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N “by biologicalvchanges to quickly cpme‘tb terﬁs with a whole

2

. ' /
- ~ EARLY ADOLESCENT__EDU'CATION ‘%

»

.
>

Iﬁtrodﬁction *
F==

”

\ N . .
This synthesi§ of research and lite;aturevré;ated to the

education of the early adolescent invngea analysis of 83

. - AN -

documents.. ?hese‘documents were énalyzég against the

‘

following key quesﬁions: .

‘e What are the characteristiéﬁ 6f the early
"> adolescent? ‘ - d

e What are the learning theories most appligable
to the early adolescent and what do these suggest

'for educational planhing? . . )

~® What organizational and curriculum patterns arg
P 7 most effective in producing desired learning )
outcomes while a®commodating the characteristics
of. the early adolescent? g .

® What do the primary cognitive attributes of -the
early.adolescent suggest for the selection of
. appropriate teaghihg strategies and instructional
) methods? _ - - ' ! .

The report i¥ organized into four\sections: Charac--
teris;ic§'6f:Ear1y Adolescents; Cognitive Styles of Early

Adolescents; Organizational Practices and Curriculum; and -— -

s

. Instructional Méphodé. A75ibliography is included.

- +

.Characteristics of Early Adolescents

- &

-

gérly adolescence is a time of biological instability

and heightenea.gmotionality. The young adélescent.is forced

3

new set of urges, drives and physical E;éébilitieé,_sbme
bt AR

quite difficult to control. These years are also characterized
\ : ~,

»
- B v
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\

by great phys1cal varlatlons between persons of the .same

0
~ ' -~ ~ Ay

chronologlcal age; thlS can’ add another p01nt of stress.
. ‘ A\

‘ According to Peter H Marorella (1980), adolescent

deVelopmental‘characterlsflcs afford a ‘baseline from which
to initiate goal setting and instructional planning for the

mlddle grades. These character}stics can function either as

-

a moriitor for expectatlons of students or as, a guldevfor

facilitating,naturally evolving capabilities; if the

characteristics of the adolescent influence, such plann}ng,

the setting.of unachievable goals is-more-likely to(be avoided.
. » . - . P .

Brikson (1968) describes developmental issues that‘must
N . L .

be resolved hy”the‘adolescent if he or she is to form an /

§

adult identity.. Basic trust is an issue as the adolescent

/moves from trust in parents, teachers and oth3} adults to

‘,1 ,,

trust in peers and, ultlmately, to trust in self Adolescence,'

accordlng to Erlkson,,lswa time of shlfting groups as relation-

‘

{
shlps are redeflned in response to a.desire for greater

1ndependence and’ self rellance. The development'of autonomy

is a: cruc1al 1ssue for the young adolescent as he or she moves

away from famlly to greater rellahce on peers in preparatlon

. k)

for greater rellance ondself. Creatlng a school env1ronment

£l [ . - o

which foster’s healthy adolescent‘develo%ment calls for estab—

v kS " i

llshment of a balance between autonomy without limits and
: . ‘t.
heavy doses. of conformlty that stlfle the buddlng -sense of

. .-
’

-autonomy. The\dezflopment of 1ndu$try and 1n1trat1ve is
H . . ﬁ.' .

‘e ¢

’

* oy " 7 .

_important- to young adolegcents who need opportunities to
. o . - .t , - f .

achieve physical and intellectual mastery. If these are

»
- . \
: N .
. 1 e
A .

. ) e . «€

{




accomplished, the adolesceﬁt can sense him/hersclf as
¢
. : . /
successful, capable of "getting the job done." It is

hypot’hesized that a correlation may exist between lack of

-

confidence in abilities and_opportunities to test new skills

and a laekfof interesf-that many young adolescents feel about -p
school. The development of a sense of identity as opposed
.to a sense of,role confusion is the major task of adoles-

cence, according to Erikson. Focusing on the development of

Y

identity- is possible because of the new self-awareness that

¢

- grqwepopt of changes-in cognition. The development of a '

capacity for intimacy rather than isoiai}on is a major task
of the adolescent. The complex nature of the development » .
of intimacy and the importance of firm foundations in pre-
,aduit,developmedtal sfages are- stressed by Egikson ifYthe

emerging young adult 1s to be successful in work and love.

Looklng at the work of Elklnd (A Sympathetlc Under-- , .

standlng of the Child, 1974), we see that there i§ a growth

thrgst.at the age-yof eleven, yhen act1v1ty levels show a =~ ,‘

. @- . ) )
marked increase. Children of this age experience difficulty

in keeping still. Tﬁey demonstrate an engnded appetite for
new experience, knowledge” of the &orld,rand more information

about people. ’Emotional‘control for' the eleven year eld is »
low, with confrontation with peersu;ﬁd authofity dffenf
serz}ng a§~é.meahs to define self. Elking states that above’
“‘::111“5 the eleven year old needs to be noticed, and cannot ®

!

~

tolerate, indifference. "

The twelve year olad ;;iseen as outgoing, enthu51asé




/
and gerierous, and often subject to extreme emotional swings.

,He or she is beginning to asgert that he/sheis no’ longer a

cﬁild, and defines him/henself through friendships. With

.

¥ respect to schooling, twelve year olds take strong stands‘
and either claim to love or hate it. Children of this age

will respond to a strong teacher, but one who lacks skill
\ ? . M
will soon lose control of the class. Disruptive classroom
1 ( ‘

behavior at this stage does not necessarily mean that either

3

. v
the school or the teacher is disliked.
At thirteen, there appears to be a gradual: turnlng in,

and preoccupatlon with ‘self and gelf-evaluation. Th1§ is
ot

often the least happy of these years. Adolescents at this

2
.

age are very self-conscious, and may be shytor unwilling to

read or perform .in front of their classmates. Howevgr, at

this stage, students are bette; organized and use their time
¢ J

7 ’ .
more constructively tRan, they did before. . ";;/)f

Central to most articles on the subject of cognitive

deve]opment,and behavior in early adolescence, and one of the
b
most appllcable torcurrlculum design, is the work Qf Plaget
\

Jl950). Thr cks of ‘his work:have strong bearing on O

describiﬁg‘the chara eristfcs_of\the adolescent.

i

The first is that maﬁy "negative" adolescent behaviors . ,

areiderived from intellectqal immaturity rather than from the

2

bad motives to which they are usually attrlbuted Adolescent

»~

self-consc1ousness, boorlshness and vandallsm may result from

4

the~constrﬁct{hg of an* 1mag1nery audience that monitors adoles—'
A

»'cents every move and thought. This imaginery audience is made
\ L]

[N




‘feel that their thoughts and f{elings are .unique, when

'pos51b1e by the operation of expandlng adolescent 1ntelllgence.'

Complementlng the 1magléary audience is another mental con-
struct, the personal fable, which can aljo give rise to

behavior problems. A commonE able is that young adolescents -
' A ‘

actually common to all. They often assume, that their own

& \ . ' .
evaluation of theyselves is automatically shated by everyone.

Also, the apparent hybocrisy of adolescents is often actually

a failure to distinguish between the expression of an ideal

and its pragmatic realization. Piaget, then, suggests that .-
: 13

adults look at ;heseibehaviors,as‘"behavior'typical for .this

age group," which 'should be dealt with on a rational basis,

"rather than reacted to with a sensé of moral outrage.

