhe researcher chooses (o invesligale, conslrains the
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subject to respond only to those elements set down and in the way
prescribed by the researcher. No cdoubt they are efficacious., fast.
standardized, controlled and accurate but they tap only surface
information. Quick reaction responses to a small range ot choices
or inappropriate choices may not accurately reflect the
perspective of the students and certainly d¢o not provide such
in-depth or in-breadth results as those acquired through
participant observation techniques. An added problem is createa by
the use of adult terminology which may be foreign to the students.
Stugents may end up guessing or ignoring the question. A
suggestion to overcome this problem will De discussed jater in the
study. The value of these instruments seems to lie chiefly in
their ease of administration to a large number of subjects, and

analysis with a fair degree of standardization.

Through participant observation techniques, a group of
students is observed in their natural environment over a perioa of
time by a person who attempts to become immersed in the stugents:
world as fully as possible. Frequently, in conjunction with this
method and to enhance the {ingings, students are interviewead or
asked to complete rating scales or questionnaires. In the studies
examined, it was unciear how the interview prolocois were
utilized; there did not appear to be any direct, objective ang
systematic analyses of the students’ responses incorporatec in the
research findings. Although participant observation techniques are
a genuine attempt to view the individual in his environment, 2
factor which is of prime importance when one’s objective is to

study the individual as he interacts with his environment, this
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method is unavoldably subject to the cobserver’s interpretations.
Furthermore, participant observers are still ostensibly outsiders
and cannot help but bring their own perspectlve to the situation.
Consequently, there is a rlsk that the perspective of the students

is not genuinely reflected.

In the studies, much can be gleaned from the various
experiences, metheds and findings of researchers of student
perception evaluation. A great deal! has been written about the
subject of children in school, from various perspectives,
including that of teacher, parent and researcher. Each
perspective, however, while offering a different slant, Is bound
to colour the findings. How can the perspective of the students be
understocd in any depth, then, without being restricted by the
shortcomings of the above methodologies? The objective of the
present study was to devise a methodology which would reveal the
Student’s perceptions of school as closely and directiy as
Possible and reveal patterns amongst a number of students’
responses. The question became cbvious: what is important te the
students in their schooling and how closely does the school! come
in meeting these needs? The best way to find out, it seemed, was
to ask the students. Such a direct, exploratory approach to this
particular subject does not seem to have been taken by past

researchers; a review of the literature revealed no such studies.
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Theoretical! Framework

The classroum is a complex learning environment, the setting
for countless [nteractions between lt{s members. Not only s the
Individual Ilnfluenced by his environment, he also Influences it;
one meshes with the other, both in a state of constant Interaction
and adaptatlon. Each classroom has a unlque character which i3
created by the interplay of all its varlous components. One has
only tc be an cbserver In a classroom, with an average of thirty

puplis, for a short time, to reallze that It Is a dynamlc place.

The study of such a broad toplc requlres a thecoretical
framevork which can encompass a hollstlic approach to the learning
process, one which emphasizes a global view while stlil retainlng

the depth and diversity of the dynamic processes lnvolved.

Taking a broad, conceptual approach tc learning, L.S.
Vygotsky, a Russlan psychologist, examined the Impact of formai
schooling upon a chlld’s cognitive development. Not satisfled with
simply describing the learning eavironment, he sought to give a
comprehensive explanation of this complex phenomenon. Vygotsky
bellieved that such an explanatlon requires a
soclo-historico-cultural approach, one which would Incorporate the

myriad, everyday learning situations.

Learning 1s a social phencmenon, he maintained, whereby
imitation Is a vital actlvity for development. The teacher and
significant others are of primary |mportance. Also, language and

dialogue become vital tools to enabie the child to interact with
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his/her social environment. Externa! symbols gradually become
internalizea which, in turn, mediate future thought. Therefore,
the schoo! environment, particularly the social milieu, is of
prime importance. *“Human learning presupposes a specific soclal
nature and a procegs by which children grow into the intelliectual
life of those around them* (Vygotsky, 1978, p.88). A person’s
complex mental processes are considered to be formed and guided by

interaction with his/her social environment.

What differentiates humans from animals is man“s historical
and cultural roots. Tool and sign systems, includlng language, are
developed by societies over Ltime and, in turn, help to shape the
future behaviour of both the society and the indivigual.
Environments are constantly shifting, historically and cultucally;
these contexts shape the chlld’s development. The tools of his
particuiar culture and the language used by those who relate to
him require him to adapt, restructure, interact, Iintegrate and
internalize. As children travel mocre widely, meet new pecple, have
easy and frequent access to miltl-media, their own environment is
atfected and changed. The classroom is a microcosm of this
environment, with students of divergent backgrounds, interests,
behaviours and altitudes. Each student contributes to the social
environment as well as Is influenced by it. A student must attend
school, by law, until he is sixteen. A minimum of eleven years of

seven hours per day |s a significant segment of a child’s life.

Vygotsky viewed learning and development as dynamic

processes. These two processes do not develop simultaneously. In
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fact, ilearning precedes development. Thls sequence results in what

Vygotsky termed "“the zone of proximal development®. He defines

this as:

the distance between the (child’s) actual deveiopmental
level as determined by independent problem solving and
the level of potentital development as determined through
pcoblem solving under adult guidance or in collaboration

with more capable peers. {Vygotsky, 1978, p.885)

Therefore, he reasoned, learning must aim at the chlld’s potential
level; “"the only “‘good’ learning is that which Ils in advance of
development® (Vygotsky, p.8%9). Learning activates developmental
processes. Meaningful learnlng, or learning which Is relevant to
the child, must pose a reasonable challenge and captivate his
interest. If the work is suitably challenging and interesting, it

is proposed in the present study, then the student will perceive

the work to be relevant.

Vygotsky perceived the individual as an active participant in
his development, one who shapes and !s shaped by his environment.
A keen observer of chlldren In thelr natural settings, he watched
them as they played, as they were taught, and as they learned. His
goal was "to discover the means and methods that subjects use to
organize their own behaviocur® (Vygotsky, 1978, p.74). He viewed
the individual as he reacted to his environment at all stages of

the process.
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Vygotsky’s insightful theories of the learning process,
therefore, provide a valuable framework upon which to base the
study of students’ perceptlons of their schoollng environment.
Vygotsky believed that only through discovering the dynamics of a
person’s higher psychologlcal functions could one come to
understand the learning process. From a Vygotsklan point of view,
analysis should subordinate description to explanation. The
explanation, in his view, is what reveals the actual, causal,
dynamic relationship. His experiments focussed on process analysis
as opposed to object analysis. This requires *"a dynamic display of
the main paints making up the process’s history® (Vygotsky, 1978,
p.61). The present study is an attempt both to identify *what" are
students’ perceptions and to probe for “why" they hold these

vieuws.

Articutation of the Problem

Past research, as reviewed in the preceding pages, has
attempted to describe how students feel about theilr schoel ing.
Through the use of varicus methodclogles, students’ views have
been studied at length. But researchers have not addressed the
Subject of what students perceive to be relevant in the schooling
process or how students arrive at their perceptlions about school.
As Vygotsky might say, past researchers have attempted to describe
the classroom environment but have not given an explanation of the
dynamics underiying the situation. What leads one to percejive

his/her environment in a certain way? Uncovering these perceptions
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and thelr Iinterrelations will leag to a better understanding of

what students perceive to be relevant and whether thelr schoolling

s, indeed, relevant.

Bow can a student evaluate the relevance of his schoolling?
what is his point of reference? To what can he compare the actual
situation? A functional framework which allows the researcher to
gain such an explanation of the students’ thought processes was
found in Holland, Holyoak, Nisbett, and Thagard (1986>. A chlid
can form a "mental model® of a current sltuation and project what
that same situatlon could be, potentlally. A person constructs
representations of some portion of his soclal or physical worig,
the environment, In order to achieve his goals. Such
representations are called mental models. They are dynamic and
transient, *“the major source of inductive change in long-term
knowledge structures® (Hoiland et al., 1986, p.14>. Models are
based upon rules, which are termed *conditlion-action rules®; if a
given situation arises, then a specific action will foliow. Rules
are in a constant state of revision, new ones are generated and
old ones discarded. They compete with and support each other
simultaneously, being evaluated in terms of their utllity for
ove' coming obstacles to the achievement of current or future

goals.

A concept different from but similar to “schema*, the mental
mode]l is flexible and dynamic In that it ls not llmlted by vhat is

already in the memory, !s not required to find the perfect match
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with a presently held category representation and is thus able to

adapt to novel situations.

The mode! describes aspects of the environment and of the
individual“s actions that are relevant to the attainment of
his/her goals; that which Is irrelevant is lgnored. Ill-defined
problems can be lncorporated by this model and they are not
limited by concrete situations. Most Important, mental models
allow for the role of experience. This framework s particularly
useful for research on students’ perceived relevance because it
allows an indivigual to interpret the variabllity of his worid in
a way that can be understood by the researcher. Through an
Inductive process, a student is able to construct mental! models of
both his current school situation and what he perceives the school
should be, ideally. In order to externalize these highly abstract
concepts, i.e. students’ perceptions of their schooling, the

regearcher will utilize the mental model framework.

The environment is a key factor in learning. The cougunilive
system forms a mental model of some part of the environment.
Because realistic environments are very complex, categories are
formed to enable the individual to map elements of the worlid to
relatively simple mental models. These models are organized in
hierarchies, from general to specific. Since all compete to find
an adequate explanation of the environment, there Is aiways a
tension between the need to be specific enough to focus upon
particularities of a situation and yet general enough to encompass

the problem. Rules may be interrelated and organized into
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concepts. Mental models provide the student with the means to

crganize and simplify his perceptions of the complex school

environment.

Reality is mappad onto a mental model! which, In turn, causes
the person to view his environment in a different way and,
consequently, alter his way of reacting to the epvironment. Such
an interactionist approach is very much akin to Vygotsky’s whereby
he viewed the relationship between the individual and society asm a
dialectical process. Formal Instruction is only one facet of the
learning process. Experlience also plays an important roie. Through
experience, students refine curcently held models. At the grade
seven/eight level, students have had eight or nine years of school

experience from which tc bulld mental models of thelir schooling.

This mental model theory was chosen as the methodological
approach for the study because it ls compatible with Vygotsky's
theorizing. Complex and broad In nature, Vygotsky’s theoretical
framwork is difficult to operationalize. Although his ideas about
the schooling process are the main feature of the thesis, |t was
felt that utillzation of the mental model theory would lead to the
best operatlonalization of his views. Verbal reports facllitated

the bridging of these two theories.

Verbal reports, as described by Ericsson and Simon (1984),
provide Indices to infer thought processes and, in fact, assume a
position as a rich source of data in the study of cognitive
processes and structures. A person constructs mental modeis of his

social and physicail environment as he constantly interacts with
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this environment. These models are in a state of constant
adaptation and integration. Through the verbal report, the subject
describes his/her mental modeis and relays the information to the
Interviewer. Ericsson and Simon have argued that the process of
vocalization does not Interfere or Inhibit thought processes.
(1984). A categorization system which is generated from the
reports is utilized to analyse the verbal! protocols. Such an
analysis provides the researcher with a useful tool to probe the

students’ perceptions of school.

Vygotsky stressed the dynamlc relationship between the person
and his environment. The social environment, pacticularly, is a
major influence upon a student’s intellectual development. "Lack
of recognition among educators of this social process, of the many
ways in which an experlenced learner can share his knowledge with
a less advanced learner, limits the intellectual deveiopment of
many students; their capablities are viewed as blologically
determined rather than socially facilitated* {Vygotsky, 1978,
P-126). The child gradually internalizes his‘her soclal experience
and subsequently reacts differently to it. The classroom Is a’
highly social environment. Student interaction with a comp ] ex
environment will be viewed, In the present study, from the
perspective of the relevance of the situation. If the teacher
fails to understand the impact of the social process in
Instruction, it Is proposed, there will be a lack of relevance for

the student.
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The lssue of relevance !s directly assoclated wlth Vygotsky's
concept of “the zone of proximal development®, as ceflined earlier.
School instruction must be aimed at the chlld’s potential level,
rather than his actual level, In order to stimulate development.
Otherwise, a student Iis not appropriately challenged and
motivated. It is suggested in the present study that a lack of
tallored challenge, |.e. not enough or too much challenge, causes
a lack of relevance from the student‘s perspective. As previously
noted, the help of capable peers or teachers can provide the

support needed to meet the challenge.

Norman (1980> discusses what he considers to be the most
important twelve issues for cognitive science, Issues which
interact in a complex manner. Researchers tend to focus on one
issue solely, he argues, disregarding the way it impinges upon the
other issues. Certalnly, one cannot study everythlng, but Norman
urges researchers not toc forget that fleids of study such as
learning, development, Janguage, perception, behaviour, thought
and skill, and several others, are very much Inter-reiated and
cannot be truly understood in lIsolation. To understand a single
class of behaviour, one needs to understand a wide varjety of
behaviour. While 1lmiting the area of study to a manageable and
productive level, one must allow sufficient scope to consider the
interaction of a broad range of issues. While relevance is a
specific subject in the study of schooling, it encompasses a broad
spectrum of inter-related issues. The present research, therefore,

aims to maintain such a balance between specificity and hollsm.
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Oblective

To study students’ perceived relevance of their present

school situatlon and of the preferred or ideal one.

The present study, then, is an attempt to overcome the
limitations of the previous studies. It is designed to revealt the
perceptions of the students as accurately and thoroughly as
possible. The objective is to discover what is perceived to be
relevant by the student as he interacts with his‘her school
environment; It ls an examination of the students’ formulation of
the mental models of both the actual and the ideal school
situation. An interview technigque was chosen because it requires
the student to generate ideas rather than react to those suggested
or set down by the researcher. Less structured than a study using
scales or questionnaires but more structured than an ethnographic
study, the interview approach allows a focus on the pertinent
issue, namely the subject of students’ perceived relevance, while

allowing the student to make as In-depth a response as he chooses.

Preliminary trials, In the form of a pilot study, provided
resuits which confirmed the belief that students were, in fact,
able to express their perceptions about their schooling. As well,
the interview protocols provided the researcher with a structure
for questioning in the main study, where a position somewhere

between a quantitative and qualitative approach was taken.

The interviewer took a neutral yet compassionate stance so

that the perceptions of the student would not be signiflcantly
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Influenced by the resecarcher. By means of this Interview
technique, data were procured which were subsequently analysed. An
attempt was made to identify the interrelationshlips between the
various factors which were deemed to be relevant. The difference
between the actual and ideal schocl experience was characterized.
Cne can see that the Interview mode 1S best sulted for this type
of research which strives not only to cdescribe but also to seek an
explanation from the students of why they hold their particular
views. Such an exploratory phase, relative to the Ilissue of

relevance, has apparently not been done jn the past.

An Investigative review of student perceptlons of schooling
by Weinstein (1983) confirmed the need for such qualitative
research. “Researchers are Jjust beginning serlous Investigations
of the student polint of view about classroom processes®
(Welnstein, p.288). Past studies have tended tc head ln multiple
directions, usually addressing one particular problem or issue,
especially that of the teacher or student learning outcomes. The
result has been a diverse, superficial body of literature which
lacks integration and depth (Welnstein, p. 289). The reviewer
advises more programmatic and theoretically directed research,
attention to deveiopmental milestones, along wlth an examination
of the various methods of research. Good (1981, in Welnstein)
argues that interview methods have not been thoroughiy explored,

both in relation to type of gquestions and interview context.

The present study may be viewed as a blending of theory,

methodology and content. The theoretical! framework will encompass
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broad range ¢f Issues which directly address the schooling
process. To operatlionallze the pertinent theories a methodology
was devised. Through thls process, data was colilected and
analysed. From the reader’s perspectlve, the focus might be upon
the theorles and methodology, if one is a researcher. On the other
hand, & teacher or educator might congsider the content to have
more bearing. Rather than be considered as having three separate
levels, the writer perceives the research more as a continuum of

the three domains.



CHAPTER 2

METHODOLOGY

The study was conducted in two phases. An exploratory
approach towards students’ perceptions of the relevance of their
schoaling, a rather broad toplc, suggested the need for a pliot
study which would assist in identifying the major parameters of
students’ perceived relevance. Palrs of grade seven and eight
stugents were presented with hypotheticat but c=allstic school
situations or probiems contalning various elements which students
might face in their everyday schooling. Curriculum content, school
routines, peer and teacher relationships were some of these
elements. The students were asked for their reactions to the
situations and/or what they would do 1f they were involved or how
they might solve the problem. Students were free to Interpret and
respond to the questions in whichever way they deemed approprlate.
Finally, the students were asked to describe what they felt would
be the perfect ciass. Taking a non-restrictive course during the
pllot study permitted a broad range of student responses, an
important factor in research, as suggested by Norman(1980). Once
the parameters had been identified, the second phase wag conducted
which consisted of semi-structured interviews based upon these
parameters. With sufficient scope for freedom of expression but
with a more directed focus than in the pilot study, the researcher
aimed to further reveal the students’ perceptions of their

schooling. Pairs of students were asked to describe what they
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perceive to Dbe important in thelr schoollng, to evaiuate their
current schooling and to compare it with the "ideal® or
“‘preferred" situation. The difference between the two sltuations
represents the discrepancy between the students’ perceptions of
the actual and the ideal school situation. The interviewer probed
In an attempt to reveal why the students had these perceptions. To
the extent that is possible, the ideas discugsed were entirely
student-generated. Therefore, the second phase, to be called the
main study, with a greater number of pairs ¢of students, utilized
angd refjined the results from the pilot study, providing a more
directed and in-depth study of the fundamental issues pertaining
to the students’ perceptlons of relevance. These protocols were
analysed and Interpreted according to a categorization system
which was developed from the verbal protocols in conjunction with

the results of the pilot study.

Population

The target population was grade seven and eight students in
intermediate schools. Their ages ranged from eleven to fourteen.
The student population is composed of children from varied
socio-economic and ethnic backgrounds, of mostly middle class
tamilies, with a considerable number from a lower stratum.
Students were selected from two schools, one schooi for the pilot
study, to be called School B and, about equally from two schools
for the main study, School A and School! B. School B is composed of

three grades - six, seven and eight whereas School A has only
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grades seven and eight. Both schools are in an urban setting, each
with enrcolments of about three hundred students. The classes are
of mixed abilities, with no formal streaming. Some students are

enrollied in the English programme, others ln Late Frenckh Immersion

or Eariy French Immersion.

Grade seven and eight students were chosen, rather than high
school students, because their school environment is more
homogenecus. Generally, all students take the same subjects ang
follow the same curriculum. Eleven to thirteen year-olds are stiil
fairly open and are very capable of abstract thinking and

expressing their views.

aAn intermediate school is designed to assist students in the
transition from elementary to high school. The students are on a
rotary program, |ike high school, and have a limited choice of
three electives per term. By the end of the two years at the
school, they will have taken each elective at least once. Students
have lockers, some of which have to be shared. There ls a very
active music program In each school as well as many Ssports
activities and clubs. The majority of students travel by school
bus; others use the city bus, ride bicycles or walk. There is a
“late bus® two nights per week for those who need to stay late.
Hence, the students who chose to be interviewed after school did
not worry about transportation home. Most of the students eat

their lunch at school.



Pilot Study

Introduction

The basic objective of this preliminary study was to broadly
Qel ineate the factors which intermediate students perceive to be
important in their schooling. The study was designed to allow
maximum freedom of expression, and directed at revealing the basic
parameters of perceived relevance. Responses from twelve pairs of
grade seven and eight students provided the data wnich were

subsequently analysed and tabled.

