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prachcubrthagem Today there i considerably more.
Various opinions, studies, practical llustrations and descrintions of

existing middle grades programs are represented in the literature. They
appear under various headings and sources, from myltiple and diverse

__perspectives, and under often conflicting auspices. Because 80 much of /

hmﬁdﬁmﬂnmﬁmmsmty
mdmmma\dﬂ\e of the clientele,
support any perspective dealing with

i’ pecte ‘ teaching/learning

This monograph proposes to collect in a brief but somewhat
complete document bath the’ most significant new information on carly
adolescence and data to support the position
Carolina League of Middie/Junior High Schools representing a majority
opinion of educators in middle grades schools throughout the state.
This monograph is an expansion of and clarification for the position
paper drafted by the League last year.

This paper describes and illustrates the characteristics of midde
grades students in terms of physical, social/emotional, and intellectual
growth; dlustrates to some degree the further complications inherrent
for early adolescents with exceptionalities; discusees the characteristics
‘of effective middle grades teachers; and explores the implications of

" PART I
The Middle Grades Learner

. Some of the most significant changes in life are experienced during
early adalescence. Within a relatively short span, growth breakthroughs
that establish the foundations upon which lute adalescence and
adulthood are structured take place. These years are at times difficult,
as youth struggle to straddie the overlapping worlds of childhood and
adolescence. The relative security of childhood is best known to them,
yet they are drawn by the lure of adolescence. They sometimes think
and act as children, but to consider them so is a mistake. At other
times they seem well on the way to maturity, but to consider ther.
full-fledged adolescents is also a mistake. Early adclescents are
experiencing major transitions - learning new roles, dealing with a
rapidly changing body, and experiencing new expectatic.s from almost
all sagments of their world (Mitc! 2l, 1979).

It is during these years that these 19.8 miion 10 to 14 year olds
(l.penz,lmWemaporehmmsocﬁl intellectual, and

emotional development. Some of the major characteristics of the age
group are discussed in this section of the monograph.

Eadly Adnlescence

By viewing human development as a continuous process, it is
evident thiit no clearly demarcated events characterize entrance into
and exit from carly adolescence. In recent years, however, increased
attention has been focused on this middie years age group. Many
names have been used to describe the youth of the period (trans-
escents, preadolescents, “in-between-agers,” etc), and there is little
agreement on what age groups should be included. Typically,
however, the ages from 10 or 11 to 14 or 15 are included (Thornburg,
1980b; Mitchell, 1979). It is widely recognized that overlap exists at
both ends of these stated age ranges. The majority of these youth
are found in grades five through eight.
Enrlyadducumhavebemnedechdbyrmchen. educators,

3

governmental agencies, youth serving agencies and other important
groups (Lipsitz, 1977;. Fortunately, in recent years interest in
education and welfare of these youth has increased significantly.
recognition has come about for at least two major reasons. First is

‘the recognition that a gap exists regarding knowledge of this stage of

development. A second major factor is the widespread increase in
problems being experienced by large numbers of early adolescents,
e.g., increased .pregnancy rates, increased suicide rates, increased
admissions to mental institutions (Lipsitz, 1977; 1980)- The necessity
offocummeattentnnandeffoﬂonamnngﬂ\eseyoungpeople

Eariyadolescentsbegnt}mrg'o\mhspwtatdiﬁcrentgga.bmﬂ\e
gowdrpatternnuwallythembrmaleemdkmm.ﬂm
grounhpattmdodﬂergeaﬂym
the growth spurt usually begins between the ages of 8 and 12 i
and 9 to 13 in Boys and ends between 15 and 18 and 17 to 20
respectmeFemalesmatureattherateofaboutone two years

1975).

Eveleth & Tanner, 1976). Regardless of future maturati
should be recognized that this phengmenon, when combined with
ﬁeendrmltsoftlusgowthpenodd:ffergeaﬂyfrompersonto

many
also evolve (Mitchell, 1974). It is the mponsibilny of educators to
learn more about these differences and. commonalities, and to use
this knowledge wisely. With the possible exception of very early life,
no other growth period rivals that of early adolescence. No other
period brings about such potential for social, emotional, and intel-
lectual changes ai«d the problems which frequently accompany them.

Social/Emotional Development

The comparative serenity of childhood is left behind during these
years as emotions begin to play a key role in the life of early
adolescents. They gxperience greater depth and breadth of emotions
but the nature of these tions more closely resamble those of
childhood than those ence. Although these emotions
are not always volatile, they can at times reach semarkable depths,
e.g., jealousy, ‘spite, envy. These emotions are more easily forgotten
during this period, however, than in later years. They are not as
expensive personally a3 thos? found in late adolescence and adult-
hood (Mitchell, 1979).

It is not uncommon for these youth to lose themselvu in anger,
love, fear, and other emotions as they experiment with the emergence
of more adultlike feelings. They also become more idealistic and are
frustrated when their ideals do not materialize. Early adolestents
often criticize themselves and others unrealistically which may lead
to feelings of uncertainty, anger, and frustration. Anger, though -

.4 ,
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usually short lived, is c;>mmon among this age group (Georgiady &
Romano, 1977).

It is also during this stage that feelings about parents, teachers, '

peers, and others begin to undergo significant changes. lnterpetsonal
relatnonshnps take on a new perspective as the peer group gams in
importance and adults are looked at with a new perspective. This
new perspective includes the recognition that even the most trusted
and loved adults are not perfect and cannot always be depended
upon. :

Learning to accept and be accepted by ‘others is a vital task in
early adolescence. Same-sex companionship is common during the
10th to 12th year with opposite-sex companionship coming in later
development. Friendships that were more tentative in earlier years
take on more solidarity during the middle years (Thornburg, 1980a).