The second aspect of Piaget's work related to early

-

.adolescence has to do with the stage concepts of congrete and

formal operations. According to Piagetian theory, the ages

of 12-15 are markéd by the acQuisition”of formal operational )
thought. Th1s th1nk1ng mode is a logical extens1on of the

skills a ch11d has atta1ned durlng earlier stages, and is
acqulred'gradually during adolescence. Formal~operati6nal P
thinking involves the ability to think about one's owns .

thinking process, and the ability to recognize poss;bilities

in addition to the actualities of everyday experience.

Nelther of these thought processes is found in younger,

‘concrete operatlonal thlhkers of the ages 7- 12. This means’ © ey

~ !

that the adolescent can deduce conclusioﬁs from preu}ously
. 5 .

. . oy .
giverf premises, reason abstractly and reason 1nductryely.

.
~

Y
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The process of fcrmal operational thought is 'neither automatic

nor uhiversal.  Research with large numbers of American ’

, adolescénts (Elkind; i961; Ma%toranoﬂ 1977; Gréenﬁ Ford,,
Flamer,. i9fi);zgdicates that only one—éﬁird‘té.énerha}f of
Amé}icén seventeen ‘year «61ds will reséoﬁd‘at*the fgrmal

. “"6§erational level on“b%égetiaﬁﬁ%gsks. It sﬁpulﬁ be noted ° .

. : that tﬁé adolescent's ;bility to think opefatiohally is not
) related to his of her knowledge or understanding of the
. ) . ‘formal logic ;hichﬂcpnst;tuies“the'basis for ; Piagetian
- | analysis of thought:processes. What has been found ié that

-

the~ﬁaturenof the task clearly influences the application of
formal‘operationalitﬁzught. Elkind explains that "while all
adolescenés of average intellectual ability probably attain’
formal operétions,‘they do not apply them equally to all
aspects. of reality." 1Interestingly, é study of high school
- g biclogy.studenté (Marekl 1980) fbund that the more formal
Qpeqational students possess a,greater»zontent knowled?e than
. the more concrete operational students.
Hill (l9§§72gt;%es that formal operational.ékills allow
v adolescents to establish autonomy beéause the ®formal opera-’
oA tional skills permit the adolescent to "reéa" other people .
in more différentiatéd and Ebmplex ways. Formal(gaerational
skills ére necessary, too, in the more.mature forms‘of
' ’ infipacy and integration‘with éexuafiig. It should be
rememﬁérea here that ;ew cognifive sgi}lg can ailso be

employed in the service of defenses and perception

N distortions. ' ) 1
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—

- /\ N N
T Hill also ‘suggests that because adolescents can think N

'effectively about what is possible rather than being tied to

~

» what is, they have a personal future unlike that of a younger

person. Thus, the consequences of present achievements for

future accomplishments can‘be better appreciated The‘§&€chiﬁg\ff‘

i A
that characferizes adolescent career choices appears to .
/ -
require formal operational thinking.

“;

During early adolescence, identity is based on more
differentiated and more integrated.self—concepts. Adolescents -
.learn to qualify terms, make distinctions between real and -
-appirent qualities, and acquire a new ability to put together
what may seem to be inconSistent or contradictory

~

Fonmal operations are,critical~to this protess of identity

- -

Yo . formation. As Erikson defined it, the process requires/s1mul—

-

taneous reflection on the observed behaVior of both self and .

others. The .process requires taking a number_of perspectives

-

-

.into account simultaneously; a feat'possible(only when formal-

p - operational skills are functioning.i
N "Growing out of research on cognitive development is
LS f} s
Piaget S postulaticn (l932), “that a child s moral development

g

| follows the same,baSic.patterns as those of cognitive skills.

Moral'schemata are seen-as based upon the child's cognitive
» : structures. According %o %iaget, a basic shift takes place
in the quality of moral judgment when, at the age of twelve,

conprete operational thought gives way to formal or abstract

thought processes. Here we find a shift from moral realism
. “ . ¢

-
,to moral "relativism," as demonstrated by a child who no

¥
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longer blindly follows the letter of the law, but considers
thehintent~of the law or act, with the pcssibility pf‘changes. '
‘Fof'the preoperaticnal child, any\suggested\change in the o
ruleseis regarded.as transgression. Fdr him or %her, mcral . )

-

: > - E . - N~ '
ruies have'an existence of .theirx own. For the adolescent,

-~

the age of eleven or twelve marks “an orientatipn tOWards moral
N (\g'

autonomy and development of a sensegof ethical and'moral -

re$ponsibility based on abstréct thought processes which
! 4’ A b ' ) ( I3 ’% ’ !
have now becomé possible. g g

4

: : a,
Kohlberg (1969) has created a more diffefentiated and

elaborate theery'of six stages of moral develcpmentvbased on.
Piaget's work witn the sfage model. ,Each stage of Kohlberg's

‘ T \ .t :

. theory represents a distinct moral philosophy, which has

implications for socialyand political organization. He has
) - t 3 . . -

prdpqsed that tlese six stages are universal and that the -

e

thinking of any one stage is consistently applied to a variety

. of situations. According to-Kohlberg, developmént moves step

~ v -

by steE‘from lower;to higher, go that no stage can be skipped,

but the age that a person reaches a cert in stage\differs from

-

culture to culture. Kohlberg suggests that tlere is a Rpint«-

to-ncint relationsﬁip between his stages of moral development qa

- -

,» ' . 5 \
and Piaget's stages, of cognitive development. Kohlberg's stages

of moral development ave also been related to Erikson.s stages.

of ego-identity (Podd l972) . s :

- The stages of Kohlberg's the6ry -(cited by Muuss,AQ?76)

.

. : . ».
are: §tage One--ocbedience and punishmént orientation, where

~ . . ]

* the main motive given'for obeyingca‘rule is to avoid

12 I




S N -

~— : 3
N
’

punishment and to achieve'gratificationé Stage Two--instru-

- N . t

mental relativist orientation, where the child can distinguish\

N

between the phys1Cal and soc1al-moral world byt confuses
£~ . / -

1nd1v1dual needs and what is thought toebe rlght or wrong,

. o0y

Stage Three-—lnterpersonal concordande or1entatlon, wh1ch

Kohlberg refers to as the first stage of conventional approval

3

toward authorlty, law and duty, characterized by a strong = .

- ?

-belief in law and order" as a primary value; Stage Five--

social contract orientation, a post-conventional level of

moral development deflnéh in terms of general pr1nc1ples su)h

as 1nd1v1dual rights, human d1gn1ty, equallty, contractual

ﬂn‘ A
agreement, and mutual obllgatlons. Th1s_stage-1s also known

as the pr1nc1pled stage. Stage Six--universal ethical prin-

ciples orientation, the hlghest principled stagé of moral

development, is-viewed ‘as a'decis;on-of conscience which is .
based ¢on self-chosen ethjcal principles characterized by .

consistency, logical comprehensiveness and universality.
Much of Kohlberg:§ reseerch deals with subjects in the

.

age range frcm ten to sixteen, and a follow-up in their

.

twenties (Muwuss, 1976). Findings indicate that the moral
thinking of stages three to six.can'be found in adolescents
X ) ’ :

as well asfadults, with Stages Three and' Four being the

conventional group and law—orientedolevels of moral develop-’

7/

ment in wh1ch most adolescents and éven the majority of
. Cfmn s
adults functlon. (Only ten percent of adults are thought

to reacﬁ level six.) However, Kohlberg (1964) has argued

.

Lo 13,

seeking (i.e., "good boy, good girl"); Stage Four--oriéntation

-

W
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‘e

-

v

-

A

that in late adolescence the continued endorsement gﬁ cénven-

tlonal morality reflects a deficiency in moral development.