Sample

The 3ample for the pllot study was twenty-iour grade seven
and eight students in one intermediate school, School B, excluding
students in special ecducation classes. The students were chosen by
a2 group of teachers as a cross-section of the student population.
They were not chosen randomiy because such a small sample might
not have been representative of the students in general. The
selected students were of different levels of achievement,
abilities, personalities and interests. The researcher chose the
pairs, by different combinations of grade and sex. Only a few
students agsked to be paired with their friends but this was
discouraged. However, once the pairs were established, students
were asked if they had any apprehensions about the choices. None

expressed any concern.
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Dvads were chosen to facilitate the flow of dialogue, to

trigger ideas and to encourage copenness. In preliminary triais
betore the pilot study, interviews with single students and triaas
were tried out. Interviews with single students proved to be less
productive and quite stiff whereas triads were cumberscme because
students had to wait their turn to speak and, in so doing, lost

their train of thought.

Procegure

The first step was to seek permission from the principal of
the school. He readily agreed, foreseelng no problems with the
research plan. Next, permission was obtained from the school
board, who showed support and Iinterest for the project.
Twenty-four students were selected to participate in the study and
permission was obtained from their parenta. See Appendix A for a
sample of the letter to parents. The students expressed their
keenness to start and several parents asked to see the results of
the study. A schedule was set up co-operatlively, whereby the
students chose their interview time, aduring lunch hour or after
school. The researcher decided to conduct the Interviews at these
times rather than during actual class time in order that there

would be no interference with the school program.

The interviews were conducted In the llbrary office which was
avay from the buslest part of the school. The students who were
interviewed at lunch ate their lunches, along with the

interviewer; this allowed plenty of time for the interviews which
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ranged between thirty to forty-flve mlnutes. Those students who
chose to be interviewed after school were able to walk home or

take a late school bus.

The interviews were subsequently transcribed. The protocols

were content-analysed.

Interview

Introductions between students were made, ailthough most knew
each other. The students were very curious and interested in the
study, asking many questions such as where the researcher went to

school, what degree was belng sought and why.

After this initlal period of general discussion each pair of
students was presented, In turn, with three Iimaginary scenarios
which were short anecdotes encompassing several typical school
situations or problems. The scenarios were developed by the
researcher from her daily experiences as a teacher. They were
based on real events which she had witnessed or which other
students and teachers had described. These scenarios were printed
on colored cardboard of which the students were each given a copy,
as they were presented. The researcher read aloud the scenario
while the two students followed along from their own copy. Then,
after any clarification, the students were asked a number of
questions which probed for their reactions to the scenarios. The
students referred to their written coplies repeatedly throughout
the interview. The written representaticn seemed to help them

better focug on the problem. The students were assured that what
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they sald would be held in strict confidence. Somewhat surpriseag,
initially, to discover that what they said was going to be taped,
they seemed satisfied and more at ease after the explanation that
the interviews would be taped so that the researcher would not

forget anything they had said. As little attention as pogsible was

drawn to the machine.

Scenarics were used rather than direct, personal gquestioning
because it was fel!t that the students would be more open in
discussing a third-person, more hypothetical situation. The
scenarios, which appear in Appendix B, were created from real
school experiences. They were designed to touch upon any |Ssues
which might be related to relevance. Behaviour, curriculum
content, teachers, school organization, peer relationships,
homework etc. were some of the elements incorporated in the
scenarios. The situations were briefly described to allow as much

freedom of interpretation as possible, yet keeping to the general

topic.
These exercises culminated in the following general question:

Suppeose that you are a student in the perfect classroom.
Describe this classroom, how it is organized and how |t
is run. What are the most important things you would fina

in the perfect classroom?
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Interpretation ang Results

The students expressed their enjoyment in participating in
the study. Some were sorry when the interview was over. They took
a2 very serious, genuine and concerned attitugde toward the
scenarics and frequently said that they knew somecne or they
themselves had had such an experlence or felt the same way as the
person in the scenaric. They had no difficulty in expressing their
views. The dyads proved to be very successful in encouraging
dialocsue and triggering responses from each other. Differences of
opinion were encouraged by the interviewer. Questions were posed
to reveal why the students felt the way they dia and these
questions led to further discussions. The interviewer maintalned a
neutral stance throughout and intervened only to probe further, to
clarify, lo kecp Lhe discussion on lople, or Lo discouraye

redundance or dwelling on one aspect for too long.

Following are the factors which students perceived to be moul

important:

0f prime Importance were the CHARACTERISTICS OF FELLOW
CLASSMATES. Behaviour, ability range, compatibility with other
students and personal tralts were key elements in the class

make-up.

Second in importance were the CHARACTERISTICS OF THE TEACHER.
Personality, rapport with the class, ability ¢o control and

adjudicate, to show understanding, kindness and respect were

stressed.
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The LEARNING ENVIRONMENT followed as the next most important
factor expressed by students. Work shouid be Interesting,
challenging and not boring. An element of fun should be Iincluded
in the learning process. As well, active participation,

discussions and group activities wvere looked upon most favourably.

PARENTAL CONTROL AND SUPPORT were considered to be vital for
a student’s success. Moderate survelllance and discipline In
conjunction with genuine Interest were considered tc be very

important.

HOMEWORK AND WORKLOAD elicited quite a serlous concern.
Students expressed a wish for a consistent homework load and a

moderate amount of homework.

Finally, the PHYSICAL CLASSROOM ENVIRONMENT was cited as a
factor. A bright and cheerful atmosphere, with desks clustered in

groups, was favoured by most students. Class size was also

discussed.

Each of these major factors was subsequently broken down into
components and presented in Appendix C. A summary of these tables

appears in Table 1.

What most impressed the researcher was the students’
willingness to share their views, their perspicacity and
forthright responses. The experience gained by the researcher from
the pilot study was most beneficlal, particularly In terms of
refining the interview techniques which were appiied in the next

phase of the research.



Table 1

Summary of Results from Pilot Stugy

- -

Description

Characteristics

Stugents' Characteristics

-

Teachers’ Characteristics

social compesition
of class,

peers, fellow class-
mates and friends

kespectful (1)
Responginie (9
¥Well-behavea (7}
Friendly (&)

No class clown (5

personality traits,
teaching mannet ,
behaviour, attituge

Communicates well (12}
Moderatle disciplinarian (123
Authorijtarian figure (11}

36

Flexible, allows sowe freedom (10)

Friendly (9
Understanding (7)
Helpful ()

Sense of humour {6
Fair (&)

Punishes minimally (6)

Respectful (3)

Learning Environment

actual learning
experience,

types of activities,
teaching/learning
process,

{earning atmosphere

Interesting (12)
Work-oriented (§t)
Challenge (11D
Fun. enjoyabte (10
Student input (9
Freedom of choice

Active participation (9)
Variety of Activities (9)
Social element-discussions (8)
Games, play, drame i7)

Groupwork (5)
Less lecturing (S)
Films (5

Relaxing atmosphere, not tense (5

Homework

amount, difficuity, ete.

should be completed (18)

Moderate amount (6)
Even work load (6)

Note: Numbers in brackets represent the number of pairs of students vho generated

characteristic.



37

Analysis of the protocols was stralghtforward; the categories
seemed to emerge clearly and patterns were easily detectable. Each
protocel, in turn, seemed to fit the emerging pattern, although,

as would be expected, there were lndlvidual gifferences.

From analyslis of the protocols, it appeared that the concept
of relevance had two dimensions. First, there Is PRACTICAL
RELEVANCE which is externaily Imposed. Students expressed that it

was lmportant to do well in school for the following reasons:

a) future career

b) future education, l.e. high school, college, university
¢) marks, report card

d) to please parents and/or teachers

e) rewards, l.e. trip, bicycle, money

Statements such as, "Just pretend you‘re interested. Well, you
have to, or... you have to get good grades or else... your parents
will be disappointed" and "It could go on your tecords, like on
your resume" |llustrate the students’ perceptions of practical

relevance.

Secondly, relevance was expressed In a more personal sensc.
One likes to learn for the fun of it, for the sense of personal
satisfaction, to satisfy one’s curlosity or for the challenge.
PERSONAL RELEVANCE, a more elusive phenomenon, is seen in the
comment "I‘m Jjust dolng it for myself®" and "it should be fun,
samething you want to do". Throughout the stucents’ responses,

these two dimensions of relevance were clearly manifest.
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The question of whether school was or was not celevant for
the students was not asked explicitly in the first phase of the
study. Upon analysis, however, the verbal protocels indicated that
school often lacked relevance for many students. Such comments as:
"Because teachers just make you learn it; they don‘t make you
interested in it* and *Some teachers, they talk all day and I
wouldn“t learn & thing. In one ear and cut the other® are examples
of comments on the lack ~of relevance. The words “"fun*,
“interesting" and "boring" were expressed very frequently and by
most students. “A classroom isn’t realiy a ¢lassroom without fun.*
“If you don’t have fun, it‘s boring.* Yet, school was generally
accepted by most because “because it brings you together with
friends®*. "It‘s also when you learn things, too. Like if you learn
new things, it’s kind of interesting.®” For the students, the
learning and social elements seemed to go hand in hand. Such
interaction of the student with his social environment is a major

tenet of Vygotsky, as mentioned earlier in the study.

The role of “the zone of proximal development" was apparent
when students discussed the concept of challenge. Students ciearly
recognized the need for a reasonable challenge. "If you don’t have
a challenge, you don‘t develop* said one grade eight girl. Without
some chailenge, the work is dull and uninteresting. With too much
challenge, the students experienced frustration and/or gave up.
Throughout the analysis, the interplay between the social
environment and the child’‘s need to develop beyond his current
mental level was evident. For example, friends and teachers heip

you when you don‘t understand, providing not only practicai
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assistance but also moral support. Good teachers, [t was stated,

help you to understand and do not make you feel "stupid® when you

ask for help.

The pliot study was very useful as a preliminary phase for
the study of students’ perceived relevance. The pattern of factors
which emerged provided a basic view of what students deem to be
important in their schooling and what they wouid like it to be.
The results suggested the need for questions that would regquire
the students not only to discuss what they perceived to be
important or desired but also to give more of an appraisal of
their present situation with regard to perceived relevance.
Consequently, questions were formulated for the second .phase of
the study which would assess the degree of perceived relevance and
the difference between the students’ mental models of the present
situation and the ideal or preferred one. The difference would
characterize the perceived lack of relevance. The concepts of
personal and practical relevance were clearly distinguishable but
it was unclear how the students integrated these ideas with thelr
perceptions of their everyday schooling experience. A more
conscious effort was made, in the main study, to observe the

interrelationship between these ideas.



Maln Study

Introduction

The purpose of the present, follow-up study was to
investigate further the students’ perceptions. By means of a more
directed interviewing technique, and a iarger sample than in the
pilot study, the researcher looked for a deeper understanding of
what students perceived to be relevant in their schocoling and how
these perceptions compared with those of the ideal or preferred
situation. In conjunction with the maln categories established in
the pilot study and by reading through the protocols, a coding
grid was developed to assist in the analysis of the protocois. It

was not the purpose of the study to develop the grid, however.

Sample

The sample was extended to two Intermediate schools, School A
and School B, to Include fifty students in grade seven and eight,
almost equally dlstributed between the two schools, excluding
special education classes. (School A - 12 pairs; School B - 13
pairs) Students were paired by different combinations of grade,
sex and programme. As In the pilot study, the students were
selected by a group of teachers, in each school, to represent a
cross section of the student population. This method of selection
was considered to be more appropriate than a random selection, due

to the relatively small size of the sample.



Procedure

The time chosen to conduct the interviews was the last twou
weeks in May and the first two in June. This was an appropriate
time because the students were very familiar with their
environment, having spent almost one year in the class. As the
year was drawing to a close, it seemed natural for the students to
look back over their term at the school. The grade eights were

advancing to high school in the fall.

Permission was granted by the princlpal of each school and by

the Department ¢f Research and Development of the school board.

A visit to school A was made to delliver the permission forms
and to present the principal with an outline of the reseacch plan.
A liaison teacher was asked to oversee the selection of the
students, to contact the students, to seek parental permission and

to arrange the interview schedule.

The next step was to call together the students, in s=mall
groups, in School B. The students were given a general idea of the
project and invited to partlcipate. Those who agreed obtained
permission from their parents. A copy of thls letter of permission
appears in Appendix D. The students responded very pesitively to
the request and seemed honoured to be asked. One student, in
Schoo! B, said that he did not wish to participate. He had been in
some trouble with the interviewer, In the earlier part of the

year; he cobvicusiy felt uncomfortable about the interview. Another
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Stucdent was substituted. Many parents expressed an interest in the

study and asked to see the results upon completion.

Interview schedules were set up. The tlimes had to be mutually
agreed upon by the interviewer and the students, which sometimes
was difficult due to extra-curricular activities, sickness,
impromptu meetings etc. In school B, the students were interviewed
at lunch time or after school, over a period of about a month. In
schooi A, they were interviewed during class time, again over «
pericd of about one month, at the rate of three interviews per
afternoon session. In spite of the careful organization, illness,
field trips, tests and last minute plans sometimes caused a few

schedul ing problems.

In School A, students were called over the intercom; in this
way, students did not have to wait if the previous interview was
lengthy. In School B, students were reminded of their interview in
the morning. However, one student, who went home at the end of the
day, remembered her appolintment, raced back and did not seem the

worse for wear!

The interviews were conducted in a small office, in School B,
and in an empty ciassroom, in Schocl A. The interviewer and
students sat together around a table. None of the students
expressed any concerns about giving up their time or appeared to
be in a hurry to finish. The teachers were very co-operative,
allowing students to miss a class. At no time did there appear to

be any annovance expressed over the inconvenience.
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At the beginning of each interview, the researcher Introduced
herself and explained why she wanted to interview the students.
Some of the students knew each other and others were lntroguced.
Most were extremely interested in the project and asked questions
such as what type of degree she was working towards, how long it
wouid take to complete the thesis, where she went to school and
why she was doing this. She likened the thesis to a very long
project; students understood this concept because they have to do
several projects each year. This period was important because it
acted as an lce-breaker and ailso gave the researcher an

opportunity to adapt to the students.

An interview is seen as a “fleld of soclial-psychological
forces* (Gorden, 1975, p. 123). *0One has to balance
information-gathering with rapport buliding® in order to *achieve

maximum information with optimal interpersonal relations* (p.123).

Factors which inhibit and facilitate an interview were
considered (Gorden, 1975). Particularly effective is a sympathetic
understanding of the students’ point of view. Such comments as "I
can imagine how you must have felt" or *"Yes, I see your point*
were very effective in establishing an accepting atmosphere. A
climate of trust was created; the students socon became aware,
during the course of the interview, that the interviewer was not
going to Jjudge their answers or become actively involved in their
discussion. This neutral stance allowed greater freedom of
expression for the students because they felt unthreatened by the

interviewer. Gorden warns that an ego threat can be a serious
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barrier to the flew of imformation. At all times, 1t was important
1o make the respondent comfortable, Dboth socialivy and
psveholegical ly, in order that hesshe would De willing and able to
respond freely. If a stucent seemed to lack self-confidence, an
effort was mace to boost his/her confidence through encouraging
comments. The students were encouraged to feel that all their
igeas were worthy of consigeratlion. Also, it was important that
there were no competing demands for time. Students were asked if
the time was convenient and, at times throughout the interview, if

they were being kept too long.

The students were encouraged to dialogue with each other, to
agree or disagree throughout the interview and, if they did not
have an anpswer to a particular question, they need not feel
compelled to give one. The researcher explained that what they
said would be strictly confidential, that only the researcher
would listen to the tapes and that when the interviews were
transcribed on paper their names would not appear. Therefore, it
was stressed, their responses would be anonymous. The students
accepted this without question and did not seem to care whether it
would be anonymous or not. Taping the interviews seemed to be
somewhat of a surprise but when [t was explained that the
researcher did not want to forget anything that they had said,
they appeared rather flattered and, within minutes, seemed to

forget that they were being taped.
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Prior to the actual !nterview, each palr of students viewed a
short videotape. Composed of several students informaily
discussing what is important to them in their schooling, the video
was used as a trigger, to help inltiate discussion and to acl av u
mode! for the students. To create the eight-minute video, short
segmnents of longer discussions were pieced together resulting in a

cross-section of ideas, rather than a complete discussion.

The scenarios utillzed in the pilot study were successful in
eliciting a broad range of responses. From these the basic
parameters of students’ perceived relevance emerged. However, a
more directed focus was sought in the main study. The purpose of
the video, In conjunction with specific interview questions, was
to provide such a focus. This would allow the researcher to seek a
deeper understanding of what students perceive to be relevant in

their schooling.

The making of the videotape was quite a complicated
procecure. The first attempt falled dismally. Several students
were taped in a studio at the university durling the Christmas
vacation. The studio was a foreign place to the students and they
were preoccupied with Christmas and unable to relate to the
questjons which they were asked. It became clear that the best
place to interview students was in their own school during an
actual school day. A random group of students, sixteen in all, was
asked to stay after school to talk about school. About three hours
of discussion was taped over two days and the tape was edited to

about ten minutes. This editing process was complicated and
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time-consuming, especially since there were three tape sizes
invoived in the conversion. In fact, creating the short vides

proved tc be the most frustrating part of the project.

The effort proved to be worthwhile, however; the video seemed
to be effective in stimuiating thought and providing a guide for
the students. It heiped to ease the students intoc a foreign
gjituaticn by showing them a group of students sharing ideas in a
fairly relaxed setting. Given the relatively short time frame for
each interview, the video provided a model which, in the
researcher's estimation, permitted a greater depth of student
response in as direct a manner as possible. They rarely referred
to the tape, except to comment upon a student they recognized, and
when asked atter the interview if the tape had coloured their
thinking, they said it merely provided them with a format of the
interview rather than the actual content. HNone said that it
changed their views; therefore, it appeared to have minimal
bearing upon their responses. This can be confirmed by reviewing
the verbal protocols; the students had no dearth of their own
ideas and no difficulty in expressing them. As well, the data from
the pilot study, which did not utilize the video, was quite
consistent with the data from the main study. The videc protocol

may be found in Appendix E.



lnterview

Having viewed the video, the students were presented with a

series of questions. Usually, the same order was foilowed for each

pair of students.

Fellowing are the basic questions presented to

each group:

1.

¥What things do you think are most important

in your schooling? (the term "important* was used

because it was felt to be the closest to *relevance"

and vet be understandgable)

What do the olher sludents fecl, do you Lhink,
are the most important things in their

school ing?

wWhich is the most important {(from abovel) to

you? Which is the second most important, etc.?

Without using any names, how would you describe
your presgent schooling experlence? Would you
rate it as excellent, good, average, fair or

poor?

How do you Llhink the other students would

describe their present schoollng experience?

Looking at your different classes overall,
how much improvement would be required to
change your present class to a perfect class -

a lot, a medium amount, a small amount, or ncne?



7. when do you feel that you are really interested

in what you are doing at scheol?

\D

when do you feel that you are really learning a

lot at school?

9. Imagine that you are a student in the "perfect®
(or igeal, excellent) class in a “perfect® school.
Bescribe this schooling experience.

(Prompt students to descrilbe the items they
have mentioned in question #1, [.e. classmates
teacher, learning environment, challenge,

workiocad, physical environment etc.)

The interviewer gave the students thinking time, which might
Seem obvious, but could easily be overlocked. Questions, such as
the ones above, required much thinking on the part of the student.
Hes/she needed¢ time to ponder, without constant interruption or
pressure from the interviewer. The students had ample opportunity
to answer a question before ancther was presented. The interviewer
repeatedly asked if they had more to say about a certain subject
petore moving on to the next question. From the responses to the
questions, other questions were formulated which allowed a more
in-depth understanding of the dynamics underlying the students’

perceptions. An example:

Student- We are doing dehating anad T think it is

really interesting.
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Interviewer- Do you know why you think that? Do

you have a reason?

Student- Well, I‘m sort of a person who llikes to

speak up about things, like my Dad. So I think

that’s why.

A successful technique to elicit why a student held certain
views was to repeat, very briefly, what he hagQ just said, in the
form of a statement. Inevitably, this would result in the student
explaining his reason for saying that. When value judgments were
made, it was useful to ask for specific concrete events to back up
the generality (Gorden, 1975, p.119). Inferential questions which
confused the students were either rephrased or broken into more

simple steps.