Early adolescents are searching for self-identity amid confused sex-
role modeis, a changing environment,
of puberty. They experience not only exceptionally turbulent emo-
tions, but a tremendous flexibility in self-concept (James, 1980). This
flexibility of self-concept has numerous implications for teaching
middle level students.

Fear, which aften manifests itself in ;;tly adolescence, may emerge

in the form of worries. Questions these youth may be dealing With °

include: Am I normal? Does anyone like me? What if I fail in school?
What if | don’t make the team? Fears related to areas sucn as death
and refigion are also sources of uncertainty. The fear of being
ostracized or ridiculed by peers is a powerful force and at times
yields such influente that early adolescents may compromise their
ovn personal convictions rather than go against the peer group.

Conscience becomes more apparent during the period of early
adolescence. Intense feelings about faimess, honesty, and values
characterize this period of development (Georgiady & Romano,
1977). Morasiity is based more upon what has been absorbed from
the culture of the age group than from thoughtful meditation or
reflection. The conscience is more pragmatic than ideal and more
egocentric than altruistic. A primary social goal during this period is
toleamthesknlswhxchacheverecognmonandateemfrompeers
Early adolescents are easy to teach in some ways because they
believe in the power of authority, their thought process is more
"geared to assimilate than to analyze, and they have limited ability to
disagree with ideas beyond 1heir range of experience (Mitchell, 1979).

Although the scope of this paper does not allow for full discussion
of social and emotional development, it should remain paramount in
the minds of all educators that these youth are experiencing important
changes which have many implicatons for curriculum and instruction.
Every attempt should be made to help these youngsters move
successfully from the dependency of childhood to the relative
independence of late adolescence and adulthood.

Inteflectual Development
During early adolescence t1e vast majority of students are
operating within Piaget’s cuncrete and forma! operational stages
(Inhelder & Piaget, 1958). The concrete stage is a very conceptual
stage where information is organized around :ategories which are
generalizable from one instance to another. The formal stage is
characterized by formal thought and utilizes the components of logic
and reasoning in decision making. This process is the beginning of
the type of thought which exists in many adults (Thomburg, 1980b).
As early adolescents lose some of their dependence on what is
perceived as reality, they begin to focus on what is possible. Some
focus on the “here-and-now” while others develop the ability to deal
with more advanced concepts. Moving toward this formal stage of
thought enables some students to deal more readily with the possible
and the abstract. They may be able to go beyond what might be and
a high degree of intellectual curiosity (Compton, 1978;

. develop
Gatﬂrood & Dilg, 1975).

and the impact .

It should be realized, however, that the cognitive maturation of
early adolescents is highly variable among individuals. For example,
Toepfer reports that “The synthesis of available findings shows that
no more than one percent of 10 year olds; five percent of 11 year
olds; 12 percent of 12 year olds; 14 percent of 13 year olds; and 14
percent of 14 year olds have the capacity to even initiate formal
operations” (Toepfer, 1980, p. 226) .

Early adolescents ‘begin to think with greater logic and consis-
tency. Those who have reached the formal stage of thought are still
novices, however, when compared to later stages of development.
Mitchell offers insight into the cogritive process in the following
statement: “For the most part, early adolescents are exempt from
thinking extensively about larger issues such as government, race, or
religion, and when they do think: about these issues the reflections
are essei tially personal and immediate rather than abstract and
general” (Mitchell, 1979, p. 20). This statement offers much to
consider for educators and others involved in work..ig with this age
group.

Recent research on “brain periodization” suggests that- there. is a
biological basis for the stages of cognitive development. Research
indicates that from 85 to 90 percent of youngsters frr m 12 to 14

. years of age are‘in a period of minimal to zero brain growth. During

these periods, early adolescents should not be expected to develop.
new cognitive skills according to research results. Although the full -
effects of this research have not been considered by large segments
of education, it holds great potential for the understanding of
intellectual functionirig (Toepfer, 1980).

Many members of this age gréup are still limited in their reasoning
to immediate or past experiences and have difficulty with problems
having mure than two simultaneous dimensions or relations. Others,
however, have negotiated the transition between the real and the
impossible and are able to hypothesize contrary-to-fact possibilities
(Baumrind, 1978). As in other areas of early adolescent development,
wide diversity 2xists and must be considered when planning learning
experiences.

The Exceptional Early Adolescent

Exceptional early adolescents are exceptional because proper
attention to their needs requires special services and resources
beyond those required for gthers. The special needs of these youth
are created by measurable differences in their development and
behavior. When these differences in academic performance, social
adjustment, physical capabilities, language, vision, hearing; and so on
become so marked that they can no longer be adequately served by
regular programs of instruction, some form of special education is
required (Wyne & O’Connor, 1979).

Although the scope of this section does not allow a full discussion
of the many implications of the impact of early adolescence on these
youth, it is evident that if early adolescence is a difficult time for
those without exceptionalities, it is certainly a crucial time for those
with additional differences. It has been noted by Mary Compton that
during early adolescence, “to be different is to be doomed.” This
realit certainly deserves the attention of thpse responsible for
serving exceptional youth in schools and.-other institutions ard
agencies. Specific attempts must be made to assure that the special
needs of this group are met as they move toward maturity. Much
potential for siress and uncertainty exists for those who have
exceptionalities that directly affect their treatment by peers and other
members of their world.