The issue of teachlng moral values and behavior in publrc

.schools is a controversial.one and little t1me and-space is

“ e

prov1ded for “character educatlon“ in today's curr1culum

Accordlng to Muuss, there is a that arifitrary values ‘ma
Y

4

be imposed upon unsuspecting students. Very often, moral
education is disguised in "vaIuegneutral" approaches such as

mental health or personality development. 1In addition, there

« -
.

very often appears to be a hidden moral curriculum (i.e., stay
in your seat, make 80 noise) which’hay be at variance with

what a teacher would define as -his or her system of values.

‘Qf L
Earlier moral education was defined by Kohlberg as "a bdg of

L}

virtues," and included such attributes as honesty, tlean-

- liness, bravery and reverence. The problem with this approaeh .

is that there are no such psychological traits identified;

the virtues are evaluative labels not consistently reflected
™

in behavior. In studies conducted by Hartshore and May

L s

(1928~30), participation in character education programs such

as,provided by schools of that time, Sunday schools and Boy

>

Scouts, did not contribute to improved moral behavior as

measured by a test 1nvolv1ng honesty, self-control and serv1ce.

~

'Kohlberg is convinced that moral th1nk1ng can be enhanced'

through educitional procedures that aid and encourage the

-child in his natural developmental tendencies to take the .°

next step in a direction to the greater moral maturity towards-
da
®

which the child is already predisposed.

14

k3

>




social participation.

The next step is to engage the student in a disclssion w;th

> * e ~
. . R . . -

'Progress from one stage to the next is achieved, according

‘to Kohlbefg, not simply as an advance}:but as a reorganization

<

and a restructurlng of earlier thlnklng modes.
s

Keasy (1971Lz .

=

found *that stages of moral development of early adolescents

.

‘.were pos1t1vely related to the degree to, which an 1nd1v1dual

hlS peers and his teacher as high in

s

Adolefcents with a great deal of peer

B

was rated by himself,

N >

group ;ayolvement, role taklng opportunities and '‘social inter-
action advanced more rapidly than students who were socially

N N . L . . .
withdrawn or who lacked opportunities for social participation. «

-
'

Kanlnerg’s (1970) approach to teaching moral values

: - . N .
involves an essential base of creating in the student a feeling

of dissatisfaction about his ‘concept of good and .bad, and

right and wrong. ' This is brought about by exposing the

adolescent to choice situations involving a moral conflict or .

diéemma for which there is. no easy, readily available solution.
i , !

peers where différent interpretations, disagreements and
- ! . “

conflicts are freely expressed, thus inviting role~taking.

Ideally, the arguments- should be Bne stage ahead of the }\

subject's morsl dévelopment. By creating a cognitive

dissonance and listeniné to the arguments ef~others, the
adolescent Qill see asbects of the/moral dilemma not
accessible before.. ,

Research studies (Blatt, 1959; Kohlberg & Blatt; 1972) ;

have shown that fifty pencent‘of preadolescent subjects

utilizing this‘technique moved ﬁp one stage, and an additional

. 11




ten percent moved up two stage’s. In a, control group not

exposed to moral thinkiné.teechings, only ten percent moved
up one stage du%ina the same period of time.
A critical 1look at Kohlberg's Moral Stage iheory ie given
in' depth by John C. Gibbs”(1979)‘ He oites in this esséi ‘ Iy
. : >

numexr ous cr1t1c1sms of the theory, suggesting'that it is -

elltlst ethonocentrlc and exce551vely ?bstract.\ Hiﬁ primaty

/ - .
conclusion is that Kohlberg S rev151ons over a twenty-year
V4 s
span, although 1mportant have not gone far enough. -

. A challenge to traditional assumptions about‘!he develop-

ment of intelligence in the adolesc¢ent are provided by the

3

findings of Epstein (1974) on brain growth periodization,
Toepfler (13%0), who collaborated with Epstein on several

articles, feels that the area of brain growth periodization

3

will prove possibly, the most impor tant area of information

leeaing'to.critical improvements in middle grades education.

. Epetein suggests that brain growth reaches a plateau

period‘betyeen the. ages of 12-14 years. During this period,
it becomes virtuaily impossible for the ninety-five percent
of this age group who have hot’initiated formal operational
thinking ,to develo;'new and %igher le;el oognitive’thinking.
skills. . . .
In anelyzing Eptein's theory; however,.Toeptler does not

recommend that formal operatlons be elxﬁinated and - postponed
"until ‘the hlgh school years.' Rather, what he suggests is

‘that a means be_estahlished to identify when the adolescent

both enters and leaves the periods of growth and periodization.

‘-

R .
B . “
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A ‘e fe . .

< ‘i“{‘ -

4
16 Vi

-

*




A ]
%

By utilizing this infcrﬁation, the middle grade program will
- - . &* .
be able to identify student readiness to be challenged at <

Vafying cognitive levels. This approach would necessitate

hlghly personallzed instruction involving smaLl groups of

i

learners who are within common plateau parameters.

\

In tradltlonal .educational setqhngs, a continued demand
for an adolescent s brain to handle 1ncreas1ngly complex
1nput when they are not in a.positign to comprehend may
" result in the rejection of thege inputs and the possibile

deVelopment of negative neefal\networks that dissipate the

energy of the inputs. Thus, as a result, it is possible
that even when the subsequent growth of the brain "(between

fourteen and sixteen) has led to a readiness to support the
development of more conp&ex cognitive skills, a large number
of 1nde1duals w1ll be 11terally "turned off," and can no
longékwdevelop noVel cogn1t1ve skills? | . .

. P;ukey S lportlng data (1970) 1dentifies that during
the middle schf§§ years poor self-conoept correlates with a ~
lack of cogn1t1ve achlevement Practice.has demonstrated-.

that expexlences that reverse poor self- concept and 1mprove

this perception brlng about a Qarallel 1mprovement in cogni-

-
-

tive achievement. . < ‘ ©.
. TerfQEr/(lQBO) suggests that in designing a middde

grades program, there must be (1) a disogntinuance of nmass

introduction of novel cognitive skllls to unready students, )

(2) 1ntroductlon of new COgnltlve 1nformatlon presented at

the existing sﬁill level of the students, and (3) curriculum

", 13
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' ¢ aimed ‘at the maturing of existing cognitive skills of the

L 'gf

middle. grade students-

Another generaily accepted theory is thdt the brain is
divided integtﬁo hémispheres.' Atqofdiné to<this theory, the
left hemisphere acts as the: seat onaaaiysis>and sequential

/ <. ' thinklng, and spe01allzed verbal tasks' the rlght hemlsphere
is spe01allzed for v1sual spatial ab111t1es--that is, complex
perceptual tasks not. .involving verbalization (Williams, 1977;
Hellige, 1980). Howeveak theorists suggest'that’it is
possible that the hemispheres are got specialized for verbal
vS. non-verbal processipé per “se, but rathef for. serial vs.
i . bParallel prccessing, or analytic vs. holistic or Gestalt-like
- . ' processing. ‘ il
1 Thelverbal;analyti; style is extreme/& efficient for
dealing with the objeet world. Our modern technelogy and
. F ‘staqaard of living depend heavily on bighly' developed, linear
hﬁ?)analytic mgthods. The hoiistic mode of information processing
G .a,%/ allows us t; perceive,pétterns even'whep some:of the pieces
are missing; this is not ﬁossible when usihg'a logical,
sequential mode. .
Accordlng to Galln (1976), the analytic and holistic
:modes are complementary, each prov1d1ng a dlmen31on that the
otper lagks. Creative persons such as artists, scientists
'and mathématicians rebort that their work is based on a& ) .
' _ smooth integration of both modes. 33