The interview sessions ranged from thirty to flfty minutes.
The students had a great deal to say and did not seem at all
hesitant after the stiffness of the initial two or three minutes.
Some students would have talked for hours if they had been given
the opportunity. In fact, several students came back after school
to add a few comments which they had thought of later. To avoid
possibie ethical problems, the students were asked not to mention
specific teachers’ or students’ names. Most adhered to this but a
few did insist upon naming indiviguals. This is not surprising
because students do base their perceptions upon personal
experience. The interviewer adopted the students’ language, almost
unconsciously, and found herself frequently using words such as:

like, yeh, uhm, you know, sSort of. A non-judgnental stance was
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maintained although sympathy was expressed by the interviewer if a
student described a problem he was experiencing. Perhaps this

helped to establish a more comfortable rapport with the students.

The interviews were subsequently transcribed and content-
analysed. Transcription of the twenty-five protocols was a lengthy
procedure. Use of a transcribing machine, with foot pedal tn
control the start, forward and reverse, helped to facilitate the
process. Segments of conversation were divided, one idea per line.
The lines were numbered as were the protocols. Once the protocols
were typed, they were edited twice, mainly to ensure precision of
transcription as well as to sort out any garbled parts as much as
possible. Also, if the two students were of the same sex,
particularly giris, it was often difficult to differentiate
between the two. Perhaps this factor might be considered for

future research when sStudents are belng paired.

Upon completion of the transcription, the protocois were
thoroughly read. At the same time, common terms used by the
students were classified under the main categories established in
the pilot study, i.e. teachers, classmates, learning environment,
parents, homework and physical environment. These categories

encompassed all the terms which the students generated.

Characteristics were then organized and placed under
sub-categories; overlapping terms and related terms were grouped.
Since the terms were obtained through an exploratory process, they
were not predetermined. It became apparent that some terms seemed

recundant, but they were maintained because the students perceived
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them as distinctly different. Also, the same term might be viewed
from dlfferent points of view; these were simliarly retalined,
although at first glance they may seem redundant to the reader.
For example, *the teacher should balance the amount of work and
fun® shows 2 different slant than "there shoulid be a balance of
work and fun in the classes®. The former places the onus upon the
teacher while the latter describes the preferred learning
environment. This duplication created a problem for the researcher
and the judges, however, in the coding process. It was sometlmes
difflcult to ascertain the point of view of the student. More wlll
be sald about thls problem in the conclusion of the study.
Although the students’ actual wording ls malntalned to a large
extent, llberty was taken to use a more aduit word if !t conveyed
the students’ meaning more succinctly. The adapted grid, which was
obtained from studying the protocols, was then used to code the
statements; the frequency of response was tabulated. The protocols
were analysed a third time, to ensure that the experimenter had
not overlooked pertinent Iinformatlon. The codlng grid appears in

Appendix G.

Limitations of the Study

The present design was not without its weaknesses. Although
the researcher consistently strived to refrain from lntervention
durling the interview sessions, the nature of her role was to gulde
discussion, and to probe for greater depth and breadth wherever
possible. Sometimes the interviewer would interrupt to search for

reasons behind a statement or to clarify what had been said. Some
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students would stray off-toplc or become hooked on one particular
protblem. Alsc, the interviewer was bound to [nflusnce the

situation =imply by her presence and manner.

The baslic set of questions was presented to each pair of
students to ensure coverage of the issues under study but the
probing questions were adapted to each interview. The questions
were more or less a springboard for discussion; the Interviewer
searched for the reasons behlnd the answers. It was these answers
that proved to be most revealing. In some Interviews, one student
would take a dominant role which may have hindered the other
student from expressing his views. The Interviewer trled to
balance this by directing questions to one or the other. Scme
students knew each other and others did not; this did not sesem to

be a barrier to communication.

Use of the videotape might have Influenced the students’
responses. Although they stated that it mereiy showed them the
format for the interview and did not !nfluence thelr thinking,

this could not be proven.

The sample may seem =mall when compared to quantltative
research. As qualltative research, on the other hand, twenty-five
lengthy interviews s considerably larger than many such studles.
A limiting factor ls the transcription of the Interviews which is
a very lengthy procedure requiring about six hours for every hour
recorded. Transcription of the Interviews took approximately one
hundred hours. Further, analysis of the protocols was extremely

time-consuming. Although this time could not be measured, the
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protnocols were each analysed at ieast seven times. lneretfore, the

sample might be considered large when one considers the time for

transcription and analysls.

Protocol analysis is subject to the researcher’s judgment,
although a concerted effort was made to avoi@ excessively imposing
cne‘s interpretation. In addition, & check on the reliabllity of
the analysis was conducted in an attempt to prevent the imposition
of the researcher’s perspective. Two sampie protocols were coded
by two independent judges using the established grid. Their
evaluations were compared against each other‘s and those of the
researcher. Utilizing a pair-wise deletion technique which counted
only pairs of assigned codes, the percentage of agreement between
the judges and the researcher was: Judge A - 85% and 91%, Judge B
- 93% and 92%, respectively. for the two protoccls. Between the
twoe Jjudges, the percentage of agreement was 83% and B85%,
respectively. The judges tended to under-code the protocols in
comparison to the researcher; unfamiliarity with the task might
have caused this. Therefore, a percentage rating without utilizing
the pair-wise deletion technique was also given; results of this
comparison appear in Appendix F, along with a more detajled
explanation of the procedure used in judging the coding ot the

protocols.

Cne had to rely upon the teachers’ judgments that the sampie
was, Iln fact, a cross section of the school population. The group
might not have represented the distribution of students in the

classrocm. As well, every school has a unique character which is



certain to influence the students’ attitudes and colour the
overall Impression presented. For example, there seemed to be a
somewhat imposed school pride in School A. Students gave the
Impression that they “should speak highly® of thelr school, even
If their other comments did not always confirm such a feeling.
This attltude did not seem to prevent the students from belng
candld. Such an attitude was not apparent in School B. The reader
will see from the results that this perception on the part of the

researcher was not confirmed In the protocol analysis.

Notwlthstanding, the researcher concliuded that thls research
design was most conducive to satisfying the objective, that is, to

find out what students percelve to be relevant in their schoollng.
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CHAPTER 3

PRESENTATION OF RESULTS

Each protocol had a unlique character. One could almost *hear®
the students In discussion while reading the proatocois. The
researcher became very famillar with each protocol after analysing
it several times. Some students were quite brief while others
discussed at length. The protocals ranged from ten to twenty- two
typed pages. The time length of each interview did not necessarily
equal the page iength; it depended aiso upon the rate of speaking.
One interview seemed very short but, because the boy spoke so
rapidly, it resulted In being one of the longest protocols. A

sample coded protocol appears in Appendix H.

Main Categories

The first question the students were asked was “What things
do you think are most Important in your schooling?* The word
*education" was not used because it might have also incorporated
learning out of the school setting. Each pair was asked to list
co-operatively what they considered to be the most important
things in their "schooling". Then, they were asked to rank these
things in order of importance. Although the list was compiled
co-operatively hy the palr, each student was asked to rank them

individually. Table 2 illustrates the students’ top three choices.



Characteristic First Choice Second Choice Third Choice Total

Learning Environment 12 2! 9 46/50
Teacher 17 13 14 44/50
Classmates 15 12 13 36/50
Practical Relevance 3 2 Z ¥ |
Personal Relevance 2 0 4 &/
Parents 1 2 2 5/50
Homework 0 0 0 0/50
Prysical Emvironment 0 | 0 6/50
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The three broad categories mentioned most frequently were: the
teachers, classmates, and the learning environment. These three
categories were relatively equivalent in the students’ welghting.
Students’ perceptions of the relevance of their schooling alse
emergec, as well as the importance of parents. Homework and the
physical environment were gliven 2 lower priority. Each student

gave 2t least two factors which were most important.

Theose terms mentioned most frequently will now be discussed,
with excerpts from the protocols, to give a flavour of the
students’ perceptions. Each sample interview is followed py the
number o©f the interview and of the line(s); for example,
(12:37-41) refers to interview twelve, lines thirty-seven to
forty-one. Tables will show the main and sub-categories, their
characteristics along with the frequency of response by pairs ot

students; an interview sample will be provided for each

characteristic.

Classmates

The characteristics of classmates were divided into two
groups: academic and social. Academic characteristics refer to how
the student performs, hls effort and attitude towards his work.
Social characteristics, c¢n the other hand, refer to the students’
interrelationships with fellow students and teachers. Table 3
i1lustrates these characteristics, the frequency with which they

were expressed by pairs, and samples from the interviews.
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parce veg Clagopates’ Characteristics ang Interview Sampies for Paire of Grage 7 ang B Stugents

Characteristic  Frequency Interview Sagpie
Acagepic Cateoory
working - puls
forth effort 19 For students who aren’t as amart, tney‘d still have to, like,
reacn...they’d nave to think and use their brain, you know, and
even amart peopis would have to do all that stuff (B:394-399).
attentive 12 (In the jgeal class) more students that pay attention, because some
pecple just don’t pay attenticn (17: 399-400).
positive attitude 10  ..... by the end of primary school, they couid tell which of the
kids vould like to learn and i‘d prefer to put those kids who want
to learn, in one ciass. You don’t learn anything when peopie act
up (4:80-85).
participates 9 I think all the peopie in a cless, like the teacher and the stugents
and everything have to participate to make it (13:149-151).
willing to learn 5 If you’re not willing to learn and adapt, then there’s no reason
that you should be going to school (6:353-356).
enthusiastic,
Interested 4 When people join ln and do something in the schoel spirit, when
they enjoy what they’re dolng (6:341-343).
ocial Category
friends oS I think everybody likes their friends. That‘s why I think
everybody looks so forward to coming to school...(1:7-9).
weli-behaved,
polite 23 ... in our class, there are some bad people who are always
talking, and, because of this, we don’t get that many
opportunities to have fun (4:178-181).
social place 2 if you don’t have friends, you wouldn’t want to come to school
(24:65-68).
gets along,
co-cperative 17 ... work as a group to go through their daily work (22:155).
respect fui 16 They should be friendly, like, they shouldn’t put you
down (9: 327-328).
not noisy 14 Gverall, get rid of the talkers, zip up their mouths or something
like that and then it would help (18:229-231).
helpful,
encouraging 14 I’d say having friends is impoctant because you get to talk
about your problems. Sometimes it‘s hard to talk to adults
about your problems (23:25-28).
gets along with
teachers 7 Cause I like all my teachers and I have fun with them. (2:209-210)

not *hyper®, mature 5

understanding

«oveait’s just like, at times, there’s a time for being hyper and
there’s a time for doing work (12:53-55).

They, like, speak the same ianguage; they can help you undecstand
concepts better than a teacher could (16:101-103).




Mos:t cutstanding was the importance of friends in school anc
in class. Each of the twenty-five pairs agiscussed¢ the imporiance
of frienas. "If you have {rienas, it helps a lot, too. Because
then you feel, like, good insice and you want to work. But if vyou
don”t have any friends, then vou kinda feel! like a little, small
perscn in the class anc you feel really stupig® (12:65-71). School
is seen as a social place by most students who meet many of their
friencs there. Friends provide support; they can help each other
with their work or to cope with problems. Stugents iike to have
scme of their friends in the same class. "Friends make it fun®

(1:47).

as much as school is perecived av a spcial place, where oue
enjoys the company of one‘s friengs. those friends and classmates
shouid pe well-behaved ana polite, and also respectful of each
other anga the teacher. They should not lmpede others’ learning. As
seen in Table 3, twenty-three pairs menticned the former
characteristic ard sixteen the latter. Friends who want to *“fool
around all the time® can really "pull you down" (i:60-61).
Fourteen palrs thought that students shoulgd not be noisy in ciass.
Again, people who are taiking too often or too loudiy prevent
others from learning. A suggestion was to "throw them out“. One
pupil thought that students should be groupec tn classes according
to their attitude towards learning. Also, students should heip
each other and try to get along with one another. They “reily on
their frienas to help them out® (17:115) or ask their frienuas for

help because they are toc embarrassed to ask the teacher.
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Students should werk hard and put forth 2 genuine effort.
Nineteen of the twenty-five pairs of students stressed this. In
the iceal class, *...vou‘d have to work; it wouldn’t be iike a
piece of cake" (B: 3B4-38%S). It [s neither appropriate to discuss
your *social life" in class time, nor for the stucents or the
teacher to "waste® time. when asked what sort of students wouid de
in the lgeal class, it was "ones who pay attention, llke,... would
study hard and do all their work* (17:370-372). Other
characteristics of classmates which students perceived to be
important were attentiveness, a pcsitive attitude towards learning

and willingness to participate.

Friends and fellow classmates rank very high in students’
perceptions of their schooling. The school as a social place is
consigered to be vital by the stucents. Interestingly, it is
perceived that social influences, while very important, must pot
hinger the learning process. Most students want to learn and
resent any students who either impede their learning directly. or
indirectly by monopclizing the teacher. Two students liked kids
"to act up* in c¢lass, but in mogderation; a few "rowdies* providea

entertainment. But this feeling was clearly the exception

The social dynamics in a clase are integrally relatea with
teachers and the learning environment. Such interrelationships
will be considered after these two major categories and their most

ftrequently occurring characteristics have been described.
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Teachers

tudents perceivec teachers to be very important in their
scheol ing. Thelr professicnal characteristics, along with their
personal characteristics, were considered most carefully. Teachers

*are probably the biggest influence on it [schoolingl® (18:211).

Table 4 contains the teachers’ characteristics which are
perceived to be important, their frequency of expression ang
sample interviews. Since the list of characteristics was lengthy,
a few related terms were grouped. Twenty-two of the twenty-five
pairs of students stressed that a teacher should be able to
explain the lesson well in order that the students clearly
understand: "Having good teachers, like teachers that help explain
things thoroughly, so that you can uncerstand them properiy”®
(13:5-7). Nineteen pairs stressed that there should be *goog”
teachers. This includes proficiency, confidence and crganization.
Good teachers present the lesson and then invoive the students in
a discussion. They help those students who do not understand and
do not make them feel "stupid" or afraid to ask. "In the ideal
class, everybody basically understanas what they’‘re doing and what
they‘re being taught. Then I think that would be pretty neat*
(5:330-332). Stucdents regarded most of their teachers quite
highly. Whiie it seemed that the majority were good, there was
usually "one® that caused a lot of concern. Because students were
asked not to give names, it could not be ascertained definitely
whether it was the same “one* each time, although this was

strongly suspected to be the case. Since the students are on a



Characterisiic

Frequency Interview Sample

understandable,
explains weil

proficient - good,
confident, organized

good sStudent-teacher
relationship (S.T.R.)

balance - strictness

not lecturing

punishes minimally

no faverites, does
not pick on one

balance - fun and control

19

17

16

11

10

4

But that’s what teachers are there for, to help you understand
it if you don’t (6:449-450).

It’s your job; that’s what you’re paid for. Serious teaching!
(3:478-47).

I think the teachers, if they become teachers, should have an
idea how to calm kids down (2:261-262).

I mean, if you don’t get along with your teacher, right
avay, then it ruins the rest of the year (19:27-29).

If you have a really strict teacher and a mean teacher that
does everything by the book, you have moce trouble learning.
If you have a free teacher that likes to joke arcund, it‘s
moce fun to learn (2:136-140).

1 prefer a teacher who can be, like, understanding, and, at
oae polnt, if you have been miabehaving really baa, she can pe
strict (25:25-28).

Scaetimes you feel that the teacher’s rambiing on and on about
samething. You start, you start to look at the clock and wonder
how long this is going to last. And like, you start, your

brain starts to wander off in different places. 1t’s like you’ve
got your head in the clouds or something like that

(6:293-300).

Is he [teacher] going to get me for some little thing I
didn’t do? ..... I‘@ worried too much about that (3:607-610).

...they don‘t have 2 teacher’s pet, and they don‘t have a
person they hate and they always bug (5:233-236).

If you have a teacher thst is strict but he has, he likes,
really enthusiastic scmetimes, that‘s fun (23:8-10).

1able continyes



Tabie 4 {continued;

et

ECUENCTY

jaterview Jarple

Characteristic e
= 1 - W
heipfui,

gives attention

frienaiv, nice,

approachanie

comunicative

tun

understanding

motivating, animated,
enthusiastic,
not boring

not yelling,
not frightening

19

18

16

14

13

13

13

Scoe of the teachers arep’t that great; lhey say ‘Vell,
here’s your work ang 9o it* (21:153-155) [ana)

...11ke some teachers when they‘re teaching the thing, they
agon‘t Qo iato it, like. They teach it, like, five seconcs,
and then they expect you to o scmething with it

(7:20-22).

I learn a lot when the teacher explains it thorougnhly
(7: 23%).

1 iike most teachers ]| have. I iike Deing good friencs with
them. Cause Mr. X and I, like... he’s always asking me, he's
always joking around. It kind of brightens up my cay
(12:533-537).

Like, some of the teachers want to heip you but they help
you in the wrong way. Yeh, like they really car’t reach you.
They just explain it, they heip you but...(anq the other
partner adds) you gon’t understand it, and they start
yelling at you for not listening in class {12:201-208).

If the teacher is soct of like, even have a quality of one
of the kids - fun loving (25:443 4453,

[An understanding teacherl kind of like realizes how ve

want the class; he asks us how to make the class better
(12:163-184).

fAnd it could be)] not only for school work; it coula pe aiso
for just talking over your problems (13:273-274).

1 feel interested when the teacher starts acting out things
and ceally getting into it. When they get excitea about
vhat they’re doing (6:235-298).

It‘s just like he‘s trying to keep to himself, you know,
teach what he has to and go home (6:67-69).

iIn an ioceal class] the teacher wouldn’t have to yell at
us and, I gon‘t know, I just think it wouid be a iot funner
(3:648-652) .

Some people are really shy and they won’t come to the
teachers if they’re yeiling at them (24:124-125).

I m®an, in one of the teacher’s math classes, | go in it ana

I am 3fraig, I mean, I‘m more worried about him than
the lesson, you know? (3:602-605).

lable contipyes



Table 4 (continued

Chargeteristic Frequency

Interview Sagpie

sense of humour

not mean, not mad

fair

caring, considerate,
co-operative

encouraging, not critical

relaxed, patlent

happy, positive attituc:

interesting, creative

respectful

balance - serious/fun

1istens

12

11

10

10

10

..... if ha kept, cracked jokes, but kind of uncer controi,
like, 1f he did it at the right time, you know (11:304-306).

1f they are really crabby or scmething, they’ve had
a hard day oc scmething, that turns you off, and turns you
into a grouch (16:312-314).

Robots also would be helpful ln that they would be fair
(14:442).

Like the teacher vho lets you come in out of the rain
(16:315-316).

If your teacher is really nice to you, and kept cheering
you on, trying to get you to do it, like you try harder than
If the teacher kept putting you down (18:37-40).

Patient teachers, alvays being there when you need them
(13:2N1-272).

{If you havel a cheerful teacher, then you have a
cheerful class (6:506-507).

When the teacher has a special way of saying it (12:489).
Maybe If yc: argue, the teacher wili respect you (14:123).

I think teachers should mix eaucatlor and fum in, just not be
strict and uptight (16:30-32).

They don’t just jump on you; they should listen to what
you have to say (22:32-34).




o

rotary system, many share the same teachers. “And then we have
another teacher and he just sort of goois off all the time*®
{9:132). Supply teachers who did not understand the rules or
routines caused probiems for the students. Although thls was not a
reason for being rude or disrespectful, It was {elt that the
teacher should be gqualified tc teach the partlcular subject,

especially where safety was Involved, such as physical education.