Conclusion

It is clear that less is known about the developmental stage of early
adolescence than about any other time in life. Relatively little is
known about the changing interactions of these youth in relation to
their families, schools, peers, or communities (Lipsitz, 1980). Know-
ledge is increasing, however. and concentrated efforts shouﬂd\be

. /"\
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‘made to learn more zbout the behavior of these youth and the root
causes of that behavior.

Early adolescence is a period characterized by transition, but
should not be viewed simply as a transition. As noted by Lipsitz, “To
* see adolescence so exchusively as a transitional stage is to deny it the
integrity we grant other stages of life. No large body of literature, for
instance, refers to infancy or toddle.hood as transitional” (Lipsitz,
1980, p. 22). The label transitional, i literally defined, may serve as a

buwagal\stconcentratedattemptstoerﬂnmeamorecomplete

and accurate undentandmg of this important period.

Earlyatblucencelmtcertamlyapenodwhenstressandother
&ﬁcultexpemncesocmrtorlargenumbersofyoungsters It is also
¢lear that many of these youth are experiencing problems that a few
years ago were faced primarily by older youth. Despite these and
other difficulties, it should be remembered that much joy is associated
with the period of transition from childhood to adolescence and adult-
hoodltuatuneﬂedwnthnewandexcntmgevents It is also a time
filed with many pleasures as physical growth offers many novel and
intriguing experiences; as mental growth allows a more compre:
hensive view of the world; as social growth unveils the excitement of
new peer. relationships and new views of comradeship; and psycho-
logical growth allows the emergence of the recognition of self ag a
primary person, not just a reflection of the expectations of parents,
teachers, and society (Mitchell, 1979).

In the remainder of this monograph, some of the instructional and
curricular implications to be draum from knowledge about this age
group are presented. Educators and others responsible for the
education and welfare of this age group must possess a thorough
understanding of the period if learing experiences consistent with
- early adolescent needs and interests are to become a reality.

.,

PART I
Characteristics of Effective Teachers

"¢ Teaching early adolescents can at times provide the most reward-

ing, challenging or frustrating opportunities. Seemingly endless
student diversity can cause a teacher’s strongly held beliefs about
education to weaken or become totally inoperative. If there is ever an
example of moment-to-momert decision making - thinking on one’s
feet - it must be in teaching grades 4-9.

Following the discussion of developmental needs and characteris-
tics of early adolescents, there is a need to look at those correlating
characteristics to be sought or developed in middle grades teachers.
Personality traits, teaching styles, and instructional competencies
which predict the greatest likelihood of both successful l¢arning
experiences and career satisfaction are examined.

Foremost among essential characteristics is a thorough knowledge
dhumangwthanddeveloprmntdatapemnenttothsageg'oup
The pervasive turmoil accompanying physical, intellectual, and
social/emotional development requires teacher understanding and
acceptance. The plaintive cry that seventh graders should act their
age could be countered with the notion that they probably are.
Behaviors acceptable in the very old or very young are all too often
intolerable in the child/adult of 1215 years old.

Teachers who are unable to accept and understand early adoles-
cent behavior may be the greatest barrier to educational success in
middle grades schools. This idea is fostered by the results of various
extensive and .ontinidous efforts to determine to what degree school
has any real effect on students and leaming. In the Coleman Rzport
of 1981, the single educational message is that schcols do make a
difference (Ravitch, 1981). And school factors that have the greatest
influence (independent of family background) are the teachers’
dwoct«htico. not the facilities and curriculum (Austin, 1979).

EKC

Too often there has been major emphasus on curricular |nnovat|ons,
staff reorganizations, and facilities utilization with too little’emphasis
on teacher effectiveness strategies and instructional competencies. If
indeed Austin and Coleman are accurate, perhaps tezcher effective-
ness should have béen the primary target of middle grades reform. In
many cases teachers are ill-prepared by pre- and in-service experi-
ences for coping with middle- grades students. Add to this lack of
general preparation the necessity to accommodaté mainstreamed
youth with physical, emotional, and learning disabilities and one is
immediately aware of the stressful and possible self-defeating situation -
facing many teachers. v

Also, the somewhat pervasive admonition to educaté early adoles-
cents in a stress-free climate may have caused many practitioners to
embrace strongly child-centered programs which overiook the fact
that increasing maturation of youth in grades six through eight has
many implications fot ‘more sophisticated programs. Too often
educators have emphasized isumanizing the curriculum, opening up
classrooms, and personalizing instruction to the extent.of abdicating
their educational responsibiities to teach fundamental skills.

A more defensible position would be for middle grades feachers to
promote a program which balances genuine efforts to accommodate
diverse learning styles and competencies with societal expectations

" for basic skills. Thus the major task would be to accept the stresses

and insecurities of early adolescence while at the same time providing

a challenging, productive, and purposeful environment. This then
would necessitate that teachers be aware of their own-behavior

" patterns, accéept diversity in others, interact 'n meaningful ways with

other adults as well as students, and prov = consistent leadership
Addjtionally a balanced program would necessitate that teachers
be competent: in managing the learning environment, increasing
quality learning time-on-task for all students, and indicating through
planning and presentation a thorough knowledge of subject content

General Characteristics ‘9

Traditionally valid characteristics of competent teachers, effective
instructional techniques, and classroom management strategigs
remairi quite basic and, perhaps because of that, command littfé
attention or controversy. In our highly complicated, technological
age, simple statements may be ignored as common knowledge; or,
becauseofthenverymnphcsty,theynnybevnewedmthoutnght
ridicule.