Though bopular statements about cerebral hemisphere ;7

’ differences often imply that the specializatiohs are absolute, ?
. N . ‘ A ) 14 . 13
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controlled experiments

. observed, however,

‘

.at the expense of holistic right hemispheré skills’,

-

there ts growing evidence that many specializations are

in the sense that both gemispheres can perform a
given'tgsk, but with different levels of éfficiency (He}lige,
%980). - ‘

* Though much has been‘written about rigﬁt brain/left brain

difterentiation, there have not beeﬁ enough concrete,
; to reaoh the absolutes that wouid
justify largé-scqle curricdlum chané%ti Boten (1975) has
‘ that we have educated our étudénts in a .
iopsided wag, overemph;sizing analytic left hemisphére skills

»

This

o - N S
‘might imply that some additional right brain curriculum be

added to achiege a more balancea approach. ]

~

’ The Mead School in Connecticut has sﬁcééssfully'incoﬁ-

113

.\\:;Afporated a right brain approach dsiﬁg art to learn mathematics,

science and other traditionally left brain éubjects (Williéms,

l977f1 Much of' the Mead Schbol’s preéent Surriculum reflects

-

the research of Hoﬁston-Masters, with the améuntlgf arts and

s

art-related workwvarying consi&erably‘frém'student to si¥dent.

The school reports that SAT norm? were generally two levels
above_ gfﬁde level in every sub;ect.

ngore jumping on the cetebral laterality "bandwagon,"
Hellige (1980) éugqegts that while educational sistems might
give moré.empﬁasi; than in the past to such areas, as att,
intuition andgcreative thinking, their inclusion.in a_school
curriculum can neither bé juStiﬁied nor deniea\in light of

existing research.

;' . . 15
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Cognitive Styles of Early Adolescents , - .

If educators accept Elkind's (1981) postulation that the

[y

most efficient learning taﬁes place when there is a deflnlte

»

match between the stage of the studeBt‘s thought structure
N
and the level of reaSOnlng demanded by the currlculum

materlal then consideration must be glVen to the varlatgon
t

in €ognitive styles of students. The term "style" refers to

the pattern of thinking a person consistently uses in a variety

®

of different intellectnal activities. . ,

According to Dunn, Price, Dunn & Saunders (1979),

9

research studies“have shown that students can identify their
own learning styles, and once they are cognlzant of how they
learn, they should be betten able to make wise decisions
concerning the 1nstructlonal choices that they are permltted.
A Learnlng Style Inventory (LSI) was developed to identify
how students prefer to learn in conjunction with several
alternative approaches# to individualized instruction, and is
composed of questions in twenty-four areas. Dunn et al.
hypothesize that the,more confidence elicited by success

This ,

»

- ’

with choices, the greater the student's self-esteem.
greateY self-esteem seems to correlate with the traits. of

persistence, ablllty to remain in one place, and ablllty to

éw» s
learn in Varied ways. Most educators value persistence, for

this characterlstlc suggeLts follow—through and completion of

asslgnments. When'these characteristics are displayed, they

¢
;‘ s

tend to elicit praise, which increases the level of self-

esteem. The fldgety, inattentive learner very often receives

16
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negétive-attention, is criticized and corrected for mobility;

this may contribute to a s%tudent's 'low self~image. Dunn et
al. suggest that it is becoming increas}ng{y important for

-

: ., . .
‘educators tqg recognize individuals whose needs to learn are
v -~

different from the.general concept of the ready learnen.

B . . - . %
. Another measure of cognitive style is field d&pendence-

[y

independence. A field/dependent mode of perception is said

-

to be dominated by the oyerali organization of the visug?
h

“~

field,_whepeas field'independent‘percepti involves .t
experiencing of parts of a field as*sepa{jje from the organized

background. Exten51ve research in the area revealed field
i

independent students funotlon better in an open or, unstructured

atmosphere than field dependent students. Fie ependent N

students assigned to an open educationalwc;ass .may ddspla&

_nhegative traits because they cannot optimize learning in

$uch an environment. This seems to be pakticularly pronounced ’

{ R y

"in academic‘areas such as math and English (Shein, 1978).. '

Witkin's studies (1972) identified. the field dépendent
L - : he 'y

12

.person as "globai", and the field independent as "analytical."

Analytical persons tend to Pocus gﬁ on *speci¥fic elements of a

problem, rather than on the wholé issue. They qre predominately
s P @

-

Id

impersenal 'and have little concer;’with social amenities’. 1In

contrast,. the "globals"” characteristical}y tend to take into
account the total dimensions.of a 2 problem rather than’

»

iéolated segments of it. They are soc1ally oriented, inclined

to seek out 1nteractlon w;th others and to take into accounﬁE
\

the point of view of others in making decisions. Neither

’ )

. - ‘\\( Lo : . 17
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. style is better or worse accordlng to Mar0rella (1980), nor.,

+
has e1ther one been related to- superlor 1ntellectual ab111ty.

'They are mereIﬁPdec1ded&y dlfferent personal styles which tend

—

\ -
to remaln relatlvely permanent.

p Desjarlals (1974) fpund that there are substant1al
[}
1nd1catlons that cogn1t1ve style is andépendent of intelli-
'y
gende and that it seemlngly has thtle to do with the

-

qualltatlve transformatlons 1nsthpugﬁt that acdbmpany adoles-

. ’ ' 9

cence. However, certckn kinds of conteﬁts are known to be

-

handled best through part1cular cogn1t1ve dees.o As an -

»

example, DeSJarlals states that sc1ent1f1c and mathematlcal

- 4 »

concepts are most effectlvely undcrst’od by an adolescent who

°
>

is reflectlve and analyt;cal in his or her studies, wh1]e an

M

’

1mpuls1ve and globally reactive adolescent seems more capable

~

apd efficient in treat1ng humanatles,‘artlstlc and llterary

¢

aterials. Ident1f1catlon of the individual -adolescent's
style of cognltlon should be cons1dered as vafﬁable data for

mod1f1catlon of currlgglum.
AN

Learn1ng style and abllity grouping were linked in a
- ’

study of seventh graders (Marcus, 1979) The data revealed
h

that: seventy=-one percéﬁf of *a "below-average" group néeded
moblllty to a: very h1gh degree. Grouping Qbmogeneously might

prov1de a way for "below average students to exercise their

preference for.mobility 4nd informality."” It is likely that

respon31vepess to these moblllty and 1nforma11ty needs could

.

enhance aZoldance of many potentlal dlsclpllne problems.

-

Hence, a. more poslt}ve attltude towards learning could evolve.

. ) + r : . ‘2% ’ . o i 18
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‘In schoolsiwiﬁh'heterogeneous grouping /it would be of benefit

v .

to make.teachers aware that studentS who appear to be at the

-~

bottom, academically, could conceivably benefit from an ~—

assessment oﬁ their learning styles. - .

+ In another sfuéy, classroom process data from‘twengy—

/ v Fav / .
seven junior high school-English classes in a large metro- -

pqliéan échool_disg;ict‘were analyzed to assess the effects

Offclass hete;og§ne}tg (ﬁvqftgon, 1981). Results sqgggsged .
that heterogeneity of studéntsi entering achiévément levels
ip ,a given class limits’ the teacherfs’ sucgessful édagtaéion‘

of instruction to individuval studé%t academic and affective
needs. Higher heterogéeneity was alsb ag§§ciaﬁed with a |
lesser degfeé qf student task engagement and cooperation.- The

effects of extreme héterogeneity were greatest in classes

.tauéht,by relatively poor managers. The results of this

stﬁdycdid not amount to a warning.to disconfinue»heterogeneous

L2

ability grouping in English classes, but rather suggest

. caution in considering ahe social psychologists' case against
. ‘ hd /

homégeneous abjlity érguﬁing and tracking. An extremely‘ *

4 ’ . . .
-heterogeneous class alsolbecomes "special" and extraordinary

~

demands may be placed on the teacher's time, attention and
\

- Elassroom management‘sk;lls. The study indicated that

skilled ¢lassroom managers can make many of the necessary
"' adjustments, but less skilled classroom managers cannot.
g 0 i
Inservice programs with a focus on classroom management were

Hvised.