Students value a good student-teacher relationship; this was
deemed important by elghteen pairs of students, as noted in Table
4. "A teacher who you can talk to about, llke your problems and
stuff® (12:14-15). It !s Iimportant to have a teacher that you
like. Students will work hard if they llke the teacher; they admit
that they will go out of their way not to learn for a teacher whom
they really disllke. If a teacher s too strict and °just wants
you to work, work, work all the time ..... you wen’t, you’ll go
agalnst them for dolng that* (12:214-219). However. it Is a
reciprocal arrangement: *I say kids should have a better attitude
towards your [thelr] teacher, llke, it’s not only the teacher
putting in the effort to make them feel at home; they have to,
they have to put in their effort, too" (22:133-137). On the other
hand, the teacher s not one of the group. A teacher 13 expected
to malntain a certain distance. He/she Is not to pry or become
involved In the students’ private affalrs. This ls just as bad as

a teacher who Is cold and unapproachable.

This balance s also perceived in viewing the teacher as too

serlous or too comical, too strict or too lenlent. As .ach as a



sense ¢f humour ls hlighly valued, a teacher should be "serious at
gerious times" (6:361). Conversely, sixteen palrs stressed that a
teacher should be an authorltarian figure and have good control of
the students. A teacher who can balance control and freedom seems
most acceptable. A teacher who s too strict is just as bad as one
who has llttle control. However, control !s not entirely dependant
upon the teacher: "I thlnk a good balance is Important, of
disciplline and not, but, you know, 1f the kids weren’t so rotten,
you wouldn‘t have to worry about i1t® (3:614-618). But teachers who
overly excited the class and then became angry and punished the
¢lass were perceived as belng unfair. A few teachers were
perceived as having no control. Students did not favour such lack
of contrel and complained bitterly. A few were qulte cynical and
explained how they “conned® such a teacher regarding homework,

lines, marks and skipplng classes.

Lecturing was perceived more as a teacher trait than a method
of teaching. About half of the students expressed their
disapproval of teachers who talked too much. *You’ll just start
hating the teacher whlile you are In the class, blabbering
anything, everything® (20:113-115). Students perceive that they do
not learn as much when they sit and listen to the tesacher every
day. What Is particulariy annoying ls when the teacher talks off
the subject for a whole period and then assigns a large amount of

homework.

The teacher’s personal characteristics were described at

length. Rineteen palrs appreciated a helpful teacher, one who



glves attention to the students when needed. Students liked to get
help from the teacher but often were unable due to large classes.
The majorlty of students felt that classes should be comprised of
about twenty students. "I want the teacher, if I 1ift my hand, it
won‘t De till the end of class that she comes around® (8:455-456).
Interestingly, one student felt that teachers tend to “concentrate
on the students that do well (n classes® (9:342-343). Eighteen
palrs of students stated that they valued teachers who are
friendly, "nice® and approachable. Students are more llkely to

work hard for a friendly teacher and to ask for help.

Effective communication seems to be the key to success:
"...wllling to communicate with the students - 1 thlink that, that
would be the best kind of teacher' (6:375-377). A teacher’s
abllity to communicate seems an elusive characteristic. In the
ldeal school, teachers would relate to stucents more, not in a
lecturing way, but shacring Ildeas about the lessons, through
discussions: "we talk back and forth® (3:329). Perhaps a teacher
might say: * "0Oh, that’s a good questlon® or "I wantad someone to
ask that®; not just "I don‘t know, read It out of the textbook® *

(8:404-407).

A “good" teacher Is one who puts in some fun, occasionally.
*Fun®* can be work, where °®you learn stuff from [t" (1:205).
Teachers who are fun teach Iin "a fun way* where "everybody would
learn® (11:44-45). With one teacher "everybody would come out and
say he’s a really nice guy. They would always talk about what they

learned so...it’s the only way I think you can learn® (11:45-48).
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Teaching in "a fun way" is perceived as a teacher characteristic
because the teacher pians the activities. However, because i:f is
ciosely related to the kings of activities performed by the giass
it wilt be gaiscussed further under the heading *“learning

environment®.

In the ideal cliass, teachers would be understanding. Such a
teacher would listen to your point of view or your side of the
story. *"Teachers shouldn’t jump into conclusions and stuff, like,
they shculd give vou a chance to explain, cause it’li! help them
cliear up a situation* (12:80-84>. An understanding teacher wijll
"let you come in out of the rain!" (16:315-316). One student went
so far as to say that, no matter how badly he thought of a supject
betfore, if a teacher considers how the student feels and tries to
make the lesson as interesting and creative as possible, then *1I
tnink that practically fixes everything* (20:328). Helpful
teachers are much appreciated. One teacher “wouldn‘t help my

probiem any more: she‘d make it worse" (11:693-694).

Teachers who “get vou interested", who are motivating,
enthusiastic and animated, are *not boring". “It’s not only
poring, it‘s you con’t learn® (11:29-30). Teachers who “just stand
there ana talk to you* are aull whereas those who ®walk around,
and actions and stuff, ..... and make you involved in the lesson®
promote interest (5:340-343). Cne student commented upon the age
of the teacher: “it also depends on their age; like, really oid

teachers, I find they‘re boring" (12:257-258).



[}

Thirteen vairs of students, as seen in Table 4, stated that
they disliked a teacher who velled frequentiy or who was
frightening. Yeliing is perceived not necessarily as a louag voice
but as any verbal disapproval, even if gpoken in a normal voice.
Instead of vyelling, teachers could deduct marks or give extra
homework, if students did not do their work. Teachers who explain
in a pleasant manner are more likely to establish a better
reiationship with the students. Also, if the teacher is annoyed at
one person, “the whole class shouldn’t be yelled at* (1:55-56).
Noer shoulid the whole ciass be punished if only a few have
misbehaved. "That really pugs me about school too* (1:69). "Nice®
teachers do not have to sacrifice control of their classes. “You
know, they can laugh and everything but if you do something wrong,
they’l! be strict* (23:222-223). Again, the relationship is a
reciprocal one; “the student reacts the way a teacher reacts®

{11:61).

Teachers who are "not mean* or "not mad* are best. "lf they
are really crabby or something, they‘ve had a hard day or
something, that really turns you off and turns you into a grouch®
(15:314-315). In the perfect class "you could talk to your
teachers and they wouldn’t get mad* (1:379-380). Also, teachers
should be fair in their dealings with students. Overly harsh
punishments or punishing the whole class when only a few are to

blame is consideread unfalr.

Caring teachers who consider the stugdents’ point of view ana

who try to co-operate with the students are valuea. If a stuqent
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falls a test, tne teacher won‘t just say *Okay, you taiied the
test; bad boy* but will say *"Try again next time" (18:48-51).
Teachers who are encouraging, not critical, are more likely to
elicit an effort from the students. Students and teachers shouid
‘work as a group to go through their daily work® (22:155). Also,
It was noted by one student that she would “like to see the
teachers get along cause 1 know some teachers don‘t get along in
this school* (1:441-443)>. This would be an asset because it would

allow the teachers to discuss their classes more freely.

The list of teacher characteristics was long ang
comprehensive. The influence of the teacher is obviously great.
Friendliness ana the ability to communicate, both on an academic
level and on a personal level are key elements in effective
teaching. Negative, harsh or threatening teachers seem to turn
Students away from learning and build resentment. Although a
teacher would have to be a saint to qualify as a perfect teacher,
the students readily acmitted that nobody was perfect and that a

teacher was only human.

Learning Environment

The learning enviranment encompasses any learning activity
performed Dy the students. Students discussed various aspects of
the curriculum, the climate for learning, the workload and the
controls in the classroom. Socio-educational and experiential
tactors were also considered. These characteristics and further

interview samples may be seen in Table S.
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Tanle S
Perceive
N

Characteristic Frequerncy interview Sample

Zurricul ] t

subjects 23 [To the question of what is most important to you in your
schoolingd Well, I quess it‘s English and math (20:8).

qrama 13 I am very interested in drama and [ want to be an actress when
I grow up and I enjoy classes very much (13:244-246).

phys. ed., sports 12 I’‘m really athletic and I like being in athletics (18:273-271).

ejectives 9 ... the electives because they’te really fua, they are a break
from the normal, boring stuff (20:48-84).

music 5 Yeh, I'm in vocal. [ didn‘t think much of singing untii I joined

this (11:430). I think you <hould get as broad a learning as
possible, like, not just sul jects like math, science
- like cther things if poesivle, like the elective program

(25:13-17).

extra-curricular

activities 5 . because it sort of makes you want to come te school (24:34).

Climate for Learning Category

fun 2: The teachers could a little bit more, [put) a little Dit more
fun into the thing, without just giving you strictly wark
(22:193-195).

not boring 17 I just don’'t know, school is sort of dragging on and on and

on for me. I don’t know why ... (i8:163-165).
Everything seems to be fun, not boring (24:143-144).
interesting,
exciting 12 Lixe, I used to hate history but now I have a aifferent
teacher, in my own way, and she alway3 makes things really
interesting (7:240-243).
discovery (research),

creative 1 . we had an archaeology dig and we found iotsa stuff
(12:449-450).
chal lenge 11 I like work that you have sort of a challenge, instead of

just, well, it’s so sasy that you know the answers. Like it’s
not even a challenge (13:310-313).

If you can beat the challenge, then you know that you can o
same more. And then you know you‘re really learning
samething (4:419-421).

1abie contipves



.elie T oicenlinuess

. "
Charasterieric rregyency

interview Saspie

Cenirgl Catecorv

chGices 13
variety 12
Dreaks 3
movepent - active b

some freegom
of expression

o

N

Stugent input

Q15CusSsions 20

groupwork, centres 10

participation 4

i think [ would enjoy it more if it were more democratic, iixe

the teacners would ask us, er... "For this term, whal €O vou want
16 00? Because we have to do these things, Dul inh what orger 0o you
want to oo them?* and have the ciass vote (20:335-341).

Like different projects, not just sort of *SNrite it oown on
paper®, or whatever (8:374-379).

You need a break, like, ycu couldn‘t have sight, or wnatever,
s0lid hours of school (8:63-653.

If 1 could change the school, I‘0 make more outQoor activities
in the summer (6:464-455).

..... when they just sit anc make you €O your work, you can’t
move, you can't taik, you €an‘t gdo anything (13:44-47).

A teacher of mine, in geography, what she dig, she mace us teach
a class for a project (10:258-259).

When we are having a ciass discussion.....cause ]
find [ learn more from that because 1 see everyboay’'s viewpoint
(17:275-21%).

1 like it when we get to work in groups ang stuif, ana I only
like jt if we have a good group. Because some peopie don’t |ike
to work and ! don‘t like that (6:262-266).

If you’re doing it by yourself, it‘s not as interesting, cause,
like, you're sitting there and it’s a really boring thing,
right? But then, if it‘s a group project, you get more

out of it, if everybody coes their share (7:216-220).

(1n the perfect class) [ think everyboay is participating
(13:217).

table contjnues



Tadble 5 (continued)

projects

handgs on

Game3

field trips

visuail

Workload Category

balance - work/ play

less writing and
notemaking

on level of ability

balanced workioad -
eagy/hard

less repetition

12

11

10

1 think they are really good for your learning. You learn a
1ot about @ subject when you do projects (23:316-317:.

Because I like fiddling arocung with chemicals and difterent
gtuff (24:199-200).

Take, for instance, the French teacher, he plavs a basebal! kind
of game..... that just acas a littie more fun to it (2:12-15).

You learn =asier when you’re there, instead of, like,
write, seeing it on the board, then writing it oowh on a
piece of paper {12:455-457).

1 m=an, vhern I‘m In history, it‘3 easier vhen she shows things
in front of the class, you know, pictures or maps of scaething
of whers they went (19:217-200).

I don’t think you have to work, like, every minute of the
period (12:567).

[In the ideal class) they woulan’t just give us ouestions.
Cause when you do questions, you don’t learn from it
(21:378-380).

I think we should be able to iearn in groups..... with the
groups of your ability (15:44-47).

Well, not too hard and not oo sasy (17:375-376).
You already kmw these things and they bring it up again, and

you think I already know it, ! con‘t want to go through it again
(4:371-374).




Twenty-three pairs of students discussed the I|mporiance of
the variocus subjecis they were taught. There were many diffsrences
between students as to what subjects were more reievant and/or
more interesting. English and mathematics were generally
consldered to be most important for thelr future career or |ife.
History anc gecgraphy wesre debated; some thought these subjects
were useless whlle others thought it was good to know where they
came from or a little about their world. Science was enjoyable and
*not boring® if the students were allowed to "do* Interesting
things such as experiments. These subjects, along with French,
were considered to pe the basic ones. Drama was vaiued very highly
by most stucents because 1t allows a certalin amount of freedom and
self-expression. Drama provides many opportunities to develop
self-confidence. *Becauss it‘s not like going to fall you or pass
you at all, but I guess it makes you a kind of better person, 1lke
more outgolng, more outspoken® (21:251-254). Most students loved
physical education although there were certaln aspects which
individual students disllked. Stucents seemed to enjoy any
actlvitlies that Involved physical movement. *...llke physical
education, because, like, you are actlve; you are having fun, at
the same tlme, you are learning also. You are jearning skillas®

(14:157-161).

The electives were aiso highly valued. They were a change of
pace, a iess pressured situation, where the students could “make®
something. soclalize a little and also move around. The electives
are "a break from the normal boring stuff® (20:50). Also students

could choose their electives, in School B. Subjects such as family



sLugles ang incusirial aris wers en ovabie, again if the siugenis
were 2illowed 10 ¢¢ “hands on* activities rather than listen 1o
lectures or d¢ only theory. These who topk either instrumentai or
vocal music really enjoyed it. "It makes the cay go quicker ancg
funner® {19:255-256). Extra-curricular agtivities were scmething
to look forward to after regular schoolwork. Clubs and Sports were

cited as peing a lot of fun. *Because it sort of like makes you

want to come to schocl™ (24:34-35).

Learning shoulq be fun. "It‘s when you’'re having a gooc {ime,
you‘re l2arning more* (8:309-310). Fun was considered to De work,
however, not “fcoling around® or "wasting time". As noted in Taple
5, twenty-one pairs of students stressed this repeatedly. “When |
go into a classrocm, I like to have fun but I 2also like to ac a
lot of work. But @ can‘t really concentrate when 1 am always
serious" (12:21-25). Seventeen expressec a wish that the learning
environment should not be "boring*. Work that is chalienging or
that reguires one to discover oc find out was considerea fun.
However, *1f it’s too hard you get discouraged. | think it shoula
be fairly challenging® (9:320-321). Related to the difficulty of
work is the make-up of classes. Sixteen pairs thought that
stugents should be grouped according to ability levels. [t is "so
boring®” when the teacher has to go "super slow® that “they’re
{quicker students] not going to listen any more* (105:500-504).
Yet, groupwork was highly valued for many reasons, one of which
was "if you have someone whc is, say, is really lower than you,
you can help them along or a tittle higher, they can help you*

(15:49-51). School work should be interesting. Subjects are



(BN

interesiing 1f they nave a reai-life appiicaticn or are usesui.
Interest may cepenc upsn the indivicual’s preference for a2 subject
or I may cCepend upch how the teacher presents it. *Fun” anc
“Doringt are commoniy useg terms. They will be ciscussea furiner

under the topic 0f *Reievance".

Stucent control and freecom in the learning environment was
discussed. Thirteen pairs of students appreciated having choices
within a class, or in the elective program. Studenis are more
interested in a topic that they are allowed to choose. “That’s

retty neat® {11:599). Also, a variety of learning activities ang
teaching styles was perceived as important by twelve pairs of
students. A change from the reguiar routine was fun. *You have to
have a change as well. Like, 1f your teacher always does things in
the same way every lesson, it gets realiy boring” (7:95-98).
Students saia that they like breaks during the day, a few minutes
to be aione, to chat with their friengs or toc relax. Perhaps "one
period a day for silent reading* (19:326). Lunch was considerea an
important break. Intermediate students do not have a recess, but
when they move from class to class they have an opportunity to

chat with their ciassmates.

Class discussions were perceived as an important component of
the learning scene by twenty pairs of students. Interaction with
the teacher was seen as a useful means of integrating knowledge.
“wWhen we give and take, when we socialize with the teacher, like
when the teacher starts asking you what you think of this.....then

I get Interested" (11:505-510). Also, sharing ideas with fellow



Classmaltles was pergeived as impertani: *I think vou learn more,

like, when you actuali:y ta!k abgout it in class than vou Co if vyou
Just ccpy notes offé the boarg” (9:24B8-2503). Students get 10 know
about each other as well as the subject of the lesson. 3But
discussion should De in moderation: *1 fingd that to be one ot her
[teacher] faults; there's aiways (o0 much talking (3:320-3223.
Alsgc, students reaily like to work in groups. However, the
compatability of the group is most important. Stucents do not |ike

to be compelled to work with studenss whom they do not like or who

do not contribute their fair share.

Projects were a favoured form of learning activity,
especially when stucents could work in pairs or groups of their
choice. Projects require sStudents t¢ show initliative and
independence, to research and plan. “Well, yeh, projects are good:
I like to do projects* (15:259-260). Games and quizzes were much
enjoyed as well as hands-on work. Experiments in science are fun:
“You see different things happening that you never thought otf*
(19:172-173). Field trips were considered to be gooa iearning
experiences. Visual aids, such as pictures, movies, objects added

a new dimension to a lesson and provided interest.

Twenty-three of the twenty-five pairs suggested that there
should be a balancec workload. A mixture of “"fun® and "play" was
perceived to be very important. "I think teachers should mix
education and fun in* (16:30-31). Fun can be a vehicle to
learning, however: "Like having entertainment and work, and using

the entertainment to show them what they are cdoing. Like, to show



them, o give exampies" (16:384-387). Stucenis wishec that the
wOorkioac ccuic be more evenly Spreag. Varicus teachers tenc o
give projects all at one time of vyear. Tesis seem 10 ccme
together. "Cne day [ had five tests; |t was harc £¢ stugy..... they
shouic spreac it outl more" (1:282-296). There should 2iso be a
palance in the gifflculty of the work. This issue was ciscussea
previously iIn regarc to challenge ana to grouping stucents
accorading to ability. The Qifficulty level of the lessen shoulc be
balanced so that it is not too easy but *if you have something too
hara, I find that really frustrating® (13:320-321>. It was feit by
twenty pairs of sludents that there was too much emphasis on
writing activities. QOther activities, such as dramatizatioas or
debates “would just sort of be a change from writing down work.
handing it in* (3:369-370). Writing exercises seem to be centrea
around answering questions, either from a textbook or from the
blackpoard. It must again be stressed that writing per se was not
bad. The students felt that a mixture of oral and written work is
best. Hanas-on activities, discussions, projects and groupwork are
much appreciated but not all the time. Students like to work
alone, at times, and do written exercises or read silently. This

theme is expressed consistently throughout the interviews.

Homework

Although homework could not be classed as a major issue, as
noted in Table 6, there were considerable differences regarding
the need for homework. Of those students who mentioned homework,

nine students said they agreed with homework and two were



Characteristic  Frequency

Sampie Interviews

Apount Cateqory
moderate 12
evenly spread 4
Attituge CategoCy
agree 9
to be completed 8
heipful 3
disagree 2
Facilities C

various facilities 7

windows 7

Fopevork

I think there shouidn’t be, )ike, homework for everything every
night. Like just three subjects, maybe, a night for fifteen or
twenty minutes [each] (23:312-314).

..... because acme nights, [ have nothing to do.....and one nignt 1
et home, and 1’m continually working until 11:30p.m. (20:459-464).

1 think that, my view is it is intruding on my time (18:427-428),

I think it should be based on If you get it finished you don‘t have
homework. But if you don’t get it finished, then you do it for
homework (11: 652-635).

1 agree with it; I just don‘t like it! (18:454-456).

Well, you have to get everything done. (18:457).

..... because the teacher is doing it for you on the boara and
stuff, S0 you have to be able to do it yourself,

so doing homework... (19:467-469).

Weil, I don‘t know, if you have homework, you kind of don’t leara
that much (19:471-472).

Physical Environment

The facilities and stuff like that need beefing up; the shop rooms,
like, quadruple the size (20:200283).