To a considerable degree, effective middle grades practitioners
have two strengths - subject matter competence and a knowledge of
early adolescent behavior. Because of these, they give greater
attention to professional decisions, balance teacher-directed and
student-initiated learning, and have ?a: fewer disciplinary disruptions
because of their classroom management skills. Thus they leave
themselves greater opportunities to acfually teach and increase
opportunities for students to learn.

Accordmg to recent research compiled by the Association for

Su n and Curriculum Development (1981), the most promising
aﬁto im ove the teaching/learning climate in most schools is to
put the fi principles to use. In effective schools:

eachers hold high expectations for students.
2. Student progress is carefully monitored.

3. The classroom climate is business-like, with teacher-directed
“student activity and an achievement orientation.

4. Materials used are at the appropriate level of difficulty, neither
too hard nor too easy.

5. There is greater reliance on praise than criticism.

6. Good planning and classroom management assure adequate
time-on-task.

7. Students have the opportunity toJ learn expected content.

6 E
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These principles are quite compatible with developmental needs of -

early adolescents. These students need reliable, consistent role
models as described by the professional tone of the above statements.
Many students are in need of remediation in basic subject areas and
are thus dependent on teacher selected and directed content and
experiences. None of these principles are in opposition to humanistic
concerns for a stress-free environment if teachers recognize the level
of student sophistication and resultant strengths and limitations.

Additional attention must be paid to the exceptional learner whe
may bring restrictive or debilitating handicaps to the classroor:.
While there is little separating an effective special education teacher
from an effective regular classroom tcacher, there are matteis of
degree (Alexander and George, 1951).

Regular classroom teachers need to be particularly careful to ‘

accept exceptional children without formation of negative expecta-
tions based on appearance or preconceptions. They must also learn
as much as possible about the identification, characteristics, and
treatment o* the various disabilities. Resources, both in personnel
and" soft/hardware should be investigated and their best application
reviewed, Teachers might prevare students within the classes “to
accent’ and‘ accommodate the excéptional student if conditions
warrant. Additional planning might be given to the most beneficial
grouping patterns within the class. And, as always, consistency in
expectations and responses is essential.

Leadership and Self-Esteem

Because of the unpredictable nature of early adolescents, teachers
for middle grades must have strong self-concepts and present
consistent, reliable roJe models. During this time of increased stress
coupled with insecurity, young people look (o adults who a.e in
tontrol of themselves, .their lives, and their work environment.

Teachers whe are effective and competent in these areas demon-

- strate them by:

1. Willingly taking risks and accepting new challenges

2. Being receptive to new ideas

3. Being less concerned with power and ego
) 4. Being sensitive to the feelings of others

5 Having a sense of humor

6. Being flexible without appearing inconsistent

7. Being accepting without appearing unprincipled

8. Managing classrooms without being overly controlling and rigid

9. Having respect from the students without being fear

10. A\Qoiding the use of sarcasm and ridicule as disciplinary

methods

11. Having a pervasive sense of rightness about classroom pro-

cedures

Additionally, effective middle grades teachers “have greater under-
standing of principles of learning, have realistic and appropriate
goals, provide immediate feedback, more opportunities for learners,
and in general, produce a more coherent presentation” (McCormick,
197, p.60).

A climate of expectation where roles have been defined and
expe tations clearly stated exemplifies asserive leadership and
purpoiefulness. Teachers who establish themselves as repsected
classrcom leaders encourage students to collaborate in becoming
more nvolved in their own learning, to take risks in terms of
attem;, ting the more difficult tasks, and to rise above minimum levels
of competence.

Classroom Management

“Statistics reveal that the prime cause of teacher dropout after a
few years is the inability to develop effective discipline procedures”
(Wilu and Bondi, 1981, p. 69). In addition, the 1981 Gallup Survey

[Kc ‘

reports “discipline contirués, as it has for many years, to be regarded
as the number one prublern facirg the local public schools” (Gallup,
1981, p. 34). Thus, while it is often an overly convenient scapegoat
for other less obvious problems, it is a significant determmer for
successful teaching.

Thuse teachers who arv siilled in content planning and presenta-
tion have few if any. discipinary interruptions and may be surprised
at the amount of attention Jiven to this concern. Those teachers are
bdth competent in their various areas of study and good ma:iagers;
because when one does not manage well, disruptions occur more
frequently and less time is devoted to teaching. And thcse disruptions
are not fimited to student, ouibursts or inso%nce. Teachers who
allow |mppropmte socializing and who paracipate in the same are
promoting an undisciplined classroom climate. Teachers who encour-
age distractions ef any kind are weakening the standards accompany-
ing a business-like atmosphere which provides greater engaged time-
on-task behaviors.

Effective teachers accommodate the early adolescent’s concern
with peer approval and identification by arranging lessons to produc-

. tively involve students in a somewhat social interaction while stessing
“the purposes and learning outcomes of the task. Knowing that many

disciplinary infractions occur because of ah inadequate curricutum
with inappropriate materials causing ‘'student failure and resulting in
negative self-concept, effective teachers motivate, reward, and
assertively forestall disruptions by prowdmg materials guaranteemg a
high degree of learner success.