. In another étudy by.Evertsonu(1980), seatwork format was

- . -
% 4 . - RV
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correlated‘to attentions spans of low-ability and average-
ability classes. Iéh@as féund\that it was generally more
Qifficult to .sustain %xtendéd seét&qu actiGitigs in the low-
'abiiity classes. -Inatéention was mitigated in one such N
élass by igcorporating scme of the éeatwork into the lecture
in very brief segﬁénts,'thus placinéVthe responsibility for
malntalnlng 1esson contlhulty with the students’ for o;}y ‘a
_very §§2£9 ﬁerlod df time. It was found that it was much
ea51er to- get the students to work on their own.in this way,

and that there was more opportunity for modifications .based
P 2

upon more immediate feedback ith exten%sd seatwork

activities. o : e '

12 Yy, o : . - ) /“
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S . . . - .
Organizational Practices and Curriculum

A numbef of articles reviewed conclﬁdeqf;hat a good .

P f -~ é

junlor hlgh school program should not be conteanorlented
N

alone, but should also offer a wige fange of 1nte11ectual,

< L]

soc1a1 and -physical experlegces.

Hoffman (1579) suggests that the org&hization of a

/o : :
junior high school or middle school should not follow the

-

"self-destructive" model characteristics-of the high

school--the fragmenﬁéd rosters; large, unmanageaglé lunch- . 1
room situatioﬁs; inordinaFe disciplining; tracking; focus

' oh subject rather than- stident; bells and changes of classes;
"floating" t:échersf detention rooms, and so on. He recomy \
mends as a model tﬁé‘Rhodes Middie School in Philadelphia.

There, each teacher is a géﬁeralist who teaches all of the

o
.

. ‘ , 20
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main subject areas in his or her classroom. Modeling the
school after the elementary sehool all fifth and sixth
graders are together, as are seventh and eighth graders.

This makes possible a’ standard class size for all teachers,<
which simplifies scheduling, and if greater heterogeneity is
found, allows much greater ease in mov1ng toyards indiViduali-

_zation of instruction. |\ ’

Scannella (1977; feels that it -is essential for the |

. early édolescent to receiue individualized instruction which
involves working within flexible time patterns and.interacting"
on many interpersonal\levels. Team teaching and an abundance
of materials geared to a variety of ability levels can allow
for the fleiibility and individualization desired. Students
at this level need to have opportunities for exploratory study
and enriohment activities.

Stexart (l975) is concerned that a subject-py-subﬁect
teaching approach with its overriding,enphasisxon content
poses a serious threat--that of obscuring the phenomenon of
adolescencei ?his approach usually features‘a school weeék
that is subdivided into five "look;alike"Adays with each day
further broken down into time slots of 40-50 minutes each,
Subject matter is then arbitrarily fitted intQ these time
slogs. As students are expected to advance through stan-

(Eardized materials in lock-step fashion, this approach has
little in it to accommodate the adolescent according'to

_Stewart.

A study by McMullin (1978) .indicates that the timetables

25 " 4
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J ~
of the junior high schdol‘Clésely resguble those of the -
schools of the past. Subjects are stuaied in periods, usua}iy ‘

between 40-60'minutes‘in‘1ength.

Qeek, so t&qt;in

® the sound'bf‘a'bell, to punctually chahgé tﬁéir,mehtal»habits

These spread out through -the

any one day’the students’are expected, upon

o

and responses six fo eight times.. This impliee passive .

[ ' . « . . ] )

absorption and denies the importance of motivation and interest.
As an optLon to the traditional timetable, it may be

useful to take a look at how the Poway Clty*hnlfled School

—

-

« Dlstngt has designed tlreir multl-age program (1979).
S &N \ ;
4 This, option’ provides for continuous progress &
over a three-year period. 1Individualized
instruction is a major emphasis. A typical
schedule might be: T .
. A. 6th M.A. 7th or 8th , . < 7
Multi-age ° 3 hours Multi-age . 1 hour ' -
Physical EA 1 hour Science/M.A. . e .
" Elec. - ' 1 hour . A
~ Lunch L hou PhysicalEd 1 hour . .
Multi-age 1 hotr Lunch 3 hour ¥ a
Choerus 1 hour Multi-age 1 hour.
" » 1 hour . =

Seventh and Eighth Grade:

Math

Seventh and

Ed

N

W\

eighth graders rectain a block of Basic-
time and participate in Physical Ed, Math, :

Ney

Science and exploratory electives. A
sample daily program might be: -
Math 1 hour - s
, - Elective 1 hour .
— Sc1ence/Baslc Ed 1 hour T
. Lunch . % hour
Basic Rd 2 hours . )
P.E. 1 hour__ -

The major chéiacteristlc of ‘the Basic Ed

‘ Program is the use” of large blocks“6f time °
to provide for continuity and make extensive - .
teacher contact with individual students. <




5

ik

Though considering'Ehe goals of the high school rather than

the junior high school per 'se, Martine-(1980), states that the

length of our current school day ié excessive, and that there

i§ additional pressure to make it longer, largely reinforced

-

o ?ﬁﬁy’the philosophy of comprehensiveness in an innocent way. An‘

o e it ettt v v 4 [ T

inadvertent byproduct of the lengthy schedule is that it
isolates ycund people from significant contact with gdul%s .
other than teached& and family. Historica}ly, aftér th% rites
of passage, youth of all ages were expected to perform as
'adults-in their work, religion and family. This provided a
transfer of powefful'informal education. ‘
’ ‘Feeney (1950) states that §1though rigidly constructed
time blocks of usually less’%han'an hour are not responsive
to theuadolescents'-individually different needs for physical
activity, it does at least guarantee an opportunity for move-
ment evefy hour. > ’ )

According to Feeney, a developmentally based qu:riculum
focused upon the lives and daily needs of the yohng adoles—
cent would support.the movement from concrete operations to
forﬁal thQﬁght, iﬁquiry and problem solving.® Young adolescents
need moré experiential learning with greater‘emphas;s on the
relevance of the curriculum to their own lives and interests.
In particular, young ddolescéhts need mbre dilect experience
outsie of the school settihg to test skills and learn more
aboyt themselves.

Feengy states that many schéols today are using learniné

4 . . . .
centers for individualized study, hence allowing for individual

23
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) differences in cognitive ability. Classés are divided into

smaller working groups to give students an opportunity for

more peer interaction.
4

Because most young adolescents have had little experience
with flexible scheduling and -a range of optlons in act1v1t1es,,

°

it is suggested that they not be turned 1oose with more 2
freedom of choice than they can handle,obut rather that they.

J learn to choose in a carefully structured setting with .

necessary limits and supéort for their development.

Coppock (1977) recommends a concept-based curriculum as

an alternative to traoitional secondary models.. Her emphafis

is on presepting an interdisciplinary cluster of related

subjects in'an attempt to integrate and synthesize knowledge.

