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NYSMSA GOALS

The New York State Middle School Association (NY SMSA), representing the interests of those who serve the educational
needs of young adolescents, recognized the uniqueness of middle-level students. NY SMSA is committed to helping to
create and support educational programs in which all young adolescents can develop their natural capabilitiesto their
fullest extent, building upon personal strengths and the richness of our state's culturally diverse population. The Associa-
tion encourages both middlie-level educators and community stakeholdersto work collaboratively to meet the needs of
emerging adolescents in devel opmentally-appropriate programs founded in academic rigor, but dealing with the intellec-

tual, physical, emotional, and socia needs of students of this age.

NY SMSA’s goals are listed below. Taking into consideration current research and available resources, these goals will
assist the Association in fostering the creation of new curriculain support of the NY S learning standards and, in general,
supporting the improvement of instruction for middle-level studentsin New York State.

AWARENESS AND RESPONSIVENESS

NY SMSA believes that we must:

» Promote a climate of acceptance and understanding of
young adolescents;

o Stimulate and promote the development of the middle
level as adistinct educational structure for young
adol escents,

» Promote middle-level education and be a significant
advaocate for the appropriate education of young
adol escents,

o Offer avariety of professional development activities
that positively impact the attitudes, performances, and
practices of middle-level educators.

e Compile, maintain, and respond to current research
and development initiatives.

CURRICULUM, INSTRUCTION, &
ASSESSMENT

NY SMSA believes that we must:

* Influence the quality and content of pre-service and in-
service education for prospective and practicing
middle-level educators;

 Support teachers, schools, and districtsin refining and
strengthening their middle-level programs,

» Work with constituent groups to identify effective
models for curricular, instructional, and assessment
iSsues;

 Disseminate position papers that provide guidance on
appropriate curricula, instruction, and assessment
iSsues;

* Monitor the implementation of the NY S learning
standards at the intermediate level, promoting pro-
grams with strong academic rigor within the frame-
work of good middle-level practice;

» Monitor the intermediate assessment results, seeking
to ensure the results measure good middle-level
practice and are developmentally appropriate in scope,
content, and administration.

COLLABORATION

NY SMSA believes that we must:

» Work with other associations in sponsoring profes-
sional development activities;

 Implement a collaborative relationship with universi-
ties, departments of higher education, SED, SMSA,
parent-teacher organizations, and other groups that
impact on the lives of young adolescents;

» Develop and expand cooperative ventures and rela-
tionships with corporations and businesses;

 Create networks of educators, parents, and others
involved in the lives of young adolescents;

* Serve on the boards of supportive organizations,

» Engage in continuous planning through participation
and shared decision-making;

 Provide for internal assessment of all major Associa
tion functions with provisions for external audit where

appropriate.

SUPPORT

NY SMSA believes that we must:

» Beasignificant source of information and resources
on young adolescents and their schooling;

 Offer consultant support to schools and districtsin
refining and strengthening their middle-level pro-
grams;

» Provide avariety of resources (video, publication,
teleconferences, position papers, etc.) in support of
appropriate programs for young adol escents;

» Seek, secure, and provide grants and other financial
resources to support planing and implementation of
effective middle-level practices;

 Provide, throughout the year, member servicesto
public and non-public urban, suburban, and rural
schools;

» Engage regional directors who provide, assist, and
support regional and state activities;

 Support the ongoing importance of communication
and interaction between State Education Department
personnel and members of the Association.



Bontents  wow: o

Feature Articles

9

16

21

26
27

Becoming Data Savvy:

The Partnership between the Middle-Level Teacher and Data
by Jennifer A. Borgioli

Cooperative Learning and the Gifted Middle School Student:

A Miss or a Match?
by Dr. John A. Huss

Medieval Movies and More: An Interdisciplinary Journey

through the Middle Ages
by Janie Fitzgerald

The Year of Languages
by Gloria Hoffer

The Day that Francesca Didn’t Like School Anymore:

A Children’s Story for Adults
by Barbara Adams

In Every Issue On The Cover
2 A few thoughts from the President... Workshop participants at last year’s

4 Research at a Glance

by Brian Sherman, NYSMSA Region X
Director and principal of Indian River

21 Lea’s Lessons Middle School, Philadelphia, NY.
32 Submission of Articles




A few thoughts from the President...
Jeannette Stern, Ed.D.

Welcome back
to a new school
year. Itisthe
hope of all of
usat NYSMSA
that this coming
year will be
filled with
those exciting
experiences
that only
middle-school

students can provide!

If you spent your summer “out of touch,”
so to speak, you might have missed the Au-
gust 8" issue of Time. If you did, it might be
worthwhile to stop by your local library and
peruseit. After reading about NASA, Al Gore,
and the pope, the magazine devotes the rest of
the issue to young adolescents and has a
variety of information worth looking at.

Interestingly, there were four different
covers created for that week’s issue, each with
adifferent picture of aunique “teen.” The
article, “Being 13,” looks at the results of
online surveys (only 501 in the sample) that
gathered information on how today’s teens
think about relationships, school, parents,
dating, and outlook. Some of the results will
concern, but not surprise, you.