In structuring activities for students needmg either remediation or
special services, teachers must recognize and accomodate the need
for peer recogniticn and approval as well as what might be an
idealized self image. Activities should represent-the required sophisti-
cation appropriate for early adolescents and should be assigngd
without obvious indicators of any appreciable difference either in-
content, grade level reading difficulty, or method of presentation.
“Through creative and sensitive planning, teachers can devise face-
saving, yet effective, ways to ielp students begin to compensate for
long-standing achievement deficits” (Brown, McDowell, Smith,
1981, p. 251). . )

To whatever extent possible, competent teachers provide a
somewhat flexible classroom climate where studerts are able to
communicate and work in a relaxed manner. While these teachers
may hold a strong’ student-centered philosophy, as Rosenshine (1979)
points out, “permissiveness, spontaneity, and lack of control in
classrooms were found to be negatively related to not only gain in
achievement but also to posmve growth in creativity, skllls of inquiry,
wntmg ability, and self-esteem” (p. 41).

Thus effective teachers accommodate this student-centeredness in
defining their fundamental purposes and objectives, and support the
premise that while “children taught by direct instruction may score ,
well on tests but not be as imaginative, resourceful, or self-confident
as they might have been” (Peterson, 1979, p. 34), they also are .
unlikely to learn the essential skills of motivation and self-discipline in
a chaotic atmosphere where anarchy reigns.

Finally, and, perhaps most basically, effective teachers:
1. Start class on time and are prepared
2. Have clearly defined standards for classroom conduct

3. Have classroom rules formulated with student input ana
accommodating the physical requirements of early adolescence

4. Consistently follow through on expectations, punishments and
rewards

Teacher Directedness and Time-On-Task

Bécause of increasing sophistication in early adolescence, we may
expect students‘to take greater responsibility for much of ‘their
learning and' to demand more input into its content and pace.
However, we must not be unrealistic about the degee to which
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students even at this age, can manage time, plan appropriate
activities, learn independently, and critically evaluate their progress.

Characteristic of this age, students have a need for a high success
rate when mastering ever more difficult content requiring higher level
thinking skills. Also, they have intense, thoush short-lived, interests
in a wide variety of topics. Effective teachers, then, can capitalize on
thaetwo(actorstoreacheventhemostrecalcﬂrantleamers.

These teachers will use student interests and effective instructional
techniques to provide a rapid but attainable pace as well as a
. wppomve,ﬂaactmcﬁmate for students. They will provide an

optimal mix of tacherd:rectedhess and student-initiated learning
* activities.

Teaclmswhohaveabascandﬂ\omughkmledgeofbo(hthe .

coﬁental\dthevmtyofmtnxhonalmhodssuggestedbythat
content will be more competent in making educational decisions
which increase quality engaged time-on-task behaviors. These
teachetswmﬂdnotbegnalessonplanwnhuﬁuttheymgomgto
do so much as with what they planned to accomplish-- learning
outcomes and evaluative objectives. For example, effective teachers
immediately recognize that a lecture format to teach bbrary skills
results in less active involvement for students than perhaps an
inquiry/discovery approach. Using the latter-method, a teacher could
structure interaction among students with varied levels of expertise
resulting in differing learning outcomes based on student capabilities
and at the same time guaranteeing success for each learner.
Teachers who are knowledgeable about both subjects and students
., ave capable of making sound educational decisions concemning the
appropmtgbdmcebetwmteachr—dnectedlmandsmdmt initia-
tive, Overuse of teacher-centeredness would be as devastating to a
avell-rounded program for early adolescents as allowing so many
student-oriented electives that fundamentals are ignored and basic
concepts unlearned. In striving for this balance, teachers may question
the “usefulness of the ‘universal prescriptions’ common in educa-
tional advocacy in which teachers are encouraged to give pupils
more freedom without specifying to what degree or in what respect,
ortowardwhatob)ective. .” (Soar and Soar, 1979, p. 118).

According to Barak Rosenshine (1979), direct instruction is effective
lorpfodlcmgstudentlcammgmbaﬂcsktllaAnd'asJereBrophy
11979) points out, “direct instruction is easier to plan and manage,
pmvtdaformremodehngofcorrectthmkmandrespo'mfor
slower sturents, and avoids the elitism and labeling problems that
czn crop up when ability grouping is used” (p. 34).

Thus, because teachét direction and selection of actjvities have
been positively correlated with achievement, when the ive calls
for acquisition of basic skills, utilizing teacher-directed instruction is

" most appropriate. And when learning has moved beyond fact, recall,
and skill levels toward concept and values learning, alternative and
diverse methods are called for. Teachers hold the key to balancing
the program and thus the key to reaching a greater number of early
adolescents and to challenging studenis toward greater degrees of
self-discipline and motivation.

Of much significance here also is the importance of constant
teacher monitoring and immediate feedback. While “fréquency counts
of criticism of studente by teachers continue to yield negative.correla-
tions, with achievement” (Rosenshine, 1579, p. 30), enabling teacher
responses have a positive effect when the praise given is genuinely
deserved, thus increasing studert self-esteem.

Effective teachers display an enthusiasm for the subject as well as
for the learning process in order to-encourage attention and promote
active interest. Enthusiasm here refers not to mere entertainment
normcmiiytodwmhp but to a great sense of commitment,
excitement, and invoivement with the subject. “It has been found
that all other things being equal, a teacher who presents materials
with appropriate gestures, animation, and eye contact will have
lﬁdlmnwhoachmbm«onmts than will the tcachcrwhodou
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not gesture, reads in a monotone, and generally behu‘a’ in an
unenthusiastic manner” (Cruikshank, 1980, p.212).