But if the windows are open and it‘s all airy and the teacher’s in
a good mood, it‘s funner to work (16:324-326).
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Qhacacteristic Zreguency

Sacple Interview

;:m‘gr;

[ ry
terperature

controllec 5
fresh air 5
softer chairs 5
gesks to fIt 3
Appearance
Cateqory
be lght 4
moderately clean 3
colorful 3
Intecvention
Category
helpful 4
encouragling 3
moderate control 3

I think there should pe air-conditlonino. Definitely. You can’t
think i[f there is sweat running cdown you (24:357-359).

Qur vindows, they 1Ift up but they don’t let the wind In
(24:373-375).

and 1f you’re just sitting there for eighty minutes, it really
gets very uncopfortable (4:475-476).

No. You go to sit down and you see how short it [chair] is...and
you sort of, bang, you hlt the bottom (23:258-263).

1d make It bright; 1 llke bright classrooms (6:499-500).

It shouid be clean, but not too clean..... Weil, it shouldn‘t be
llke a hospltal or anything (15:683.

I'd say a bit loud eolours, llke, because you can’t come into
another vhite ciassroom, !lke, 1t doesn’t bring out your heart into
it (14:528-530).

Pacents

Somet imes you have problems with the work; it’s good to have
parents that support you (23:40-41).

Like, I‘m sncouraged to succeed at my house (3:90-91).

They are the ones who have to make you, ...kind of push you to
do things..... because they know it‘s important®(17:60-69}.
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cefinitely opposed. “You shoulcd .ave homework..... because the
teacher is aoing it for vou on the board anc stufé, so you have to
be able 0 co It vourself, S0 having homework...* (19:261-259).
The majority perceived it as a necessary evil, to be usec more as
a practice sessicn feor students who were having difficulty, an
extension for these whe did not get time to finish in class, or an
application to a lesson taught in class. *1 agree with it: I Jjust
aislike it* (18:455-456). T.esive pairs of students expressed that
homework should be moderate, about thirty minutes to one hour. A
few students diq more than that at times. It seemed to be given
quite uneveniy between the varigus teachers. Students said they
would have no homework for several nights and then it would be
“piled on* one night. *Like, I don‘t know 1f they nlan It or
not..... and then you get every subject, tons of work! And that
Jjust drives kids nutty. Tlike... T find myself nearly erying
because I have all these projects to do* (16:431-439). Tests
seemed to come all at once as well as projects. Nonetheless, it
was felt that assigned homework should be finished by all

students. "You make sure that it‘s done* (10:395).

Physical Envi !

The physical class and school environment was a minor issue.
Table & illustrates the characteristics which were mentioned. A
few students expressed a desire for better facilities, such as a
swimning pool, larger classrooms, water fountains that work, etc.
The main concern was the need for big windows that not only

provided good light but good ventilation. The lack of fresh air
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seems G be a conmmon problem. “You're ccopedt up in a classroom
that has no air-ccaditioning and when the windows are open, it
doesn’t matter [nc airl" (6:467-45%>. It should be noted that the
interviews were conducted during Mavy and June, cduring -hich one
week was extremely hot. "I think there should be a lot of natural
light, like if they try to get &s many windows as possible in the
school" (25:547-549). Also, hard chairs or chairs that are the
wrong size were complained about. *I can’t go intc a classroom and
find a desk that‘s my size" (11:r33-734). On the whoie, the
physical environment was pleasing, particularly in regarg to

cleaniiness.

Few students mentioned the rcle of parents in thelr
schooi ing. Perhaps this was because the interviewer’s gquestions
addressed their schooling experience, which was interpretea by
most as what happens in school. Those characteristics mentioned
appear in Table §6. Parents should exert moderate control. Parents
who are encouraging are appreclated: "Like I‘m encouraged to
succeed at my house® (3:90-91). And parents who can offer some
help, check over work or help to ask questions before a test are
perceived positively by some students; others did not wish them to

intervene.
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Perfect School

When asked to describe the “perfect class*, many studentis
said that they would not favour such a thing. A few bad things are
neeged to create a little interest, to provide something to taik
about, or to complain about! Several said that perfection was
impossible and totally unrealistic. *1 wouldn’t want it to be
perfect. Like, not everything can be perfect. And cause [ don‘t
think it would work. I think imagining anything perfect is atupid
because you can‘t...nothing is perfect®" (7:300-304>. *I sort of
think I wouldn‘t like to be in that situation because If
everything is to be perfect, weli If you don’t have any problems,
how are you supposed to learn what 1t’s going to be like? I mean
life is not going to be perfect all the time* (25:405-4103.
Whenever the students interpreted “perfect® In this way, the
interviewer then rephrased the question to describe the *ideal®
class. This word elicited more reactions and suggestions for

improvement.

Schoo! Rating

Students were asked to rate their present schooling
experience as excellent, good, average, fair, or poor. These
results may be seen in Tabie 7. Some students chose an in-between
position, which points tc a need for a fulier range of choices for
the question. This fact reinforces one of the criticisms of
surveys, mentioned earller in the study. The average per cent

ratings by the students from both schools were as follows:
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excellent - 17%; gooc - 36%; average - 24%; fair - 1%; poor - 2%.
The resuits from the two schocls are very consisten:, a fact which
perhaps allows some conficence In the interpretation of tne
findings. Generally, students seem to evaiuate their school quite
hignly, over half of the interviewed students rating it as good

and aboutl a guarter as average.

improvement Neeged

When asked how much improvement would be neaded to change
their school into an ideal school, students responded as follows:
a lot ~ 6%; medium - 39%; small - 43%; none - 0%; no answer - 12%.
These results are average percent ratings by the stucents from
poth schools and are noted in Table 7. In Schoo! A, one pair said
they could not say how much improvement would be needed: the
interviewer omitted to ask the question to two pairs. hence the
25% rating under “no answer". Again, the results are quite

consistent between the two schools.

These results seem to indicate that students in both Schocl A
ana B are relatively satisfied with their present school ing.
Nevertheless, a considerable proportion of students, about 40% in
each school, perceived that a medium amount of improvement would

be in order.

Although the majority of students rated their present
schooling experience as good, many students said that it woula
require a medium amount of improvement, not a small amount as

might be expected, to convert it to an ideal situastion. The choice



Table 7

Grade 7 ang 8 Students

School Rating by Percent

Excel lent Geod Average Fair Poor
School A 17 54 25 0 4
School B 17 58 23 2 0
Average 17 56 24 1 2

improvement Requlired by Percent

a lot Medium Small None No answer
School A 8 40 27 0 25
School B 4 38 s8 0 0

Average 6 39 43 0 12
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of words may have caused this somewhat contradictory response. For
future research, it is suggested that a scale of ten be used

instead of words, to assess both the amount of improvement needed

and the schogcl rating.

Students were avked what their friends and clasuuales would
consider to be most important in their schooling. The purpose of
such a question was to allow students, who might have Dbeen
reticent to give their personal view, an opportunity to distance
themselves from the question. Many students perceived the “other®
students as choosing friends to be the most important factor in
thelr schooling, even though they, themselves, might have chosen
another factor. An interesting variation of this response was:
*well, some of them would say friends and some other, ones |ike
the intelligent ones, sometimes it’s usually the intelligent ones
who say teachers and subjects® (22:86-89). Students frequently saw
their classmates as being too social: " It‘s like a lot of my
friends are very social...not doing so well® (7:119-120). Yet,
they seldem saw themselves as being too social or not working too
hard. When asked how the other students would rate their present
schooling they replied that it would probably be the same as the
way they had rated it or that it was impossible to comment upon

what the other students thought.
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Relevance

The students’ concept of reievance emerced clearly throughout
the analysis of the protocols. Students’ perceived relevance has
two dimensions: practical and personal. Practical relevance is
externally imposed upon the student by teachers, parents, or
society. Personal relevance, on the other hanc, comes from within
the student: to learn for its inherent value. A list of the
characteristics which students generated for ‘“perscnal® ana
*practical® relevance may be seen in Table 8, accompanied with
interview samples. The protoccls were re-analysed from this new
perspective. The students’ perceptions of the relevance of their

schooling wilil now be discussed.

Practical Relevance

As noted in Table 8, twenty pairs felt that school is
important because it helps one prepare for a career. School helps
to prepare you for the future or for iife. “Right now, what I'm
thinking about is university and having a job, because I don‘t
want to just live on the streets* (4:67-78). Many thought that it
was important to do well in school for marks, such as tests or
exams. “You need some kind of marks, or high marks to get into a
higher level of learning next year® (3:22-24). One reason that the
electives are so popular Is that “you are not trying to impress
anybody for marks:; lt‘s only, like, an elective * (21:243-245).
School should teach skills that are useful or practical, that can

pe applied in real life. There was a definite perception of what



Table 8
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ang Interview Sagples

Characteristic Frequency Interviev Sample

Personal Category

learning - education 2 As long as I find that 1‘m learning and enjoying it
(4:411-412).

like - dislike 19 1 like to come to school (24:155).

interesting, exciting 16 1f you do something exciting, it’ll catch the student’s eye,
like make it better (10:260-262).
When you are really bored, things that ace pounced into
your head you don’t get (18:297-299).

enjoyable, feels good 14 ..... and | enjoy classes [dramal very much (13:246).

desire to learn 12 1 quess it would be just for your knowledge. Would you
like to know it? (13:299-300).

fun 12 ..... and make learning more fun and easier to iearn
and keep ingside (2:5-7).

nevw ideas 1 IIn a good class] they concentrate more on creativity insteag of
just facts (20:53-54).

understand 10 They would stiil be working but have a discussion about
the thing so they would understand it better (22:261-263).

¢hal lenge 10 ¥hen you have a challenge, cause then if you can beat the
the challenge, and then you know that you can do Some moce
and then you know you‘re really learning samething (4:416-421).

remember 9 And if he [teacher] teaches it in a fun way..... I think the
students will remember it more (11:19-21).

neat-to-know 9 We shouid know where we came fram and why things are today,
why Canada is Canada (24:13-15).

better person S ... and it builds up your self- confidence, like
1 said (21:47).

get along and/or work

with others 3 You’re doing it with your friends... sometimes you can

learn more about your friends and the subject you're
doing it with (7:212-214).

table contjnyes
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Characteristic Frequency interview Sample

Practical Cateoory

career 2 ... so that you can, like, get iike a job and stuff like
that. Like that you can make 3 good iiving {12:6-8).

future 18 what I think is you need a good equcation to live...in life,

marks - tests, exams 17

real-life application,

useful, practical 16
impoctant 12
life 12
high school 7
pass 7
university 5
Success 4

or you‘re not going to co very well (6:41-42).

As long as, like, I pass and, you know, I get good marks
(10:94-95).

it’s moce interesting when you‘re applying it to
something you’re actually geing to do (7:45-47).

Same things are important, not ail of them, iike some
things are not impoctant at all (8:10-11).

..... like learning the basics, llke math, language, er...the
things you are going to use in the outer worla (16:8-11J.

The dates and stuff you need to get into university and
make it through high school (2:402-403).

..... because it‘s [dramal not like going to fail you or
pass you at all (21:251-252).

You need your education to get degrees in university or
col lege (2:104-105).

..... like, be a success when you get out (16:21).
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subjects or skills were "important" or "basic®. *French, math anc
science, like those things vyou need in life, like you can‘t live
without them® (6:33-35). "Basic learning, like until you gel out
to the big world, basic learning, like you really have to get that
down pat* (16:108-111). But, when a student taiked about learning
the subjective completion in grammar, he could sSee no relevance in
having to learn that: "like I‘m having trouble with them. I don’t
really want to know, really, because it won’t help me in the
world, will it?*  ((18:102-104). Sometimes the sStudents’
perceptions seem a l!ittle confusing to the analyst. *Subjects,
they’re important for stuff like your brain but they‘re not
important at all for fun..... because projects are, llke, fair: you
need them but they’re not lmportant® (8:219-225). But the student
knows exactly what he means: some things are important for
practical relevance but are perceived to lack personal relevance,
or vice versa: *Just like some things, like it‘s kinda
neat-to-know but you reatly don‘t have to use |i, ever®

(12:327-328).

Personai Relevance

Comments llike ®neat-to-know* refer to the students’
perceptions of perscnal relevance. This dimension of relevance is
more elusive than the more tangible practical dimension.
Nonetheless, it is egually stressed in its various forms. To find
out things one has never known before, to find out more about
oneself, and what relates to oneself is perscnally relevant to the

child. *We should know where we came from and why things are
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today: why Canacda is Canada™ (24:13-153. But in reply was "Yeh,
but why shouid we iearn about France? We con’t live in France."®
And the answer was: “"Because that is a big part ol our
cujture..... and it wouldn‘t be like that without France' (24:
13-21). Most important is the need to get a "good education® or to
“jearn". *It‘s just important that you get a lot of experience in

different things" (25:81-82).

Students expressed their feelings about different aspects of
their schooling with words such as "like* or “"dislike®. "I like
this school and all the other schools I‘ve been to* (5:151-153).
"Most of the kids ] know they don‘t like school that much. They
just find it a pretty big drag* (18:198-200). "They are Just
trying to be like everybody else...they probably really like it*"
€19:111-112). One can see that it sometimes becomes very difficult
to ascertain what students really perceive! By probing further

with yuestions, one can usually unravel their thinking processes.

Words such as "fun" and "Interesting" and ‘“exciting" are
frequently used. "Like with history, you find, I find it
interesting because to learn about the past, like how man did this
and that before us® (14:327-329). In French, where the students
are doling skits, “that’s fun...we get fun and learning at the same
time* (1:211-212). Interest may come from within, however; °I
think it‘s just something that comes naturally. If you have a
certain interest to it, it will seem more exciting to you*
(13:52-54). When a student finds the work interesting, he

perceives the experience to be enjoyable: "... but I still enjoyed
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it, ang that's when I ¢{find I‘a learning a iot in Dooks®
(18:325-327>. Learning about "new igeas* was oeemed 2 positive
experience, as weil as a “"challenge. *My idea of fun is like when
the lesson is really creative ang interesting and you enjoy what
they are saying and you soak it all in® {20:78-813. 1f the
learning environment is "enjoyable®, it is personally relevant.
One “"understands" and “"remembers® what is relevant. For example,
movies: “"the kigs, like, I think they get more into it and it
pretly well makes them want to listen because they enjoy it. And
it makes it easier for them and easier for them to learn®

(15:138-142).

Although the term "relevance® is never used by the students,
their perceptions of the relevance of their schooling experience
is described through the use of many terms, as sSeen in Table B.
Having a good eaucation, a firm base of knowledge, 1S very
important for students. They are acutely aware that they have to
prepare themselves for the future, for a career and for living in
today’s world. At the same time, they would like to learn for the
fun of it, for the personal satisfaction of finding out about
their environment or of overcoming a challenge. Personal relevance
is probably more difficult for the students to gescribe than
practical relevance because it tends to be more abstract, personal
ang subjective. It appears that most students, however, expressed

their perceptions very clearly.




Interrelationships of Stugents” Perceptlions

As cdiscussed earlier, the interview technique was chosen for
this research because it best addressed the objective of the
project, i.e. to study stucents’ perceptions of the relevance of
their schooling. Once the categories and their characteristics
vere described and analysed, the students’ perceptions emerged. It
became apparent that relevance pertained to various
characteristics which were interrelated. The protocols were
re-analysed from this different perspective which revealed several
*connections® between the major categories gescribec above:
classmates, teachers, and learning environment. Table 9 shows the

precominant relationships. A description follows.

The major theme expressed was “So if [I‘m not enjoying it,
sometimes I just con‘t take it in. If you're having a good time,
you’‘re learning more* (&:307 310). Fun and learning are definitely
connected. "I mean school without fun..... pretty boring"
(19:51-52)>. Attention is given when the work is interesting. "The
vork should be interesting. If you are docing learning boring work,
you won“t really pay attention* (15:103-105>. "Well, I would say,
most of the classes you do have fun and you learn. But some of the
classes, you sSit cown and you write a note and the teacher will

talk and then you ieave" (3:307-312).

There is a connection between understanding a subject and
liking that subject. If you understand a subject, then you will

probably like that subject. Conversely, if you do not understand,



Table 9

Category Item Frequency
You learn more when you have fun. 17

Learning

Environment You learn more lf you are challienged. 11
You work hard 1f you are Interested. 6
You learn more from a fun teacher. 11

Teacher You learn more 1f you llke the teacher. 10
You learn a lot from good teachers. 7

You will work hard If you llke the teacher. 6

You cannot learn !'f the teacher lacks

control of class. 4
Friends make school fun. 15
Classmates You learn more when you can discuss. 12

Students who misbehave prevent others from
iearning. 12

Friends help you learn. 10

You enjoy school when you can interact. 7
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you wiil €ingd the subject boring and uninteresting. *I don’t
uncerstand French and that’s my most boring class of all time and
I can’t ungerstand it at all. So that‘s probably why you like it,
wvhen you understand things® (17:254-259). If you can choose a
topic that interests you, *you’ll work harder at it because you’re

interested in it* (1:24%9).

Another major theme was that friends help to make schooi fun.
“]1 see my frienas. I think it’s fun. It‘s not that bag"
(19:106-108). Students want to come to school to see thelr
friends; that is where most children meet their friengs. Friends
can help when you are having trouble with the work. “Sometimes I
teel if it‘’s a stupid question to ask the teacher, I feel
embarrassed to ask. But with your friends, 1 don‘t really mind you
asking it to them" (17:91-95). Friends should not get in the way
of one’s learning, however; “Scmetimes, like, good friends, you
Just get too much with them and then it interferes" (16:112-114).
If one does not have any school friends, school can be a lonely

place.

Another connaction s between liking the teacher and liking
the subject and doing well in it. "If you have a really mean,
grumpy teacher.....the students are going to hate that subject and
call it the death room..... but if you have a fun teacher who is
willing to listen and who understands you, then they’ll enjoy it
more® (14:175-184). If a teacher is too strict, “somecne who just
wants you to work, work, work, all the time.....and you won’t,

you’ll, 1like, go against them for doing that" (12:215-219).
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Proficient teachers have an effect upcn learning. *1f the teachers
are good, then you’ll learn a iot* €1:193). “Because of our
teacher, it’s like, we don’t learn anything® (10:324-325). If a
teacher can explain the lesson well, the students will ungerstana:
*Some teachers have a tendency to say “Here it is®, give a milag
explanation and it‘s not enough® (3:471-473). I{ the teacher has
no control there is little or no learning: “No one listens to
him..... I mean, he definitely has tec crack down..... we don‘t
learn anything in his class" (3:495-501). Appropriate punishment
is more effective: "The teachers aren‘t here to inflict like tons
of punishment, eh? ] mean a reasonabie amount ..... like four
getentions for missing your homework is, like, ludicrous®

(20:488-495). °*You should have some sort of system to control

that* (20:496-497).

what is the right compination for success in school? *Well, 1
think most of my friends {would say) if they have good friends and
are learning a lot and their grades are high. they wll] say that
the school is good* (25:190-194). As for the teacher, it is: “A
person who has the amount of discipline it takes to keep the kids
in iine but also has enough laughs, like humour, a good enough
humour to make the kids have fun in thelr learning. And does
activities that are fun and doesn’t just give notes and homework

and stuff llke that" (2:325-332).

Throughout the interviews students consistently expressed the
idea of a balance. In fact, the schooling process seems to be cne

large balancing act! There shouid be a balance between work and
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piay in the classroom. “Well, thnis teacher, her ciass isn’t very
fun, you know. You just sit there and it‘s all work®" (16:49-50).
But "not all fun and games* (16:383). Homework should be given in
mocderation. There should be a bpalance between writing and
discussion, working alone or In a group. The work should be hard
but not too hard. "If it“s not a challenge, you won‘t learn
anything" (13: 314-315). How much challenge? *Just enough®
€13:332). But if the work is fun, you won‘t mind if it is hara:
*Like a fun project, but, like, It’s hard work and it’s fun®
€16:158-160). The teachers should be strict but not too strict,
serious at times, but not all the time. *Yes, they should control

them enough but not too strict® (21:496-497).