The middle years are a time to encourage exploratory progfams,

and devote tore-type blocks of time to subject oriented areas

>

like English. Coppock suggeats that if a course of open
J . .
classrooms, interdisciplinary courses and emphasis on individ:

ualized learniné is pursued, the interfacing of a well-endowed

- media center W1th an expert media specialist is of utmost
importance. The proposed standards and guidelines for mlddle/

“junior high schools in New Hampshire (New Hampsh&ne State

. 2 Depaftment of Education, 1976) support this approach. .-

.The Det;pft middle schools are meeting'the challenge,to
develop an optimum learning curriculum with flexible approaches
to<instruction which utilize team teaching,.flexible scheduling,‘
individualized tnstruction, independent study and tutorial

ALY

programs. The Detroit schools also teach required special
F S ‘ ' 24
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renewed vitality and interest.

9

courses such as art and home economics in departmehtal form,
frequently with an interdisciplinary or multidisciplinary

approach. Their guidance program has been set up as a

e

distinct entity to £ill the special needs of the adolescent.
Limited attention is given to interschool sports and social

act1v1t1es, thus hold1ng down the social pressures for the

. '

students. ’ ‘ ) .

° ' ¢

Kunsmiller Junior High School reorganized a traditionally.
stfuctured school in 1975 with a plan called "A Grade Level

House Plan" (Seick,‘l97§). Their innovative plan was surveyed

LA

and evaluated in the spring of 1976, and the results were

judged,to be ppsitive, incdicating that the objectives set -

were met, with a few minor exceptions. All of the curriculum

o &

innovations were judged so successful that they were continued
into the following school year. Curriculum changes included

the incorporation of team. teaching in two disciplines such as

LY
3

science and mathematics, social studies and English. -Low-
7

>

achieving seyepth grade students were selectéd for placement

in a self-contaired classroom program taught by one teacher.

©

This was to meet the'students' security and reinforcement

needs.
e ’ '
’ 4 T S e~

Kunsmiller s science curr1culum was reV1sed because both

teachers‘and students were unhappy-with® a relat1vely~unpro-

ductive experience. El?ht areas of study were then developed

as m1n1-courses from which a student could’ select four--tw0‘

\
. -

Eper semester. Plac1ng scme choice in the hands of the students

\

ot

. ) : * e
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A

An?ther change 1nvolved going from "forced" electives
1n the elghth grade for the sake of schedule flexibility to a

real choice of electives, witq a student being able to change

at the seméster if the experience was not rewarding. This
scheduling revision has also proven successful.

Kunsmiller also adopted an exploratory program in careers
. : Y
designed for students who would not be going on to college,
) " " g -
and which aims at exposure to a career_ and vocational-centered

’ -

curriculum.

@

Instructional Methods

There 35 little doubt that effective teachers are ehe
key to suqcese in the middle scﬁooll The persgnel qualities
of a teeche; arévessential, and.according to Feeney 21980),
« those who w;rk with the young adolescent would do well to heve
some of the same characteristigqg possessed by good teachers
ef y&ung ch;ldren} Knowledge of the variability of develop-
mental charecteristics in the youﬁg adolescent cowld help

<

" middle gﬁéde teachers respond as flexibly to their students'

behavior and idiosyncracfﬁs as do,ﬁbst early childhood

e ; '. ) ¢ N ‘- e

educators. °* S . ‘ .

Teachers -who are secure in their adult idéntity, able
N . . ‘ ¢

to recall their own teenage(yulnerability, and who are com-

fortable with their sexuality are capable of supportlng o
; Children's good feelings about themselves and can understand

and respect.theip~students' sensitivity to crlticism, desire

for group acceptance and feelings of being acutely conspicuous.

L4

, 30 | . g




N

I . ~ N

Feeney‘suggests that young adolescents recpond best to

adults who ekercise natural authority .rather than those who
exhibit- arbitrary authori¥¥ or who abdicate authority.
Adolescents nged adults who are trustworthy, who are fair

and consistent, who set reasonable limits, and who realize
r‘ 4 .

that adolescents need to have someone to push against while

13

testing tho%e limits.

'

Elkind gl981) defines the goéd teacher as one who has
learned that the intellecéive unconscious cannot be reached
by reflection after the fact. The good feacher knows that
to understand the structure of a skill, its cbﬁponents and
their organization, and the‘process of acquiring it, one has
to observe the skill béing acquired. Thus, the good teacher
watches the learner and relates his or her demonstrations to
those obsgrvations; AS an example, to discover the difficul-

ties children are encountering in learning math, it is

3

necessary to observe the errors that are made as they gd

4

along. hInsightful;observation requires not only watching the

learner carefully, but knowledge of the task as well. ,

Gatewood (1975) ;eborts on a list of twenty competencies

A

required for effective middie school teaching developed in

* L
the state of Florida. He feels that these competencies must
be met if the middlesschool is to fulfill its furiction. Self-

and .other awareness,.flexibility and coopekrativeness are

Y

competgncies~st{sssed,

S
»

Recent studies (Good, Biddle, Brophy, 1975; and Rakow;

Airgsian, Maddus, 1978) prowide strong support for the idea

29
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that teachers do make a difference in student learning. . Certain

! teachers elicit much more student learning than others, and

-

their success is tied to consistent differences in teaching
. ) behavior. While there is no support for the'egistence of a
pool of generic teaching skills, data integrated at a higher
level of geperalify show several patterns are consistently

related to learning gains.

s ) K One of tlese patterns involves the influence of teachgr

exped;ations and role definitions. Teachers who believe that

’

- instructing students in the curriculum is basic to their role,

-

who fully expect to cenduct such instruction, and who fully

allocate moreﬁof their time to do so in th? classroom, are

~

ﬁore successful than teachers who do not.

3 ',‘ ' ~ Another basic cluster of ef%ective teaching behaviérs

includes such ‘variables as classroom management skills,

student engagement/tfﬁg}on-task, and student oﬁportunigy to

learn materials. Effective teachers know how to organize and

maintain a q}assroom learning en irpnmenﬁrthat'maximiées time

' engaged in productive activities (time—on-task),.and minimizes

the time lost during trénsitiéns, periods of qonfuqiqn,'or L
N disruptioﬁs that require disciplinary action. )
Brophy (1979) finds that'gnother cluster of effegtive
T teachihg behavioré indicates support for she various eleﬁents
of direct instruction. Direct instruction is a.relatively

e . .
new concept, developed independently by a number of\ researchers

L d

over the past years. Direct instruction refers to those

. ! e .
activities directly related to 'student progress in specific
@
. 4 '
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éubject aféas and to the settings that promote such activities
x -~ K
. (Rosenshine, 1979). ;3irect instruction involves academigally

!

focused, ﬁeacher-directed classrooms in which sequenced and

’
Nk

’ * ! - -'
structured’mgterials are used. s%fals are made clear to

studentshféime allocated for inTtruction is sufficient and
continuog%, coverage of content is extensive, student per-
iy
o .o R
formance'is monitored, questions are at a low cognitive level
i N\
sQ that ;gtudents may produce many correct responses, and

feedback| to the students is “immediate and academically oriented.

.In dired¢t instruction, the teacher contfols instructional goals,
_chooses materials appropriate to the student's ability afd

paces the instruction. Interaction is structured, but hot

authoritarian. The goal is to move the students through a
} , «

sequenced set of materials or tasks until mastery is achieyveq,,

. N — )
Othgi'Btgdies (Gage, 1978; Inman, 1977; Stallings and

Heptzellhgf?78) consistently reveal that studen?s taught with
a strucfdréﬁ durriculum,do better than those taught with
individualihed or discdvery 1earniné approaches, and thqge who
fedeive'mo%é instruction directly from the teacher do better

than thosexéxpectéd to learn on their own or from one another.
Teachér lédiu;es and demonstration; are important, as are

. oM '
iecitagidﬁ,‘drill and practice. It appears from these studies
that most fpgTs bf'open education or individualized insgfuc—'

A4

. o , : :
tion involVe%ﬁnrealistic expectations about thzfdegree to

by N
“which students, in the early-g;ades can manage their activities

i

'

.