In summary, effective middle grades teachers balance teacher-
directed activities and content with student interests and encourage
more time-on-task and purposefuiness in well managed classrooms
by: . )

1. Increasing contact with students by becoming more involved
with the students as they work

2. Using direct questioning techniques in order to keep cons'anﬂy
aware of the level of comprehension of ‘students for the
content being presented

3.Albmghtﬂemlapsebetwecncomplenonofworkand
return of evaluation~thus bettet insuring mastery leaming of
concépts and continuous ‘progress toward the learning out-
comes and objectives .

4. Allowing feW interuptions in the class routine thus assuring
adequate engaged time for. students to learn the expected
content f : s

5. Permitting few disciplinary interruptions and aliowing little
negative behavior

6. Accepting and accommodating the diversity present within
early adolescence

7. Recognizing and compensatmg for whatever learning or physi-
caldnsabilihastudentswrthmtheclassroommlghthave .

‘8. Working to reduce &l students’ dependencz on the authonty
and direction of the teacher

9. Providing a caring, consistent role model for students who are
seeking stable, reliable adults with whom to interact

PART IV
Implications For lnstructnon

. lnvesngatm\sofstudentabersnymbothcogmhveabilityand

developmental needs as well as characteristics ok effective teachers
suggest a significant need for curricular and instructional examination,
modification, and diversification. Early adolescent patterns, rates,
and levels of knowledge coupled with varied learnihg styles, evolving
identity, and increasingly sophisticated developmentai tasks are so
diverse at this age that the need to accommodate as many different
learning techniques and developmental considerations as possible is
mandatory.

While the term individualizing instruction causes mixed response
from skepticism to outright rejection, the term diversification to
accommodate individual differences should connote something quite
different. The suagestion of a different lesson plan or individual
eciucational program for each student is more difficult to comprehend
and implement than the concept.of varying activities and objectives .
which both diversify presentations and increase the potential for
complimenting individual learning styles, , and capacities.

- Teabhers all too often feel proficie h only a single style of
presentation - most frequently lecture/recitation - to the exclusion of
other more effective, alternative approaches. Teachers pressed with -
both time and numben concerns may retreat to this single prepara-
honmodeumnchulaotmecomumngandhuaumpbrddwery
mechanism. Pr one lecture to be delivered six times to 135
students is without Question easier for teachers than preparation of
several formats of the same lesson utilizing k »of both
developmental stage needs and cognitive abilities. However, while
this method facilitates the teaching business, it is grossly mindless of
the learning outcomes.

Anyone who disputes evidence that students have different learning
styles and differing developmental needs, especially within the

e W
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designation of early adolescence, has heen remiss in reading the
educational research and development literature of the last decade.
Many learning styles experts report that some students learn best
when the teacher stands in front of the class and determines the
course conteht and presentation, some learn best in small groups
with free exchange, and some when given instruction and then left
alone to accomplish a task. problem arises when the learning
outcomes are not recunciled with the most effective and efficient
teaching/ learning strategies. .

This section reemphasizes what has been discussed previously
concerning developmental characteristics of early adolescents and

. characteristics -of effective middle grades teachers.. Practical |mp||

cations for curriculum and instruction fcr grades four through nine

are also discussed. In order to make this discussion more meaningful,

it is necessary to review concrete and formal operations, consider
the developmental tasks which arenost a appropriate to this age level,
investigate the identity crises occuring during this period, and examine
briefly the different considerations necessary to match learning styles
toob)echveumdexpectanmofeaﬂyadolescents

In each of these

‘carhculaattenhonmedstobepmd .
to the information supporting the bélief that early adolescents do not

fit into any single category or level, but span at least two stages. One
cannot isolate only the middle childhood characteristics because
some early adolescents have passed through this stage and are more
characteristic of s. Emphasis here is on particular strat-
egies, treatments, tasks and, implications for middle grades teachers
of all subjects. Furthermore, attention is given to providing reference
sources for teachers who wish to learmn more about any of the
diffetent theories discussed. o .

' Cognmve and Formal Operations

“The work of Swiss psychologist Jean Piaget is by now so familiar
that +his name ‘has become a household - or at least a classroom-
word. Yet his theories: have so far failed to substantially influence

practice in nbst classrooms” (Dyrli, 1976, p. 78). Many teachers who .

are unfamiliar with his work fear inclusion of his theories a8 radical
changes. Others are so bound to the textbook illustrations and
objectives they can see no way to depart from the scope and
sequence in order to accommodate new knowledge of what skills are
applicable. .

“Often as teachers, we co.tfuse the process of extending the

mental functions of the studerit and just overloading the' present <

functions with too much inforiation. This constant overloading of
the mind with massive amounts of information can only cause mental
indigestion, not an increase jn the d1verse functions of the mind”
(Greene & Lawrence, 1979, p.' 13).

A look at the conditions of concrete and formal operations points
out that early adolescents are usually’'not isolated in ope stage or
another but are in transition. While many operations are in the
concrete domain, some students at all times and many students at
some times can function with formal logic.

“As the name of the stage (concrete) implies, a child in this stage
begins to think logically, but thinking is primarily concrete rather
than abstract. In other words, while he can now perform simple
operations of logi in the abstract, he can do more advanced thinking
if given physical objects to manipulate” (Dyrli, 1976, p. 80).