*Fun® seems to be the cornerstone in students’ perceptions of
their schooling. "Sun® is doing your work in a variety of
Iinteresting ways. "Fun" is "educational® (€12:401). A student’s
concept of fun pertains to all major areas in his/her school life.
The learning environment should be fun; that is when you learn
best. Teachers who are fun, who have a sense of humour and who
plan fun lessons, are considered to be good teachers. Fellow
classmates and friengs make schoel fun, through informal
relationships and through class discussions and group projects.
Without these elements of fun, school is usually "boring' for most
students. Scheol is personally relevant when it can be considered
fun. "If it‘s not taught to you in a fun way, it doesn‘t stick in

your head"' (11:53-54).
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CHAPTER FOUR

INTERPRETATION

A direct, exploratory approach to the question oi what
stucents perceive to be reicvant in their schooling was fol lowed.
The methodology, utilizing Iin-depth 1nterviews and subsequent
analysis, was selected as the best means to elicit such
information. Throughout the research, emphasis was placed upon
eliciting an explanation of students’ perceptions. Certainly, the
students provided a wealth of Information; open-ended questions
proved effective in allowing the students to express their

perceptions of their schooling.

Through mental mocels, the student forms representations of
his schooling environment. These models are constructed from past
and present experience. Whenever there is a shift in the schooling
environment, due to formal instruction or experience, the model is
revised to incorporate the change. Thus, the mental model evcives
and continues to evolve throughout the student’s school career.
Tnrough use of the model, the student organizes his perceptions of
nis world. In turn, the altered mental model causes the student to
view and react to his environment in a somewhat different manner.
This interactionist process is captured by means of the interview
technique. Throughout the interviews, the students discussed those

elements which they considered to be most important to them and,
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prompted by questions, why they heid these particular views.
Abstract concepts were externalized, through the use of verbal
protoccols, in a manner that was understandable, organized and

relatively simplified.

One ~an readily see from the results that the stucdents see
the environment as a key factor in the learning process. The
social environment is of particular importance; teachets and
classmates rank highly as two of the three most important factors
as perceived by students. The behaviour and attitude of fellow
students is ranked as one of the top three factors by forty out of
fifty students. Similarly, the personal and professional
attributes of the teacher are ranked as one of the top three
factors by forty-four of the fifty students. The learning
environment, which incorporates the types of activities in the
classroom, is ranked by forty-two of the sStudents as one of the

three most important factors in their learning.

The classroom and school environment is a most coamplex one.
How the student perceives events or his place in these
environments provides the content of the interviews. The interview
technique allowed students to discuss their perceptions at length,
in a semi-structured manner which permitted flexibility and
individuality. Paired interviews encouraged thinking and extendea
dialogue. The results of the study wiil now be interpreted in the

light of Vygotsky’‘s theorizing.

The impact of schooling upon a chiid’s cognitive deveiopment

was considered carefullv by Vygotsky. In the preschool years, &
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chlild learns concepis spontanecusly through interaction with his
social environment in the process of everycday living. When hesshe
enters school, however, concepts are presented in a formal manner.
These new scientific concepts are intertwined with the 2already

existing concepts to torm a new and different structure.

Learning precedes development, he maintained; this sequence
results in what Vygotsky termed “the 2zone of proximal
development®. Meaningful learning, then, must be aimed at the
student’s potential developmental level. In terms of the present
study, students expressed their need to be sultably challenged. A
challenge allows the child to strive to reach his potential jevel.
Work that is unchalienging, dull ana repetitious is considered to
be ‘*boring". On the other hand, work that is too difficult
frustrates the student and causes him/her to “tune out® or give
up. Tailored challenges motivate the student to work harder and to
perceive the work as “fun®. Students expressed their enjoyment of
learning new ideas and discovery-type activities, such as science
experiments. They particularly llked projects where they were not
stold* the information but they had to find out for themselves, A
desire for less copicus note-making, endless drills and teacher
lecvuring iliustrates the student’s need to explore. To bDe
challenged by learning which is aimed at the student’s potential
level rather than the actual level is what makes learning relevant

in the purest sense.

Students expressed some very definite ideas about what

subjects are Iimportant, particularly in terms of practical




101
relevance. Math, English and French are generally considered to be
very important because they are life skills, as welil as necessary
for most careers. Subjects like history and geography are
considered to be less important because they have less practical
relevance, and yet, important for some students who perceive that
they have personal relevance. On the other hand, drama is enjovea
by most students even though it has little perceived practical
relevance; it has personal relevance for the student in that it is

*fun® and helps to develop self-confidence.

Interestingly, some students were able to view subjects as an
exposure to various flelds and to appreciate different forms of
expression while others clearly could not see their valuve.

Vygotsky stated:

The psychological prerequisites for Instruction in school
subjects are to a large extent the same; instruction in a
given subject influences the development of higher functions
far beyond the confines of that particular subject; the main
psychic functions in studying various subjects are
inter-depengdent - their common bases are coasciousness and
deliberate mastery, the principal contributions of the school
vears. It follows from these findings that all the basic
school subjects act as formal discipline, each facilitating
the learning of others; the pgychological function stimulated
by them develiop in one complex process.

(Vygotsky, 1986, p.186)
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Although the stucdent may not appreciate the value of such formal
discipline, hes/she will gracually develop consciousness and
mastery of previously purely mechanical skills anca habits.
Therefore, even though the student may not perceive any reason or
desire to learn a particular subject, the experience, according to
Vygotsky, will stimulate the student’s 2one of proxim:.!
development. From the student‘s point of view, however. such
formal discipline may seem to lack relevance, in both a practical
and personal sense. As the students pointed out, boredom with a
subject may not be an expression of dislike of content but more a

dislike of the approach. {(Zuga, 1883, p.17)

Vygotsky stressed that learning is a soclial phenomenon. The
role of fellow classmates and teachers, i.e. the social process in
learning, is of primary importance in the development ©of complex
mental processes; lack of recognition of this process by ecaucators
limits the intellectual cevelopment of many sStudents (Vygotsky,
1978, p.126). This idea was clearly conveyed throughout the
interviews. Many students perceive their school friends and
associates to be very important. In fact, referral to friends was
the only item which was mentioned by every pair of sStudents.
School is seen as a place where one meets friends and interacts
with others. Friends and classmates help each other, both
indivigually, and through class or group discussions. They can
also provide a challenge through such interaction by presenting

new or more advanced ideas to others.
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Characteristics of classmates influence both social
interaction and learning. Students realize the benefits they
gerive from capable peers and, conversely, from less capable
peers, particularly those who misbehave and spoil the learning
environment. Also, students who are low in ability create problems
ir that the teacher may not be able to tailor challenges
appropriately to all students in the class. Hence, some students
may find the work boring because it is too easy or repetitious
while others may be frustrated by work that is beyona them.
Student3 felt that grouping students according to ability level
would help to alleviate the problem. Large classes also compound
the problem, where the teacher Is often forced to teach to the
middle ability range, thereby unavoidably disregarding studeats at
either end of the spectrum. Classes of about twenty students were
perceived to be optimal because therc would be enough students to
provide diversity and yet not too many for the teacher to control

and to give individual attention when needed.

The role of language is a central tenet of Vygotsky.
Language, developed over time, helps to shape the behaviour and
development of society and the indidvidual. Through language,
culture is transmitted. Specifically, language requires the
student to adapt, restructure, Iinteract, integrate and
internalize. Learning activities, such as discussions, debates,
paired and group work, provide the students with an opportunity to
socialize and, at the same time, to integrate knowledge. They
perceive such opportunities as enjoyable and educational. Also,

when the teacher interacts with the students, rather than presents
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knowledge strictly through lecturing and written application, the
students feel they learn more and, at the same time, have more

" fun“.

Vygotsky views the teacher’s role to be of major importance.
Through capable agult guidance, the student may work to his
potential level of develcpment. The students also perceive the
teacher to be of prime importance in their schooling. The
teacher’s personal and professional characteristics have been
fully described by the students. A teacher’s proficiency and
ability to communicate effectively directly affect his/her ability
to guide the student to expand his/her *zone of proximal
development*. A teacher‘s personal characteristics are perceived
to be equally important. Since learning is a aocial phenomenon, it
follows that the social relationship between the teacher and
student plays a major part in the learning process. Students
expressed that they are more likely to work harder for a teacher

whom they like, and, in so doing, are likely to learn more.

For Vygotsky, play is a leading factor in child development.
As in learning, "but in a wider background for changes in needs
and consciousness®, play brings about internal transformations and
screates a zone of proximal development® (Vygotsky, 1978, p. 102).
Students, although not using the term *play® in the intermediate
schoo! setting, expressed a desire for activities such as quizzes,
games and projects. Physical education, where formal games are

played, was perceived to be 2 most enjoyabie subject by most
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students. Students were also most enthuslastic when they discussed

role-playing activities, such as those performed in drama.

The results of the study were compatibie with Vygotsky’s
theorizing. Use of the mental model theory was most successtul in
that Vygotsky’s theoretlical framework was clearly operatlionalized.
Through language students are able to express thelr perceptions of
thelr schooling experience, which Is based upon past and present
experience. The students’ perspicacity was impressive as well as
thelr abliity to express their feelings. They addressed the task
with slincerity and confldence. Educators might seriously consider
viewing students’ perceptlions of school relevance as a component

of thelr professional intervention.

The present study was an integration of theory, methodology
and content. Vygotsky’s vlews on the schooling process provided a
strong framework for a study on students’ perceptions of thelr
schooling. The mental model theory facllitated the methodology,
more as a tool to assist In the research. Students were Invited to
externalize their perceptions In paired Interviews through the use
of verbal! reports. Prom analys!s of the data, a rich store of
information was gleaned. Thus, the methodoigy led to resuits that
were compatlble with the thecretical framework. One may conclude

that each played a constructlve and essentlal part in this study.
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CHAPTER S

CONCLUSIONS

The study was successful in revealing students’ perceptlions
of both their present schooling and the ideal or preferred one.
Resuits showed definite patterns in student responses which
illustrate a concensus by students of what ls consldered to Dbe
important. Perceived relevance emerged as a two-dimensional
phenomencn: practical and personal. Interrelaticnships between the
students perceptions were also gleaned from the interviews and

have been described.

In light of the fact that there appears to be no similar
research on the subject of school relevance, to any depth, from
the student’s perspective, one could conclude that further
research of this nature is in order. Since protocol analysis is
such a lengthy procedure, however, researchers may be reluctant to
use this methodology. Yet, one can see that the protocois provide
a rich description of the schooling experience from the student’s
perspective and certainly more in-depth results than those from

surveys or gquestionnaires.

One could ask what value such information has? And, what use
could be made of the results? Results from the study could be used
to create future surveys which would assess students’ views on the
relevance of their schooling. Such surveys would be based upon

ideas generated Dy the students and would utilize terminology
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appropriate to their age. Without a better understanding of what
students perceive to be relevant in their schocling, an acuit
researcher mey not address the issues which are pertinent to
students; the languege uwsed mey be foreign to sludenls and
consequently risk bius to the results. A clearer understanding of
students’ perceptions wouid aiso result in the provision of a mere
appropriate range and selection of choices in the survey. This
instrument could be used in other intermediate schools to assess
the perceived relevance of the entire student body. Results from
such a survey would be more meaningful because they would be based
upon sStudents’ perceptions rather than wupon those of the
researcher, as in past instruments. Similar studles, utilizing the
interview technique and protocol analysis, could be conducted at
various grade levels. This type of assessment would utilize
appropriate vocabulary for the specific grade level. Results wouic

give better insights into the students’ perceptions.

The researcher, in the past few months, has presented her
findings to several groups of cducelors who expressed genuine
interest and concurrence with the research results. Teachers seem
open to discussing students’ perceptions of their schooling and
keen to become more aware of their views. Large class sizes,
however, continue to stand in the way of teachers who want to
incorporate more of the teaching and learning activities which

students perceive to be most relevant.

An understanding of what it is that students perceive to be
relevant in their schooling would be useful for teachers. Such an

awareness might influence the teacher’s intervention in the
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ciassroom and school. A summary of the thesis results could be
presented in a hancbook for new or experienced teachers. The topic

could be discussed in teacher education classes.

From the researcher’s point of view, conducting the study was
extremely interesting. Students have so much to say about their
schooling. The researcher was pleased to be able to capture their
ideas and feelings, which so often seem to be overloocked, ignored
or paid iip service. In retrospect, if the researcher was to
design such a study again, the same approach would be taken.
Allowing the students to express themselves and ]igtening to what
the students have to say Is vital to understanding their
perceptions. Certainly, there would be minor changes such as the
wording of gquestions and formulation of the coding grid, as
mentioned previously, but the paired interview technique seems to
be the best method to elicit information. The videotape was
designed to trigger student responses and act as a model. However,
its use appears to have been unnecessary, in retrospect. The
researcher feels that the students experienced little difficulty
in relating to the questions and would have been equally able to
respond without viewing the video. For future studies, it 18
recommended that input from the researcher be kept 2s minimal as
possibie. Unfortunately, analysis of the interviews is extremely
time-consuming and "boring®, to quote the students, but the time
invested seems proportionate to the value of the results. As
Norman (1980) stated, research needs to permit a fairly broad
scope in order to view the interaction of a wide range of related

jssues. Yet, it must be limited to 2 level that is manageaple and
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procuctive. It is feit that a balance between these two criteria

has been kept in the present study.

Although there are many worthwhile books on learning theories
avallanie to educatars which are written by experts in the field,
it might be beneficial to consider the students’ views on
learning. Following are a few concluding comments addressed to
educators which reflect the essence of what students perceive to

be important in their schooling.

implications for Educators

The student perceives the social environment in both the
classroom and school as a vital factor in his schooling
experience. A friendly climate where individuals show mutual
respect and co-operation is a prerequisite for optima! learning. A
positive, open and secure learning environment Is of prime
lmportance. To maintain such an environment might seem an
impossible task but, nevertheless, is essential. The teacher is a
powverful model who sets the tone ana standard of behaviour in the
classroom. Friends and classmates influence the learning
experience a great deal; students adapt to their social

environment and in turn help to shape that environment.

The dynamics of social interaction in a classroom can be
ignored, can be opposed or can be utilized to the advantage of the
members of the .class. For example, if students feel that they

learn more effectively through discussions and debate, through
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working in groups ot in pairs, as compared to listening to the
teacher lecture or writing out encless answers to questions., it
would seem logical to use the former mode of teaching to a
consicerable extent. If teachers cannot get stucents to stop
talking, they might structure their lessons in a way which provige
the students with an opportunity to use their verbal skills
productively. Student presentations, projects or learning centres
are examples of such lessons. Teachers co not need to De at the
front of the class at all times. Neither do they need to bDe the
centre of attention. Students usuaily welcome the chance to become
more involved and to take a leadership role. The teacher’s role
becomes more of a planner, co-ordinator and overseer. Also,
teachers who feel that they cannot keep up with marking student’s
work might consider student evaluation, self or peer, as an
occasional alternative. Most students want to be actively lnvolved
in the learning process. However, students would be the first to
caution against using such methodologies all the time. Individual
work, listening and writing are worthy activities to be used in
moderation. It must be stressed that a balance between the various

modes of teaching and learning is perceived to be optlmum.

Proficient teachers who know how to communicate effectively
are considered by many stu&ents to be a prerequisite for effective
learning. Teachers have to know how to teach in a way that holds
the interest of the students. Teacher training programs must aim
to improve the proficiency of teachers. Student teachers need more
time in the classroom to learn from capabie others and to practise

their teaching skills. Also they need a broader exposure to the




various grades and subjects. For example, exemplary teachers could
bring a class to the unliversity to teach an actual lesson for a
group of stugent teachers. Care must be taken, by employers, to
aelect teachers who are not only proficient but warm,
understanding indlviduals who genulnely like chlldren. Personal
characteristics of the teacher are as equally lmportant as his‘/her
professional attributes. A pleasant, understanding teacher can
relate much more effectively than a cold, unfriendly one.
Incompetent or hostile teachers should not be allowed to “turn

off* students year after year.

Students want to know why they are learning a particular
subject. If they understand the reagson, they say that they are
more likely to try harder. There cannot aiways be a practlcal
application to a lesson, however. A brlef explanation of the
relevance of a topic would satisfy the student’s need to know. Or,
relating a more abstract subject to the student’s immediate
environment usually makes that subject relevant. Many students
questlon that they must learn something solely to pass a test or
exam or to be prepared for high schocl. They want to know why they
really need to know. There must be a balance between teaching
toplcs that are personally relevant and practlicaily relevant.
Students need to be prepared for their future llfe and career but
they also need to learn for its Intrinsic value. Of course, as
students readily acmitted, not all sublects interest all students.
However, the teacher might consider aimlng for what interests the
majority of the class. Cholce within a given topic is a practical

way of responding to individual differences.
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Students need a chailenge. It is important that the teacher
provide tailored challenges so that the student may expand his
*zone of proximal development®. Repetitlive, cull tasks, including
copious notemaking, are sure to “turn off"* the majority of
students. Thought-provoking questions, discussions, actlivities
where the students can Dbecome directly involved, and problem
solving, particularly related to the student’s real life
experiences, are more likely to capture the student’s interest.
The student must not be pushed beyond his potential capacity warn

both Vygotsky and the students.

Clags size is a most important factor in the study of
students’ perceived relevance. Most teachers wili readily concur
with moat of the above suggestions and, in fact, many attempt to
incorporate them in their daily lessens. It must be stressed,
however, that the task is formidable when one is facea with
classes of over thirty students. It is simply not feasibie to
provide tailored challenges to that many students, nor to conduct
discussions where everyone Is involved or to manage many large
groups. Teachers become quite cynical when presented with novel
teaching methods, learning theories which cannot be put into
practice or ministry guidelines which are suitable for a clags of
twenty. Top priority must be given to lowering the class size to a
more manageable level, at all grade levels. Many of the behaviorai
problems could be alleviated and teachers would be able to provide
a more relevant schooling experience for the students. Creating
sophisticated programs, such as gifted, enriched and remedial, to

maintain students’ interest or address their needs more
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effectively, would be vunnecessary if the regular ciassrocm
providea a richer learning environment. From the stugents’
perspective, large classes impede the teacher from giving
ingivicual help. Students will ®"get the kind of help they need",
in a smaller class (21:144). "The teacher just can’t divide her
attention up that big. So, like, twenty people, 1°d say, would be
maximum* (18:504-506). As well, the social dynamics of a large
class become overwhelming for many students, especially at the
intermediate school level. "There should be enough {students] to
have good discussions but not too many, like. Only a few people
are... get any attention® (9:347-349). “A smaller class is more
perscnal because they have much more time for you" (24:387-388).
With a smaller class *you get more attention from the teacher; you

learn more* (24:416-417).

Clearly, the function of educatlion is most compiex. The roles
of administrators, teachers, parents and students influence ana
interact with each other. Philoscophies of education are constantly
shifting to adapt to the changes in society; no sooner is one
philosophy established than ancther is introduced. The point that
often seems to be iost in this process is that schools are for the
aducation of stugents. Therefore, it would appear, students’
perceptions of the relevance of their schooling must be
considered. If schanls are to continue to prepare students far ihw
world in which they live, which includes preventing students from
*turning off* or dropping out, there must be a concerted attempt
to provide a learning experience which is perceived as relevant by

all students.
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APPENDIX A
ietter of Permission to Parents for Pilot Stugv 117

Fabruamy 23, 19E87.

I am conducting a studv on the attitudes of children wmowards school .
This is for a course that I am taking, in education, at the University of
Ottawa. I woulé be most grateful if vou would grant me permission to
interview vour child. Different situations will be presentec and cairs of
students will be asked to discuss these situations which will be non-personal
ané of a general nature. Strict anonymity will be guaranteed; no names will
appear in my report ror could they be traced. I have secured Mr. Hanton's
approval for this project. The interviews, about half an hour in duration,
will be conducted at a convenient time for the student, either at noon or
after school. They will not miss any classes.