.

and leafﬁ'iﬁdependently. It should be noted that most of these

studies focu% on grades l-6, and findings may or may not relate to

. students in the middle gradfﬁﬁ : ' ) 29
' ' ; : . ~ _ ' . AN
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Evertson, Anderson and Brophy (1978) obtained strikingly

different results for seventh and eighth grade Engllsh classes.

N .

Slgnlflcagt relationships between classroom process variable§h~.
and student learning in these English classes were infrequent,

and there was little support for the direct instruction model.

o~

The major factor pnderlying this finding appeared to be that

—

basic skill-mastery is not a primary goal of seventh and

_eighth grade English classes. Instructional objectives

pursued in these classges' are more numerous and variable than

than in math classes, and many, such as those for poetry

composition, oral dramatization, or 1liters‘turé appreciation

are not easiiy or even appropriatelx pursued with the direct
instruction methoaz

Té be effective~within any given graée level, teachers
working wit@}iqw ability students need to move at a slower
pace and-provide more repetition and indgvidualized monitoring.
They must make sure that overlearniné is attained before
movigg on ro objectives that essume prior f?stery of present. .-

( -

objéctives. ‘They must be willing to supply'greater warmth,

\

‘encouragement and personalized teaching, .but with lessfchallenge

aﬁd‘fewer demands or criticisms (Brophy and Evertson,

\

Some studies have found that combiniﬂg time-on-taAsk and

~

powerful (Burns, 1979; Katims, 1979; Block, 1971).

. In s1mplest terms, mastery learning involves the identi-

flcatlon of toplcs w1th1n a curriculum area and thg develop-ﬂ

ment of objectives that test the learners' masf!ry of each

.

. “' - ‘30
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of these topics. The group~based approach to mastery learning
' . />is an approach in which i the t?achervtegches a class, then uses
A\ . :

feedback as the basis*for individualizing' the corrective

o ' procedures for the students. h Y

.Kleln (1979) suggests that to 1mplement mastery arning, °

<

a model should be developed 1n four steps (f) settln

dards that speclfy the qualitative characteristics of the |

program} (2) seiecting the patterns of instruction; (3) selecting

" the form of instruction; and (4) establishing the instructional

programming procedures. PR

k3 , ‘
Does mastery leefnino\work? According to Burns (1979),

T e T ’ . . .
<y  research evidence shows that.mastery learning is much more

g ~

. effective than conventional methods. What is not knownr1is ‘,i

. whether it works equally well for all klnds of learnlng and .

* e

for all klnds of 'students’ Equally~1mportant, though' not

well studied, are questions as-to what are mastery@Learning's ‘
b‘ ) < : ; &

personal and societal fmplications. Block (1979) states that

one striking feature is the degree to thch it encourages ’

. cooperative individualism in student learning as opposed to
e ’ ; f s g s . R
selfish competition. Cal _ >t

»

Mastery %earnlng has been used in the Chlcago Pubiic

§

. School system in readlng for the past s1x years. Katuns .
]
o ’ (1979) states that to be actlvely engaged in mastery learnlng
@@ 1nstructlon, teachers and students must experlence sucCess.

.

He believes that the effects of sucoess ‘can be so powerful
that they eliminate the effects of years of failure.’ Soﬁe

</ evidence of this was apparent in the Chicago summer school

| "of 1978 which.he describes, .. ' .
’ . . . : i 31 &
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-five percent mastery'rate can be achieved with as little as: .

» -

4

Though research from mastery dearning 1nd1cates that

pprox1mately n1nety-f1ve percent of our students can learn

~— N

eVerythlng the schools have to teifh' and that they Can Yearn
Y'_\,-\
it at a mastery -level with little additional expendlture of

instryctional'effort (élock, 1971), it still is not as .widely

o

nsed as it could be: Horton (1979) states thatgfor mastery °’
to succeed}h'(l) carefyully and specifigally stated'edg;ational
goals have to be outlined and agreed uzbn; (2) more and better
diagnostic'and assessment tools shouia be readily available
to teachers tra1ned in their use and 1nterpretat10n, (3)
corrective or remedlal 1nstruct10n treatment must be avallable“
at each.step in the-form of resources and well-defined alter-
nate'instructional.modes. If this component fails, the entire
process fails. Alt?ough research suggests that the ninety;:

v.
. , ,
a ten to twenty percent increase in instructional effort, - ~

Pl

most teachers perceive themselves‘tp be working at full

.

capacity now. Unless a teachetr is completely‘dedicated'tq
' \

the concept of mastery‘iearning, the enormity of the /task is

t

. z

likely to hinder widespread adontion of mastery learning into

: ~ PR

the classrooms. Block suggests that there must be increased

emphasis on early childHood education in relation te'mastery

learning and that an awareness should be developed of the .

difﬁiculty of defining curriculum for mastery. He points out

. -
that the traditional, uses of time and content must be reversed
for mastery learning to succeed. "In most schools, time is a
.fixed variable, while the. amount of content mastered is a 2

‘)\'

% -
. e
- [} - . 3 2
2
'
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. . flexible variable. Mastery learning requires flexible &ime
? : :
glots, but assures a fixed mastery of content——that‘é%, most
‘ . L~ -
of the students would achieve mastery, although at varying

‘
. . rates,' While this is appealing, no practical means for

e

«,  implementing this concept in the real world of day-to-day’
school planning has been invented. Also, mastery learning

. < may assume $kills that teachers do not usually posséss in

. P
the amount needed to assure %chessu Educators who are

humanistically oriented generally look askance'at any model

L4

for teaching grounded in behavierism. . For mastery learnlng
to succeed teachres w111 have)to be convinced that it can
contrlbute to divergent and creative learning styles. If it

is perceived to be at variance with most teachers' experiences

of a 9335 learniﬂg environmpent, it cannot succeed. ~.
- Evertscn and Aﬁde:: n (1978) ekpioped the specifics

- oo involved in orgaﬁ%zing and managing tpe clessroom, anq the
interact;ggs between manajement and instruction. Results

from the study strongly s pport.the major generalizations that:

s (a) classroom_organization and management skills are intjmately

°

redated to imstruction skills--that is, good instructors tend
N 1

to be good managers; ggd‘(ﬁ) ghccessful classrpoom managers

spend "a great deal of timé.eé%ly in the year conducting semi-

-~ o

A formal lessons to familiarize sthdents with rules and

- » -

procednres. B -
Brophy and Putnam (1979) and Evertson and Anderson (1978)
have investigated what constltutes effective classroom manage-

ment and how it interacts with effective ,instruction.. Brophy

1
- «

.
v
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and Putnam note strong. support for most of the varidbles

. . N '
stressed by Kounin (1970). These variables are "with-itness,"

£ 3
overlapping, signal continuity and momentum during lessons,

‘gnd variety and challenge during seatwork. Recent studies do

7

ndt support Kouﬂin's variables of g&oup alerting and accounta-
bilify, which call for teachers fo be random and unpredictable
f.ih’tgéir questioniﬁg, call on non-volunteers frequently, and
. T reqﬁ{re students to -cotment on oﬁe another's'responses.
v . s
Appafent;y, teachers who do all the other things that Kounin
stresses, and therefore are successful in maximizing étudeht
aF?gntiéP and engaéement, should not need to uge group é&erting
) and accountability very often. '

The ‘'next studies described yielded information related to

specific subject areas. They are categorized by area.