“Most middle grades students use only concrete logic” (Greene &
Lawrence, 1979, p. 13). The progression toward more formal logic is
not a spontaneous part of the maturation process; it must be
encouraged, fostered, and its development overseen by a teacher
who is first of all,competent in fornfal logic and equipped with skills
to aid student piogress.

The goal here, beginning at ages 11.12 and gontinuing throughout
life, is to develop the capacity to interpret symbols and deal with
verbal ideas without having to manipulate physical objects. In other

Q
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_Wwords, teachers want to encourage students to be increasingly able
“to deal in abstract 3rms.

To accommodate present views of leaming and intellectual devel-
opment, the role of the classroom teacher must shift dramatically to
that of diagnostician, guide, resource person, and evaluator (Kindred
et.al, 1976). A teacher must strive to increase thinking skills by:

1. Arranging téaching sequences to begin with concrete ideas
explained through demonstration, examples;, and actions (At a
later time formal definitions of the same ideas are presented.) -

2. Having students gxplore the activities before introducing the.

next concept thus” giving students opportunity to work with

- objects and allowing them to ask their own questions and
follow their own interests concerning that concept

3. Beginning class discussions with simple demonstrations and
challenging students to raise questions or predict outcomes

4. Encouraging students to interact with one another during
diseussions. By learning viewpoints of others, they will become
more aware 'of their own reasoning. Students who wouldhot
ask the teacher certamquestnomnuybemorerelaxedand
secure with peers.

5.’ Asking students to justify their own conclusions, predictions,
and inferences whether these-are correct or incorrect. Students
too often assume that when teachers ask for more, information
or some type of clarification their answer is incorrect and nish

- to find another

6. Trying to be as receptive as possible to apparently off-the-
track ideas, not rejecting a timid first attempt, but encouraging
it by drawing attention to its good or unusual points

7. Being willing to reason out loud and to reveal that teachers are
“at times unable to proceed with a problem. Model the reasoning
behavior hoped for in students.

Developmental Tasks Sequcncu '
Robert Havighurst in Human Development and Education (1953)

identified a series of “developmental tasks, the successful achievement

of which contributes to satisfactory personality growth during various
times of life” (Williams & Stith, 1980, p. W understanding of
these developmental tasks is necessary to-enable teachers to
structure™lessons to accomplish the two-fold purposes ‘of education
cognition and personal development. Additionally, teachers use

developmental task information to better time the mtmducnon of -

educational efforts.
As described in the discussion of concrete and forrnal operations,

early adolescents often,span two developmental task groups as.

discussed by Havighurst. While many early maturing middle graders
are already coping with the more sophisticated tasks of early
adolescence, a significant number of “late bloomers” may well be
coping with tasks of middle childhood. Feachérs must therefore plan
for both levels when proposing activities and experiences.

The following are selected examples which represent a cross

_ section of middle childhood and early adolescent developmental

tasks:

1. Building wholesome attitudes towm'd self as a growing organism
Learning to get along with age-mates
Learning appropriste masculine and feminine social roles
Developing concepts necessary for everyday living
Devoloping conscience, morality, and a scale of \ alues
Achieving personal ir;dq)endence
. Using the bodyeﬁectiwlyandacceptmgonesphysuque

Achieving emotiona! mdependence from parents and other
adults

® N AW
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9, Selecting and preparing for an occupation
10. Developing intellectual skills
1 Achieving socially responsible behavior
Teachm can accommodate these developmental tasks for-all,
Iearmmaﬁymbpdbymporamgthe foﬂwmgtechmques into
the instructional plan:
1. Utilizing peer teachmg for facilitating commumcatlon and
wlthagmates
2 lnvmng cormmnty representatives who present non-stereo-
typic career role models to facilitate both a developing sense of
masculine and feminine roles, mwellasocwpahonalprepan-
tior.
3. Enmlmmguuofmferenceskﬂhaqdmmducpﬁmrystu&u
to both muednte fundamental skills in reading, writing, and

cdadamgawelatomouragedevebpmentofrrme
advameduelectualskils.

4 Stppoﬂinsandpuncwmgm,som type of teacher-based
sidvisory program to provide guidance for early adolescents in
devdopmgathludatowdsoualmandmstﬁutnns.as

5. Emo\mlgstudmtnochcuumaldevdopmentmof
relevance to therh both as idividuals and as members of
larger community and society. Thnshcilitateadevebpmentof
comcience and moral judgement.
eFm’mﬂ\edevebplmndmamralprogmmboth
athletics ond academics in order to help many students better
- understand and accept their physical and intellectual capacities
without the debilitating strain of more advanced competition.
* Recognizing the appropriate developmental task for each student
as well 2s for each class or grade can greatly aid the teacher.in at ™~
least two ways. First, the, teacher can capitalize on the more obvious
hdumplarmguntmﬂm ¥ indeed, working with age-mates is a
primary graders, then small group work, peer-to-peer
and group .project activities are an integral part of lesson planning.
* Also, teachers who are aware of the various developmental forces
mmwlyadobcu\tscanmorcmulycmtoacceplwhat
many others would view as radical or irresponsible behavior. This
MhdgﬁMMtthMWhouepamcpan'.man
Mldmmmmsmdansmmonopenmdfrec
with their opinions and concems.

. identity Crises and Development of Ego -
Erik Erkson in Chidhood and Society (1963) proposed a person-
ality + odel divided into eight senses: trust, autonomy, initiative,

(3

1 accomplish

for succese at succesding stages (Williams and Stith, 1980).