I would be pleased to share the results with you i1f you so wish. Thanx
you for your co-operation.

Yours txruly,
N Calan sein }H RN
\

Roseanne McNeill
Teacher-Librarian
Meadowlands Middle Scheol

RveN/cr

— e S . S AR S S . . S S S M AR M U Sa T i S S ————————— T S L S ewn e S S

PLEASE SIGN UNDER THE APPROPRIATE STATEMENT
I grant permission for this interview ———-——--—-m-emmmmmm—e—eeo -

I do not grant permission for this interview —---=-ecceemoeo—noueo-
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Sceparios for the Pilot Study

The music teacher is teaching a new song. Two girls in the class
wiil not sing; they make no effort to participate. They giggie and
make faces at each other. The teacher has moved them away from
each other but this has not helped. Other students are beginning

to be influenced by these girls.

We are studying mining in Australia. We have to do a project on
this subject. Why do we have to study this stuff? Why do I need to
know about mining in Australia? I think it“s totally useless. I

coulidn’t be less interested.....

What do you think about this probiem?

what could be done to solve the probliem?

When Mary forgot to do her homework two days in a row, her teacher
sent home a homework note to her parents. Mary's parents signed
the note as they were hurrying out to work the next morning. They
made no cosment to Mary except to grumble that they would be late
for work. Steve also took a homework note home. His parents were
quite upset that he had forgotten to do his homework. They talked
to him about responsibility and made sure that the work was
completed before signing the note. They also told him he couldn’t

go skating on Saturday, as planned.

What do you think about this?




119

APPENDIX €
Table 1
Frequency of Responge by Group: Students’ Characteristics
Group
Characteristic Total
1 2 3 4 5 6 7 8 9 10 11 12

Respectful X X X X X X X X X X X 1
Responslble X X X X X X X X X 9
Well-behaved X X X X X X X 7
friendly X X X X X X 6
Class Clown X X X X X 5
Attentive X X X X 4
Mogerate Range X X X X 4

Note: An X denotes at least one response.
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Table 2
Frequency of Responses by Group:Teachers’ Characteristics
Group
Characteristic Totai
1 2 3 4 5 6 7T 8 9 10 11 12
Communicates well ¥ X X X X % xXx X X X X X 12
Hoderate ¥ X X X X X X X X X X X 12
disciplinarian

Authoritarian fig. ¥ X X ¥ X X X X X X X i1
Flexible,some free X X X ¥ X X % X X X 10
Friendly X X X X ¥ X X X X 9
Sense of Bumour ¥ X X X X X 6
Ungerstanding X X X X X X X 7
Heipful X ¥ X X X X X 1
Fair ¥ X X X X X 6
Punishes minimaliy X X X X X X 6
Respectful X X X X X )
Patient X X X 3
Calm, relaxed X X X 3
Organized X X X 3

Note: An X denotes at least one response.



Taple 3
Frequency of Responses:Learning Environment
Growp
Characteristic - Total
1 2 3 4 5 6 7 8 9 10 11 12

Interesting ¥ X X X X X X %X X X X X 12
Work-criented X X X X X X X X X X X 11
Challenge ¥ X X X X X ¥ X X X X 11
Fun, enjoyabie X X X X X X X X X X 10
Student input X X X ¥ X X X X X 9
freecom of choice X X ¥ X X X X X X 9
Active partic. X ¥ X X ¥ X X X X 9
Variety X X X ¥ X X X X X %
Social ~ aiscuss X X X X X X X X 8
Games, play, arama X X X X X X X 7

- groups X X X X X 5
Less lecturing X X X X X 5
Films X X X X X 5
Relaxing,not tense X X X X X 5
Mod. competitlon X X X X 4
Less notemaking X X X X 4
Flexibiiity:order/ X X X X 4

pace

Hote: An X genotes at least one response



Table 4

Frequency of Responses by Group: Bomework 122
Group
Characteristics = ====—eccmscceceesesememe— oo e mmmmccceeeo Total
1 2 3 4 5 6 7 8 9 10 11 12
Completion X X X X X X X X X X 10
Moderate X X X X X X 6
Even worklocad X X X ¥ X X 6
Table 5
Frequency of Responses by Group: Physica! Ervironment
Group
Characteristics Totai
1 2 3 4 5 & 7 8 910 11 12
Colorfui X X X X 4
Pictures X X X X 4
Desks grouped X X X 3
Organized X X X 3
Class size (2 X X 2
Comfortable X X 2
Table 6
Frequency of Responses by Group: Parents
Group
Categories Total
1 2 3 4 5 6 17 8 9 10 11 12
Mcd. surveillance X ¥ X X X X ¥ X X X 10
Shows interest X X ¥ X X ¥ X X X 9
Comunicates well X X X X X X X X 8

Note: An X denotes at least ohe response



APPENDIX D

Letter of Permission to Parenss for Main Siugy

Dear Porent:

1 am presently inwolved in o research project at the University of
Dtrauvn. writing o thesis on what students perteive to be relevant in their
schooling. 1 would be most grmteful if you would cllow me to interviaw
your son/daughter regarding his viaws on this topic. The questioning will be
non-personal and anonumity will be gunmntezd. The intenyiaws, with paurs
of students, will take about about 40 minutes and will be conducted at
noor hour or after school, if conwenient, or during dass time. in [ate May
or early June.

Mr. Hanton and the Research and Development Department of the
Carleton Board of Edumtion have kindly grunted their permission for me to
request your -operation in this project. Please show your apprmoval by
swynng the penmssion slip below. Uour child is under no obligation to
pasticipate, howerer. 1f you have any questions. please all me at
224-1448; 1 am the teacher-libmrian at Meadowlands Middle Schoof. 1
would be pleased to sharre the results with you if you are interested. probably
(atc wn the fall.

Suncere thanks for your considemtion.

Yours truly,

- i A e e R R ARy S b e e S AL L S M L S SR AR e e W e WY M v e W WR W R e e S M R . AR

Please stan below and ask uour duld to gwe the fonn to Mrs. McNedl

1 gmmnt penunission for
to bt intenviaved.
Parent’s stgnatue

1f uou would [ike a copy of the results of the studu. please give your name
awrud addiess, below.




APPENDIX E

Vigeo Protocol

This afternoon, we are going to be talking apout your ldeas about
equcation and [ would like to hear sSome pecople’s opinions about
what they feel is important in thelr education, in their
schooling. We have a number of students who have opinions about
wnat's important, what’s not so important ana I‘d like you to
share the qifferent opinions of these stucents. Then perhaps we' il
ask you to come up with a few of your own opinions abpout your
scnool ing.

Yeh, but people...listen to their friends
a lot more than their teachers.

Yeh, I know but what I‘m saying is that it does help.

It helps if the teacher can understand the problems
you have.

But how many pecpie would really, I don’ know whether
1°d wanna have my teachers knowing

about my personal problems.

1 don“t know, I think it would be rather embarrassing
like say, they know about this?

Cause, you never want to tell your teacher.
Your friends can usually help you out, like
er, after the teacher leaves school,

or things like that.

Well I find, like friends, friends are also when you
have personal problems

but when you get to, like, education,

I think that like, the quality of the teacher

ls really important.

I thought you were sSupposed to learn at school and not have fun.
Well, it has to be balanced.

Yeh.

You need some fun.
It’s not all education or
boring stuff.

1 think teachers are okay because
I listen to my teacher more than I listen to my mum.

My mum tells me to start doing my homework
at a certain time and




111 tell her I’m doing it but
1 con’t reaily co it but....

Teacners seem more strict than your parents.

Yeh, but vou shoula also, like,
do your work to learn something.
You don‘t Just Co it because you’ll get in trouble.

I do my work if I find something,

like if it‘s fun, like I enjoy doing it but

it it‘s a boring thing,

like just like plain questions and everything like
then you get you get bored and everything.

I, ...like, 1 know we shoulan’t but
sometimes it gets boring

iistening to the teacher

always yapping, say

*Stop*, but they’ve said it before and
you sit there, "yeh, go on" but

they just sit there,

tcying to pass time, I guess.

You don‘t really feel comfortable
working in a messy place.

Electives, like, make our day. like,
they brighten our day, like,

they‘re fun.

Like some of the classes are alright.

Why are they fun?

Cause, weil, they‘re not...
iike sewing and cooking -

you do that with your friends
and group work and everything.
And then drama is, is fun.
Cause you’'re, llke, acting.

They go “1 don‘t really need sewing®

but when they're older and their button pops off
they’'re going to go *What do I do?"

At least they know that *Oh, I go like this®.

(Laughter)
Alsc, drama, you kpow, builds up your confidence
Like say you have to say a speech,
like in drama you have to go up in front of people
and act, ang all that.

The next important thing would be challienging.

e
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Like challenglng work because
trat’s what really makes education interesting.
I don‘t ming geing to school.

I don’t mindg anymore going tc school because
I have all my friends and
they help me, you know sSo...yeh.

With me it’s like/
Without friends, school would be really boring.

Unm, we get along with our frienas really well
and have discussions with our friends

and, like, open discussion,

s0 the teacher is involved too

and so we can all...participate in the class
and uhm. ..

Just like R sald, like, it’‘s not paperwork, DOOkS
and everything,

it‘s when you play games...

l1t“s more fun

unless the kids don’t co-operate like...

1f you play games with the teachers all the time

uhm, you don‘t really learn things.

You should have serious times wlth the,

with your group.

You shouldn’t just...play games

and let your teacher play games with you ail the time.

You learn, you learn about what...

what things like you need to know,

but you also have, like,

you look forward to the classroom.

You don’t like, "Well, I don’t want to go
in the classroom because it’s boring and
it’s not exciting”.

But if you go into a ciassroom

where they make it sort of fun,

but you do learn,

they make It in a fun way where you learn,
then vyou have,

you look forward to going in the classroom.

I think you have to have good friends

... and good work hablits, like very good work hablts.
You’ve got to have good teachers too

cause they help you along and

they help you with some of the subjects you, er...
have problems with and

same with your friends,

they can help you too.



And ... vour parents, tosc,
they can give you moral support -
give you a lot of advice and that.

if a parent Is bossy and sort of tells you

“Stay in your room for two hours and stuay®,

I don“t think you’re going to learn that much.

But if a parent, or even & teacher, decides

to put fun into it and say,

"Study for twenty minutes every two hours®, like that,
I think you’ll have more fun sStudying

ang learning more things about 1it.

Every time, like, what, just like what R. said,

it“s not like twenty minutes in every two hours.

Maype twenty minutes or half an hour,

like maybe a ten minute break,

have fun or talk to your dad or mum about something
that you need,

angd whenever you need help, your parents are there,
insteaa of like “0Oh, don’t bother me; I‘m watching t.v*
- lots of parents do that.

I think it is important to do well in school
because in your future years,

it will be easier for you to get a job

and will be, it should make your job a bit easier
if you have the right working skills

and know how to ¢o the special activities that
you did in school.

The reason 1 think you need education is

right now, you need math,

to figure out things in a store,

if you want to buy something or

if you have to go grocery shopping for your mum.
You have to pass:

otherwise, you’'re going to be in school forever.
and I don‘t think anybody would like to do that.
So that‘s why I think education is important.

Is, you know,...study hard in school ls that

if you don‘t study hard, your grades will arop,
you’ll get bad marks,

your teacher will think that you‘re, er, stupid
or an idiot, or something like that and

if you do study hard,

you’ll get good marks,

you“}]l be abie to do more things towards the school,
uhm, you’ll probably have more responsibilities
and that, if you do, if you do do your homework,
then you‘re on, you’re usually on the good side
of the teacher

and if you don‘t go your homework,

y—
~1



there’s usuaily detentlons or llnes or...
vou have to go something towards making up tor it
and doing your homework.

A teacher shouladn‘t be very sirict because

uh, it wouldn‘t pe really that much fun in a class.
So I think he should have a lot,

he should have good discipline, like er,

crack jokes, maybe, now and then

and, and like, don‘t aiways be serious and everything.
Make,...I think a gocd teacher,

some of the qualities of a good teacher would be like
uhm, ...pe, he could be understanding, like,

it you have a problem, like,

take it to him and he could help you

and uh, and ...

1 think a school should be bright.

1t’s just like a library,

you don’t see books all over the place,

otherwise, *What a library! Who wants to go in there?*
Like, all the bocks are on there,

S0 you want to walk in.

Same with a schocl,...

Instead of a bright, er c¢lean building,
I think friends would be better
than having just a plain old building, like/

Yeh.

I‘d be satisfied with just a plain oid building,
like I woulan’t care what it looked like.

I look forward to school if it‘s a fun day,

if it has gym in the morning and...

electives in the afternoon and things ilike that,
I look forward to it.

But if I have science and then

I have other subjects I do not enjoy as much,
then it‘s kind of like

“Boy, can I act sick today ?

or somehow, can I break my leg?*

{Laughter)
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APPENDIX F

Judament of Protocois for Reliabllity

Two independant Jjudges each coded two sample protocols; thelr
analyses were matched with those of the researcher and with each
other. Judge A is a teacher with about twenty years of varied
teaching experience. Judge B is a music specialist with eight
years of teachlng experlience who recently completed 2 Masters of
Education degree. Instructions for the analysis were presented to
the judges in writing, along with a sample analysis. The judges
worked apart and did not collaborate with the researcher except to
check that they were following the basic procedure. They later
explalned that It took about an hour to famiilarize themseives
with the instructions and the grid, and about one hour to code
each protocol. They enjoyed the task but expressed that It was
mentally exhausting. Belng teachers, they said that they found the
protocols to be very interesting and were surprised by many of the
students’ comments, particularly about how boring students
perceived school to be and the importance of their friends and
classmates. They said It reminded them of how they used to feel

vhen they were stucdents.

A palr-wise deletlon technique was used to assess the
agreement of each Jjudge’s analysis with that of the researcher, as
well as agreement between the two judges. By this method, assigned
codes were viewed In pairs; when one code was missing, the other

was deleted. Thus, only matched pairs were included In the
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percentage. Under thlis technique, the percentage of agreement
between Judge A and the researcher for the two protocols was a85%
and 91%. Between Judge B and the researcher, the percentage ot
agreement on jdentified codes was 93% and 92%. Such a percentage
of agreement was feit to be reassuring. However, the two Jjudges
tended to under-code the protocols In comparison to the
researcher. Without using the pair-wise deletion technlique, l.e.
including the omissions In coding, the percentage of agreement
between Judge A and the researcher was 71% and 74%, and between
Judge B and the researcher, 1t was 72% and 61%. As both Jjudges
astated, they felt unsure of themselves due to thelr lack of
experience but expressed that the task became easler as they went
along. Famillarity with the task may account for the researcher’s
more thorough analysis. Even the researcher found that the
protocols were so informatlon-laden and yet so repetitive in parts
that one could not always account for every comment. Also, due to
the richly descriptive nature of the research, semant ics caused
ambiguity at times. Por some comments, one really had to be
present during the Interview to understand the Jist of the
conversation. Faclal expressions, body language and tone of voice
are not conveyed on paper. Since the students’ wording was
incorporated as much as possible in the grid, an aduit might have

some difficulty in coding the chlld’s perceptlon.

The judges’ codings were compared with each other. Agaln,
utilizing the palr-wise deletlon technique, the percentage of
agreement btween Judge A and B was 83% and 85%. Because there were

many alternate omissions between the two codings, 1t was
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impractical to assess the agreement without the above-mentioned

technlgue.

Clearly, there was considerable agreement between the judges
and researcher. At the same time, the dlsparities In judgment
point to the difficulty In overcoming Individual differences In
assessment. In-depth research provides rich results; analysis of
such results iIs lengthy and requires considerable Iinterpretation.
For future research, 1t ls suggested that a simpllfied grid be
used even at the expense of losing some depth and detall. Less
choices would reduce the complexity and chances for ambiguity.
Once the major parameters had been established, the researcher
should cdelete minor or seemlngly redundant terms. The major
headlngs which reflect the most frequent responses would be
retalned. Also, ldentical characteristics, such as "fun", should
not appear under more than one general heading, l.e. teachers,
learning environment and rcelevance. Such repetltlion created a
dilemma for the Judges and, at times, the researcher. It is also
suggested that analysis of protococls be conducted by a pair of
researchers. Sometlmes, the researcher favoured the judge’s
interpretation above her own. In so dolng, a dialogue would ensue
which would prompt thinking, Just as It did with much success in

interviewing the students.



APPENDIX G
Coding Grid

G tes’ Ch

Academic working - puts forth effort
attentlive
positive attitude
participates
willing to learn
enthusiastic, interested

Social friends
well-behaved, polite
gocial place
gets along, co-operative
respectful
not noisy
helpful, encouraging
gets along with teachers
not “hyper*, mature, understanding

Teachers’ Ct s

Professional understandable-explains well
proficlent - good, confldent, organized
good student-teacher relationship
balance - strictness
control
not lecturing
punishes minimally
no favorites, does not pick on one
balance - fun and control

Personal helpful, gives attention
friendiy, nice, approachable
communlicative
fun
understanding
motivating, animated, enthusiastic,

not boring
not yelling, not frightening
sense of humour
not mean, not mad
failr
caring, considerate, co-operative
encouraging, not critical
relaxed, patient
happy, positive attitude
interesting, creative
respectful
balance - serious/fun
listens
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Envic

Currlculum Related subjects
drama
phys. ed., sportis
electives
music
extra-curricular activities

Climate for fun

Learning not boring
interestlng, exciting
discovery (research), creative
chailenge

Control cholces
variety
breaks
movement -active
some freedom of expression
student input

Soclo-educational discusslons
groupwork, centres
participatian

Experiential projects
hands on
games
field trips
visual

Workload balance - work/ play
less writing and notemaking
on level of ability
balanced workload - easy/hard
less repetition

Amount moderate
evenly spread

Attitude agree
to be completed
helpful
disagree



Phvsical Envi

Facilities various facilities
windows

Comfort temperature controlled
fresh air

softer chairs
desks to fit

Appearance bright
moderately clean
colortful
tidy

Intervention helpful
encouraging
moderate control

Relevance

Personal learning - education
like - dislike
interesting, exciting
enjoyable, feels good
desire to learn
fun
new ideas
understand
chal lenge
remember
neat-to-know
better person
get along and/or work with others

Practical career
future
marks - tests, exams
real-1ife application, useful, practicai
important
life
hlgh school
pass
unlversity
success



APPENDIX H
Sample Protoco]

Abbreviations:

T - teacher
S.T.R.- student-teacher reiationship
LE - learning environment
CIM - clasamates
PE - physical environment
REL 1 - personal relevance
REL 2 - practical rievance

PROTOCOL 14

Piease note: The letters C and D denote the two students’ speech. The unindented text represents
the Interviewer’s words.

Ceding
The first question is what things do you think are most
Important In your schooling. What would you consider?
C  Well, I think the most important thing ir this schoo!
is how the teachers act towards you. T- S5.T.R.
How and what they teach you
and how they teach it, and uhm T - proficient
usually all the electives and uh activity periods. LE - electives

D Well, like, for example, I think that you should be
able to pick LE - choices
like as we do for the electives to a degree,
but not as in high school where you pick every course
that you take
because if you did that,
then people wouldn’t take important subjects

like math, for example. LE - subjects
You need to know a bit about math in almost every job, REL 2 - career
and uhm, stuff.

Fun stuff you should be able to pick, like LE - choices

but I don’t think, like, you should go into a classroom
knowing that when you come out,

you’}l be a lot, you’ll know a bit more REL 1 - learning
and go in with a positive attitude. CIM - positive attitude
Becausge... you should be able to understand what,
how your teacher thinks. T - understandable
C  Also, vith a positive attlitude, CIM - positive attituce

you have to have 3 good relationship with your teacher CLM - S.T.R.
because, like say if you just walk and in a new

ciassroom and with a new teacher

and 1ike you don‘t know her but

you can start of being very smart, and all, like

you’d already start having a good relationship CLM - S.T.R.
with your teacher

and she would know you better

and you would know her better.