Science/Mathematics. The process approach %g'teaching

-

¢ . ‘. 4 .
is often viewed as incompatible with’ the content or product

g%proach to séience. While processes represent a cognitively
active pfoblem—sol§ing en&ironment, proaucts are qften presented
to be learned in a'paSSQVe recgption mode. This need not be
.the case, since our gcientific‘%nowledge is developed through
the unuse of process skills ?;obin and Capie, 1980). Process )
_teaching is ££ill relatibely uncommon, and even when imple-
mented, &here is still a questidn about.the effectiveness of
. iﬁstfuct}oﬁ. 'Tobin and Capies"study of 400 students in

grades gix to eiéht reveéled‘that the majority were unable to

use inpegrated science processes related to planning’ and

conducting an investigatisn. It is possible that ﬁiddfe

’\\ . . 34
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school students are unable to use the thought processes
fequiredﬂzn integrated thcesé skills. Thirty percent of the
variation in process skill achievement was attributable ta
: differences in the formal reasoning ability of the learners.

Students with higher levels of formal reasoning ab111ty

achleved at.a higher level. The 1mp11cat10ns can be construed

.
.

to mean that 1ntegrated science, processes . should not be

“taught in middle schuols or that integrated science pro¢esses

N 1 v N
should constitute a fundamental component of middle school

curriculum as teaching the integrated science processes will
promote the degelopment of formal reasoning ability. lt is
suggested by Tobin that several logically related skills be
introduced at thé& same time in a problem solving context in
the science program. The main advantage of this aéproach is
that lesson sequences can be planned to provide cont1nu1ty
of content as well as opportunities for process skill
development. '

\\ %upporting this apprcach, Yoetis and Hosticka’ (1980)
state that middle level education is a loglcalAplace to begin
lnstruction of critical thinking and formal operational
thought{ particularly through the development of prohlem
solving skills in science and mathematlcs. They propose a

- three-phase model for teaching problem solv1ng to the middle
school student--cue dttendance, verballzlng or thinking aloud,

and devkloping a diagram of the steps of the solution.

English/Language Arts.’ Horst and Johnsen (1981) ‘feel

that the most obvious/observatlon in teaching Engllsh/language

. 35 °

.




arts is that young adolescents canndt be asked to ﬁerform

at the formal operations level before they are biologically

and physiologically-reaay. They propose that formal grammar
instruction be postponed until the student has exhibited the

»

///ability to reason abstractly. Abstract activities .such as

*~

archetypal literary cfiticism,-analysig of complgx liierary
conventions, and writing papers that r;qui;e complex analysis
of\abstract topics. are seen as bedng inapbropriate until
students have achieved the ability to reason~abstractly.

The findings of Wisand (1978) are that in égst reading
programs there is still a tendency to make skill-oriented
curriculﬁm decisions. The movement from achigf%ment tests to,
criterién-referenced tests‘hag/not caused notable ch;Lges in

the teachinc process, as the/ériterion—referenced tests are

'still' skills-oriented. _Wisand "feels thgi,it is imperativg

3

that educators be retrained in processes which support the

/ ' ) .
change to child-oriented curriculum decision making. Teachers

>

need to be aware of the varlety of developmental models which
could enablegthem ‘to determine. the uniqueness of any child's
9ta9%§°f dévelopment. In additiocn, Wisand feels that much

more’emphasis'shoqld be placed upon the validity of the

teather's observation as a legitimate curriculum decision

making base. .

Drawing upon the research of Piaget, Ritter {1981) ‘states
~

that the degreg to which the adolescent has mastered formal
operatlonal thought will 1nf1uence h1s or her ablllty\to ~

succeed in and learn from a speech class. Viewing the early -

H
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- .l adolescent ds a predominately concrete thinker, Ritter
~ LY

_ ' \\ suggests that speech curriculum be tied to “doing" communica-

¢

.tion, i.e., video, audiotape or writing with direct observa-

R f,-__tion of communicative behavior. In support of this, Erikson's

)

e cdneept of adolescent group identification clarifies the
. position of some .students in speech classes, where tensions

% n ~

, ' between peer group pressure and personal values ma& be brought
\ : '

. - to the surface.

~

“

. Social Sciences. Martorellavjl980) suggests that a social

- ' “Sciences curriculum should derive principally from the needs
. >
o s . -

) and interests of students and society and should be holistic
., in nature. Curricular innovation is most effective through
e - . -
incrementalism, with a sensitivity to established institutional

cohstraints. According to Martorella, the middle grades' are a

@
. L o ’ .

> . -time for exploring the here and now, a time for making the
¢ .
”acqmmunity and-school a social laboratory in which the student
} . ~can expand, padrticularly in the area of Social.sciences. .

' Industrial Arts.’-Ritz (1977) presents the possibility

- .
A ]

of combining home economics, art and industrial arts as an
e . interdisciplinary approach labeled “unified arts." The result

s

; : of this would be that the middle .grade learners would be treated

. e more hollstlcally and their developing concepts would not be -
::a . E segreg&@ed into individual subject areas. A diagram of this
T rapproach is : , -
R A L Kia

N
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1 » 1] 3
i * UNIFIED ARTS SCOPE AND SEQUENCE
. GRADES FIVE THROUGH EIGHT
GRADE 5 . GRADE 7 .
weeks weeks .
1l - Unifying'Experience and Orientation 1l - Unifying Experience-and Orientation
(Wall Hanging Project) : (School Pennant Project)

4 x 3 - Introduction to Art 4 x 3 - art Independent Unit: Forming
Introduction to Home Economics Home Economics Independent Unit: Pro-
Introduction to Industrial Arts - duction Sewing

4 - Unifying Experience. Materials and Industrial Arts Independent Unit: Audio

. Processes and Audlo-vlsual Communications

5 x 3 ~ Art Independent Unit: Constructing 4 - Unifying Expérience: Consumerism
Home Economics Independent Unit: Housing 5 x 3 - Art Independent Unit: Printing
Industrial Arts Independent Unit:.Man- Home Economics Independent Unit: Foods

, ufacturing Industrial Arts Independent Unit: Con=-

4 -~ Unifying Experience: Puppét Show struction

LR e ER

R .

. . 4 - Unifying Experience: Problem Solving
GRADE 6 GRADE 8
weeks : . .
2 .
1 -~ Unifying Experience and Orientatioh 1 - Unifying Experience and Orientation
{Mobile Unit) - (Ecology Box Project) -
4 x 3 - Art Independent Unit: Drlwing 4 x 3 - Art Independent Unit: Painting
Home Economics Independent Unit: Human Home Economics Incependent Unit: Family
Development and the Family . Economics
. Industrial Arts Independent Unit: Trans- Industrial Arts Independent Unit: '
. portation . Material Processing
4 - Unifying Experience: Design 4 - Unifying Experlence Careers
5 x 3 - Art Independent Unit: Weaving and Stitch- 5 x 3 - Art Independent Unit: Aesthetic Appre-
ery . ciation and Crea;ive Activitges
Home Economics Independent Unit: Babic Home Economics Independent Unit: Home
X Sewing Management
Industrial Arts Independent Unit: Visual Industrial Arts Independent Unit: The
- Communications Enterprise System
4 -~ Unifying Experience: Crafts Fair 4 - Unifying Experience: Model Community
FIGURE 1 .
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