Those stages occurring prior to middle grades may be of consider-
able interest to teachers of early adolescents because of the impact
of failure at any one stage and its resultant influence on the personality
of the student. If a child has been exposed to only mistrust, doubt,
mdgﬂlpriottooadyadducme ﬂmeuacomderablcmkof
omediation and cgo-mlmngtobcdom

bqntold.mhcrbylchoolorpafmu that
mimqublcddomg for themeeives arrive at middle grades
-confidence. This is true for average students as well as
leaming or physical disabilities. In fact, many disabled
associated with
wdlhavebun

i
4
£
:
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&

h?‘qdnﬁ*ﬂwmwhu&mﬁmhckmndlof
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family trust and personal autonomy, may well Rave met with a
teacher who inculeated a lack of initiative thus guilt. To tell a middle
grades- learner that he or she is not trying coukt be the most
devastating commient a teacher can make. For students at this level
of ego-identity, the concept of trying one’s best is of paramolnt
concern. And when there is the suggestion that this effort is not
being made, students may be consumed by guilt and inferiority. The
syndromefost o of"lv-\tdmt begnswhemmhatwensnotrewardedand
er

However, accordmg to Erikson, stages which were blemished with
unsuccesdul attempts resulting in negative self-concepts can be
rectified by success at later stages. Met with a student who
demonstrates either the fatalistic attitudes of failure or the belligerent
distinctions of a bully filled with guilt and doubt, the effective and

aware middle grades teacher can structure tasks to capitalize on.

autonon.y and success as well as to encourage initiative and
self-assurance.

Of particular interést to middle grades teachers then are the two
-stages (sm)ofmdsstwandxdmmy There is mich evidence to
support the contention that most early adolescénts range between

these two 'stages rather than being in one distinct from the other. As *

wntheoncreteandformaloperahonsandthedevelopmenaltaskl

discussed earlier, the early adolescent period of ego develo~ment )

fomxtabbdgebetweenchldhoodmdadnlthood.

During early adolescence, students who are operating pnmanly at
the industry stage take great pleasure in what they perceive to be

“realumk”andtln;omplehonandraultsdcachpm;ect They

require that tasks come to completion and that this accomplishment
bereoogmzed tosomeextentaclmowledgedwnthprmwhen
that praise is gerfuine and merited. They focus attention on tasks for
extendedpemdsofhmemdwkdligentlyattaskstlwymwas
relevant and for which they feel ble.

Students at this stage (indGstry) undertake tasks for which there
are obvious rewards such as merit badges, gold stars, or monetary
prizes. This supports their growing need for independence and
personal autonomy. .

Effective middle grades teachers‘who can understand and imple-
ment the requirements and desirable outcomes of this stage will
provide opportunities for:

1. Reaffirming the positive results of prior stages of ego-develop-
mentbyprowlmgmanvactmheswhlchhaveguaranteed
success for each student

2. Praising and rewardmg students with tangible measures which,

~while extrinsic in nature, satisfy the sense of accomplishment
in a job well done

3. Promate a class sense of optimism and creatmty with learners
dxgplaﬁng success in varied fashions and with diverse out-

4, Establnhmg a pattern which capitalizes on industriousness by

using project-oriented, learning activities with definite begin-
nings and endings, thus fostermg this need to see tasks come
to completion

Subsequent to the industry stage is that of identity and all its

ramifications for early adolescents. Much has been written about
middle graders and their search for self; and it is through a knowledge
of this stage of ego development and proper accommodation
techniques that teachers can make a significant impact on students.
-Proper accommodation of this stage will result in a healthy peuonal-ty
Improper teacher expectations may cause such a sense of incom-
petence and unworthiness in the young person that the resulting role
confusion is evidenced by ‘delinquent behavior and attention com-

At this stage of identity versus role confusion, the teacher's task is
oommhuconfoundodbythestudent qumngdcpcndenceonall

10 ’



Monoeiw-ﬂs page8 " ' - "

adults for reinforcemenf and reﬂechc'\ Now the cruclql question’
centers around what the student thinks about self rather than what
othenmgnthhk
Effechwmddle?adesteacherscanheipfosta‘ahulﬂwpenon
ality for all students by:
» 1. Providing an opportunity to discuss confusions, dnlemmas and
mapuuonnlnunirdatedtothpro?errolemsoclety
2. Giving attention to the need for early adolescents to try out
- various types of personalities until one is founid that fits. This
. nmaccephngwhatmayqppefruphonyorunrealwnc
behaviors from sfudents.
3 Mahmatoomdatmformmyudgementrwxlhngﬁom
' the general confusion present during this stage
4.. Enhancing positive evidences of a growing, maturing sense of
" 5. Presenting leaming opportunities whichswould help in the
selection of 4 career, partner,-or appropriate adventures
6. Being avaiable to students for one-to-one conversations
» 7. Being confidential with dialogue ’
8. Being a reliable, comtentrolemodelwhopmentsthe
characteristics of a healthy personality .having been through

thevmousegodevelopmem stagesand’readytpproceedto -

theinext

Rclymsonumaddteacm xpermesandgtmrgauhrems
of ego-development, develgpmental tasks, and thinking operations
changés, teachers can better understand the goals necessary to rheet
specific student needs at respective stages of dev t. Perhaps
it is time for effective teachers construct a scope sequence-plan
forﬂndevebpmentofabalthyegoa)ongw:thamccusﬁdtéammg
experience during the middle grades years.
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