D Well, like, the thing about teachers Is though
somet imes they have favorites
and it is hard to get across, like, for example,
if you don‘t, if you do do your hemework
for half the year and then you forget once or twice
because you had a project to do.
Then you’ll be on their bad side the rest of the year.
fair
not picking on one

¢  Yeh, because the teacher wiil be expecting more from
you since you are the best in the class
and they won’t make any exceptions for you
since you are the smartest in the class.

Okay. You covered a lot here. Any more things you think
are very important to you in your schooling?

D 1'd say the most important thing to me is to learn.
Okay, you’ve come to my next question. Go ahead.

D Okay, to learn, you should be able to be willing to learn
You shouldn’t fight it because if you don’t want to
you aren’t going to remember it.
For example, if you don’t want to take a test
and you think it is really cumb,
if you spend most of the time just to avoid studying,
you aren’t going to co very well.

C Like, if you have a positive attjtude towards
the test, you are golng to get a positive mark
but 1f you have a negative attitude towards studying,
like 1 mean you’re never going to make it
to this and that, to a job and S0 of.

D  And even if you did get bad on a test,

you should think *Oh well, I should tcy harder
effort

next time and maybe 111 do better®.

C Like, you can’t say "I failed this test now.
1‘m never going to do anything right again.*
And like, you’re the teacher’s favorite person
and you let her down once.
So you can keep on trying
and win the teacher’s trust back so...

D  And also, er, if say you do bad on one test
and you don’t understand something
you should always be willing to ask the teacher
and the teacher shouidn’t always be saying
*well, that‘s a stupia question. Get out of here®.

They should be willing to take the time
because that’s why they are there for.

T - no favorites

T - balance - strictness
T - approachable

T - fair

REL 1 - learning

. REL | - gesire to learn
CLM - positive attituge

CI¥ - positive attituce

REL 2 - marks
REL 2 ~ future
REL 2 - career
REL 2 - marks

CIM - working - puts forth

CLM - positive attjtude

Ci% - S.T.R.

CLM - willing to learn

T - not critical
helpful
gives attention



How, you 3aid you think the most important thing is
having a pegitive attitude to learn. wWhat oo you think
I3 the most important thing? (to O

¢

I guess it ig a poslitive attituge to learn

And to also have fun at the same time,

iike learn egucation in a fun way.

Like you can‘t always be S0 serious and all that.

Like, without that fun,
if you have It toc much, to a degree,
then you’re not learning very much.

1f you have too much what?

D

If it 1s too intense degree,

all you do Is slit around and tell jokes and everything.
So like, say for er science, you could do

fun experiments

and do Interesting stuff so it arouses the interest

ot the students.

Yeh, like, you can‘t be so strict all the time,
otherwise you, that starts the student to think
that this teacher is really boring.

Why should I even pay attention to her?

Well, 1 say the teacher should improve her attitude
toward so on,

like make a few jokes and S0 on.

Okay, so after the attitude towards learning, what would
you put next as important?

D

A teacher’s attitude towards you
because if you don’t like the teacher
or the teacher doesn’t like you, then,
you not going to do very well.

Yeh, like, if you’re a teacher

and you have... like, a good relationship

between you,

like, you‘re going to do good

because you llke this teacher

and if you don‘t like this teacher like, say,

oh iike you are going to get lower, say, on a test
or sapething.

And, as well, if the teacher doesn’t like you,

they‘re not going to be as willing to listen to you

of understand your reasons.

For example, say the teacher did, that you don’t agree
with what the teacher feels

and you are just sitting there.

Okay, well if you argue, maybe the teacher will respect
you but if you get really offensive or scmething,

Say your opinion is really dumb and
they won‘t like you.

-
[PY]
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LE - fun
LE - balance - work/play

LE - balance - work/play

CL¥ - working
LE - hands on

LE ~ interesting

REL | - interesting

T - balance - strictness
T - not boring

T - positive attituge

T - sense of humour

T - positive attitude
CLM - positive attitude
T - S.T.R.

T - 5.T.R.

REL 2 - marks

T - listens

undergtanding
T - respectful
CIN - polite
respectful

T - S.T.R.



most

You have to have good reasons (o support your igea.
And like, say... if, uhm, okay

say that you never do your homework

and you never do this and that,

like the teacher will know that,

why should [ try ang teach this kid

because, like he’s not even willlng to learn.

The student and the teacher, like,

the teacher should give hime more of a chance to him
or her and the student should try harder In improving.

So it is both on a balanced level.

And like, for example, [ was saying you have 10 be
willing to go in there but

it is hard, like,

you wake up at 7 o‘clock In the morning..

or sometimes it is even earlier than that

and you feel really grumpy

but you should be able to still get rid of that
and still want to learn cause

if not, it is going to be a waste of time.

what do you think the other students feel are the
important things in their schooling?

1 usually think the other students around me
feel that the physical education and the electives are

fun because they flnd all these, er,
subjects a bit boring.
Most of them do.

of the students?

Yeh, usually, ln one particular subject.

And ...they, they, they like, uhm, certain subjects,
like physical education because, like, you are
active,

you are having fun, at the same time,

you are learning also.

You are learning skilis.

And also, like, but I don‘t think they should feel
that because they have, came to school to learn

and they shouid come to school with a poesitive attitude
because they are preparing for their future and so,
like, you don’t have a future if you are not going to
do this and that - just concentrate on this.

So, do you think a lot of kics feel like what you just said?

c

¥hat
D

Yeh.
do you think ¢D)?
1 think that most kids,

1 think that the way kids feel depends on
who is teaching them.

Homework - finish
CLM - working

CLM - willing to learn

T - encouraging

CLA - working - puts forth
effort

T and CLM - S.T.R.

CLM - willing to learn

REL 1 - desire to learn
REL 1 -~ learning

LE ~ phys. ed.
eiectlives
subjects

LE - not boring

LE - phys. ed.
actlive
REL 1 - fun

REL 1 -~ learning

CLM - positive attitude
REL 2 - future

T - proficient



Do you?

D Veh, because if you have a really mean, grumpy teacher
and...er, the students are Qoing to hate that subject
and call it the death room or samething.

Like what?
D  The death room.
The death room? (Laughs)

D  Cause, or but 1f you have a fun teacher,
who is willing to listen
and understands you,
then they’ll enjoy it moce.

Andg you think the others feel that way, in the ciass?
0 Yes.

Okay. Now, without using any names, how would you
describe your present schooling experience?

Would you rate it as excellent, overall ockay, good,
average, fair or poor?

C 1'd say between good and excellent
because |ike, the things the teacher teaches are pretty
good.
Like they’re really helpful and all
but the thing that sets it down from excellent
is because they don‘t teach it in a very fun way.

Like, I think kids want to learn REL 1

but they want to learn in their own way.
They want to have fun at the same time.

In their own way?

c Yes.
Such as the teacher can’t be so strict all the time.

l see.

D I‘d say exact same because for me, 1 enjoy school
because I‘ve noticed during the March break or the
summer breaks,

1 usually feel extremely bored

because I have nothing to do,

all my friends have gone on vacations.
Usually I don‘t go on vacations,

S0 sometimes I just encol in summer school
Jjust for the fun of it.

Do you feel boced when you are at school?

D  Ho, because there is stuff
like exciting things going on...
like sports going on outside at lunch hour.
There is... clubs you can join and I very rarely feel,

T - not Dean
REL 1 - dislike

T - fun

T - listens

T - understanding
REL 1 - enjoyable

Rating - good to excellent
LE - subjects

REL 2 - useful
T - fun
- degire to learn

iE - some freedom
LE - fun

T - balance - strictness

Rating - good to excellent
REL 1 - enjoyable

CiM - social place

REL 1 - fun

REL { - exciting

LE - active, spocts
LE - clubs
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the only time I feel bored is when I 2m in a grumpy
mood, because 1 got a bad mark or scwething. REL 2 - marks

Like mostly on weekends people don’t feel bored

because all week they have been at school

and it is different for them on the weekend.

Like, I mean, like all your time is free

except for homework and... Homework - finish
Like, if you go for March breax,

like 1 was extremely bored in the March break

during weekdays because 1 would get up early and think

that school is still on and even without that feeling,

you would still feel bored like, I mean, like

prepare yourself for like eight hours of school.

Like you are doing work, and eight hours at home,

all you’re doing is watching T.V. or playing games

and a lot of friends are not around you,

like people... all around the area of Nepean

come to some schools and, like,

all your friends are there and you can’t visit them so CLM - social place
often.

I think you shouid be able to, in order to enjoy it,

to get a really good schooling, REL 1 - education
you should be more, you should be liberal.
You should be willing to negotiate. CLM - co-operative
Even though you think you’re right,
you should be willing to listen to others because CLM - respectful
without that, no one‘s golng to like you and
you aren’t going to have any fun. LE - fun

REL 1 - fun

Okay. Looklng at your different classes agaln,

overall, how much improvement would be required

to change your present situation to a perfect situation?

A iot of improvement? A medium amount? A small amount? Or none?

c

A amall, between a medium improvement,

becaugse the teacher’s attitude toward you T - S.T.R.
is a great deal, |llke
it shows how the student acts towards you, ClM - S.T.R.

and respond and like

mostly teachers, I have noticed,

throughout the years, they are a bit boring, T - not boring

like they are strict and all. T - balance - strictness

So, you are saylng a medium amount of improvement
would be necessary for your particular situation?

€ Small to pedium. Improvement~ amall to medium
And you (D)?
D  i‘d say amall because the only thing I find bad about Improvepent - small

this, about is irrelevant subjects

that you almost certain you’re not going to ... REL 2 - useful

like if you do a project on a little, on a tribe of

thirty people in some African jungles,

or something like that,

like that’s not going to help you very much/ REL 2 - practical appiic.



Uniess you're traveier/s

3ul ... other than that,
or the teachers, because, as i1 said before,
they have favorites and that really bugs me.

low, o, you mentionea that you would describe your
experience now as excellent.

o
And yet you fee] that a smali to medium amount of improvement/

c

Tes.

shoula be necessary.

Do you want to stick with that?

c

Yes.

fom
1~
=

T - no favorites

Okay. fHow do you think the other students would describe their present school ing?

c

Well, most of the kias I know In this school,
who want ...for the school to be more fun

and like not 3ll eoucation.

Ang, um, I don’t think that way

but most of the pecple around me think that way.
That school should be more, a lot more fun.

I think that for ... most of them,

they aren‘t even aware of what is going on

around them because they are too busy

playing Dungeons and Dragons and stuff llike that.

I personally fing that very, for fack of a better word,
tacky, because they spend, for example, one English
class, I won’t use any names, but these two people

are supposed 10 be working on book reports

and they are sitting there playing Dungeons and Dragons
| vas so... like what are you doing here?

Cause, and also, but 1 think that some subjects are
enJjoyaple if you have the right person.

Subjects ace epjoyabie when

you have your heart into it.

But like if certain subjects,

like if you want to have your heart into it,
some students who find it really boring

can wreck it,

like just one stucent can wreck the whole class
like drive the whole attention of the c¢lass away
from the teacher and, uhm, iike...

Do you find that happens?

o

D

Yes. A lot.

Sometimes, it is the other way.

The teacher is too happy-go-lucky.

What I think a teacher should do is to get,
participate with the class

LE - fun
LE - baiance ~ work/play

REL 1 - fun
LE ~ games
CLM - working

CLM - attentive
REL 1 - enjoyabie
T - proficient

REL 1 - enjoyabie

CLM - well-behaved

T - proficient
T - balance - fun ana control
T - communicative



but not, ike get too personal, T - respectiul
iike *so, who are you dating?* or scmething like that.

Right. Now, you are really giving me a lot of stuff here
and we are are neariy finished. When do you feel that

you are really interested in what you are doing in school?
I think you have discussed a lot of this already.

D Do you want the subject? LE - subject

It could be. Whatever you feel. When do you feel really
interested at schooi?

C  V¥ell, I usually feel interested LE - subject
in history and drama drama
because drama you act out,
you go straight with your feelings
and how you want to act out.
And with history, like, you find, I find it interesting REL 1 - interesting
because to learn about the past, neat-to-know
like how man did this and that before us,
without all the necessary accessories we have

and vhm, so I find 1 guess history and drama the best. REL § - like

D 1‘d say I enjoy, well, this year particularly,
I enjoyed English because we didn’t do very much REL 1 - enjoyabie
gramgar,
that really bugs me because, uhm, I don’t like grammar. REL 1 - dislike
So, like we usually do reports and all that stuff
and I am good at that stuff, REL 1 - like

Now, it doesn’t have to be a subject. You can tell me anything at all, when you are really
interested.

D Lunchtime. LE - breaks
Yhy?

D  Well, that’s the only time you can talk to your friends C1M - social place
without being, like/

C There is only one recess in the whole day,
and like you use it good/

D We‘re iike, not little kids but, uhm, 30, stili,
it gives you enough time to talk to your friends CLM - social pilace
without getting a detention.

And you feel that’s important?

D Yeh.

C Yeh.

Okay. When do you feel that you are really learning a lot
at school?

D  When they are teaching something that
I don’t already know. REL 1 - nev iceas



Like, when | wag in grade four through to six,
i, my teacher he taught us advanced stuff

and now, like, I know most of the stuff that we are doing ...

vYhen he taught you that advanced stuff, dic you find it too hard?

D No. I gdian‘t.
But scme peopie did.

C 1 fee] that vwhen I‘m really learning something
is when 1 have my vhole heart into the subject,
iike ] really like the subject and
I’m understanding what the whole, what everything,
like, what the teacher is saying and
she is explaining it in an easy manner

and she is putting little jokes into it ang all, like,

you have to have a balance,
not too much work, and not too much freedom
aof social activity.

D Also, when you are really enjoying it,
cause if you like it you are going to remember it.
If you don’t want to remember it,
you’‘re not going to.

Dkay, now ] want you to lmagine that you are in a
perfect school, a perfect class, everything is perfect.
All of these things you mentioned are perfect.

Okay, could you describe this perfect situation?
{Pause)

Okay, there you are sitting in a perfect class,

Just describe it, the way it is pictured in your imagination.

D Okay, well you have partners.
Usually you do stuff in pairs,

c Group work.
D  Group work s the most important thing.
¥hy?

D Because then you get to learn stuff while
you are still learning things about other people,
your comrades.

¥hy in partners or in groups?

D  Because then you get to know other people
and you feel more comfortable in a classromm;
the atmosphere’s better.

C  Your friendship could be improved
and you could learn more
and you are really interested in this subject
because you are doing it together.
Like, indivioual work, say a book report, like,
you could spend an hour just doing something
ang finding this is really bocing because
you have no one to talk to,

REL i - like
REL 1 - ungerstand
T - understandabie
T - relaxed
T - sense of humour

LE - balance - vorksplay
LE - participatien

REL 1 - enjoyabje
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REL 1 - desire to learn

LE - groupwork

LE - groupwork

CIM - social place

CLM - social place
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LE - groupwork
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LE - Qistuss



and all you are deing is just sitting in a chair.

D Also, sooeone, one of your partners might uncover
infermation that you might have overlooked,

Your partner might uncover information?
D Ang also it makes it more easy.
(kay, now what else in this perfect class, perfect school?

D 1‘’d say a robol teacher
because that has no feelings so.
¥ell, not coopletely robot/

c Because, like if you have a teacher,
like a human teacher,
like, she can tei]l you jokes,
she can make you learn in a fun manner.
But Jjust imagine a robot, like,
talking to you straicht,
with big words, like long words.

D If you have a, the only reason I would like a robot
is s0 the teacher would be fair, would be falr with you/

C  And highly accurate.
Highly accurate. Would you like a robot, (C)?
¢ In some ways yes and in some ways no.

D Yeh.

C  The ways yes you weuld learn in the most simplified manner
and you would learn it ceally fast
and you would learn it really clearly
but with a teacher also like you won’t get really boced
depending on what kind of a teacher it is,
like you could just sit in a classroom
and listen to a robot
and almost fall asleep.

D Yeh, I feel the same way.
The thing about the teacher is that he‘ll go over it
agaln because he can blend himself to everyone’s pace.
The robot would have oaly one speed.
If you don’t catch it...
A teacher can adjust himself to people who are slower
and spend private time with them
but a robot would say you don‘t understand
and get out of here.

(Laughs)

€  FRobots also would be helpful in that they would be fair
in a vay that the teacher won’t have a favocite
stugent, like he’!l be fair to everyone.
He‘11 be asking say, one at a time, like in rows,

T - sense of humour
fun

understandable

T - fair

REL 1 - learning

REL | - understand
T - not boring
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like asking gquestions about this certain tepic and uhw/

D He’i] use the same system with everyone.
Like, this person’s a nice person, give him...

Right. Back to the perfect classroom. We sort of talked
about the robot there. What else? What are you going

to be ooing? You have mentioned group work, pairs.

¥hat are you going to be doing in this perfect classroom?

C Well, if it was toc perfect,
like, you wouldn’t really enjoy it because
it is hard to put, like
if you had a perfect classroom and perfect gverything,
then it wouidn’t be, er...
it would be almost like home.
Like, it’s, school is different than your house
and it‘s harder.
It means more work and
it means you have to study really good ang so on.
But, like, 1t is aimost in your house,
like you have a T.V. and everything,
also entertainment.

D I don’t think anyone would be stupid enough to put in
a T.V. uniess It was for an educational program
that was coming on but, like, the thing about,
I don’t think anything could be too perfect because
perfection is, if you can achieve perfection,
it is wonderful.

So, what are you doing in this perfect class?

D Learning your brains off.

Really?

D Because that’s what, that’s why you have a classrooa for.

If it was perfect, it would be much more easier to
learn in there because it would be the way that you
vanted.

And how would it be easier to learn?

D Because the stuff that you are doing,
you are doing it the way you want.

Okay.

D  So, that way you don’t have to move to the fast lane
if you are a slowec learner.

You mean iearning the way you want it, learning at your pace?
B  Yeh. Because, like, for example, in history,

if you want to learn what happened in 1790,
then the next day you learn what happened in 1880,

Not perfect

CIM - working

REL t ~ learning
wocking

REL 1 - learning

REL 1 - desire to learn

LE - on leve] of ability



then that‘s too much of a hurry.

c That’s like you‘re skipping a whole huncdred years.
Like you have just been back into the past
of say how this cavemen learned and llke you‘re
suddenly to 1988 of like how man is with all these
accessories and all,
telephone and all.

Okay. Anything else about, I know you’ve mentioned a lot
of things already, the teacher, and the electives, anything
else that you would 1ike to add that you would like to see?

B i‘d say more spacious, more space because larger
classrooms are, well,
a larger classroan the teacher can‘t devote very much
time but also that way he doesn’t give, he doesn’t
develop, like a personal relationship so that way
he won’t be very, he‘ll be interested in what
what you are doing but not too...
1f a student had more space
he could think clearly because
he is not going to suffocate to death
and also/

c He can understand better.
Like he has a lot of space around him,
like he is learning individually and clearly,
Iike not crowded, chokingly.

Oxay, so how many kids would be in this perfect classroom?
¢ 25to 3.
And how much room?
D  Unhm, well I’m not sure of the exact size
but I‘d say about the size of one and a half normal
¢lassrooms/
€  Quite large.
D  The accoustlcs are much betier so
you coula hear the teacher better as well.
The sound would bounce off the walls.
Okay, and...
c 1‘d say a bit loud colours because, like,
you can’t come in to another white classroom,
like, it doesn’t bring out your heart into it,
aiways. That’s why most students, I think

that’s why most students think that it’s
s0 boring that you have to put colour in/

D  That’s why they colour in their books all the time
1 think.

They colour their books?
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B Yeh, they draw little funny men...

Yeh. Okay, 90 oo you feel that the colours arocund you affect you?
¢ and D Yeh.

A lot?

C Well/

B It inspires you.

As compared to, say, to the teacher, the importance of the teacher and importance of the colours
any

] [’d say spray the teacher!!!!!
c Wear loud colours, yeh. (laughter from all)

Okay.