Some of the other articles on Internet
bullying, the push to be perfect, and keeping
secrets are quite good, but, in the midst of
these well-researched articles is one entitled
Is Middle School Bad for Kids? Here, based
on superficial visitsto alarge urban middle
school, Claudia Wallis determines that all

students would be better served in the nurtur-
ing structure of a K-8 building. While her
point that many large cities are looking at K-8
structures as opposed to 6-8, it is not because
middle schools have been afailure, but be-
cause of the PROGRAMS that can be offered
in the different buildings. Her failure to
separate the grade configuration from the
program and culture of a building makes the
article most frustrating to read. Although she
guotes Sue Swain of NMSA and Tony Jack-
son, one of the authors of Turning Points
2000, somehow she misses the point.

But the newsisn’t all gloomy. We begin
the year with new regulations that reinforce
the need for a comprehensive middle-level
program, anew policy that gives credence to
the need for academic excellence as well as
positive youth development, our 25" annual
conference coming up in Rochester in Octo-
ber, and our first Schools to Watch applica-
tions due in mid-October. Additional informa-
tionisin thisissue.

While middle-level students continue to
raise the levels of concern of all who deal
with them, they also provide the most ener-
gized, life-altering experiences available. If
you need a good laugh, find the August 16"
issue of The New York Times, and read page
D5 in the Health and Fitness section. The
article is entitled “When Body Clock Strikes
13, It’'s Time for the Truth.” The title says it
al!

Welcome back!
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Dennis M. Tosetto

The Executive Director’s Message

| am taking
this opportunity to
thank everyone
who participated
in making our
third annual
NY SMSA/CMoG
Middle-Level
Institute a great
success. As
unbelievable asit
sounds, we have
yet to experience
any negative
comment about any aspect of the program.
Literally, everyone who has attended hasindi-
cated great satisfaction with the experience and
with the breadth and depth of what they have
learned.

What's the secret? Outstanding presenters,
very small workshop groups, and hands-on
instruction that presents cutting-edge methods
and skills are combined together in an ultra-
modern facility. And it doesn’t end there. The
folks at the Corning Museum of Glass are
educators who work hard to support usin order
to make the experience exceptional. The facili-
ties are spacious and instructional equipment is
plentiful. Additionally, everyoneinvolved in the
Institute was provided opportunities to work
with glass themselves (and proudly take their
products home), see experts create works of art,
and participate in other high-quality social/
educational activities that followed the in-depth,
topic-related instructional sessions. For ex-
ample, in addition to participating in avariety of
experiences in the Corning Museum of Glass,
everyone was invited to the Rockwell Museum

of Western Art for atour that was followed by a
get-together complete with complimentary food
and drinks. This and other events provided time
for everyone to socialize and network.

Over the years, we have found that those
who participate develop collegia friendships
that endure long after the Institute ends. Because
attendees are actively involved together in small
instructional groups over three days, they tend to
learn from each other as well asfrom the in-
structors. Following the Institute, it isonly
natural for them to maintain contact and share
ideas. | believe that it isalso fair to say that the
Institute attracts educators who are motivated to
be the best at what they do and that it provides a
great opportunity to make connections with
other similar educators from across the state.
Participants soon come to understand that
through the Institute they are truly broadening
their professional perspective, understanding,
and support base.

In closing, | would like to point out that one
of the reasonsthisis an exceptional programis
that the Institute is completely organized each
year by asmall group of your middle-level
colleagues from across the state who do so as
unpaid volunteers. The quality of the Institute is
the direct result of twelve months of work and a
lot of dedication to the profession by a handful
of educators who only receive, as aresult of
their labor, the satisfaction of ajob well done.

Join us for the 4th Annual
Middle-Level Institute at
The Corning Museum of Glass
June 26-28, 2006
For details visit www.nysmsa.org
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Research at a Glance

Jeff Craig, NYSMSA Director of Research and Technology

Retention and Social Promotion:
The Implications for Standards-
Focused, Middle-Level Schools

and Programs

The Era of Accountability

The era of higher standards and increased
testing in middle-level schools and programs
has refuel ed the debate between the seemingly
incongruous practices of retention and social
promotion. “ Accountability” has become the
mantra of policy makers and the mainstream
media. Middle schools are now being held more
accountable than ever for the success of students
and middle schools are now being publicly
|abeled via accountability systems and rating
scales. Indeed, newspapersregularly report
charts that compare local schools using test
scores. The State Education Department annu-
aly issues School Report Cards that compare
certain indices among schools. Schools and
districts are now labeled “in need of improve-
ment.” The pressureis on all schoolsto meet the
minimums on the accountability indices and to
make Annua Yearly Progress (AY P) for total
popul ations and disaggregated subgroups (mi-
norities, economically disadvantaged, and
special education subgroups). If asingle disag-
gregated subgroup does not meet the expected
levels, then the entire school (and school dis-
trict) islabeled. The accountability spotlight is
shining brighter now on our middle schools than
ever before.

This movement toward “accountability” in
public education has reached inside the schools
and touched individual students. Students must
“be accountable” for earning credits and passing

an ever-increasing amount of standardized
assessments. Students must be “held account-
able” for their learning, typically as measured on
high stakes exams. In a standards-based envi-
ronment, in which meeting a standard is the
goal, students are frequently being “held ac-
countable’ by being retained until they have met
particular grade-level or assessment require-
ments. Demands that students be held account-
able can be heard from many corners. Bill
Clinton called for it in more than one State of
the Union Address (Thomas, 2000). George
Bush made similar statements as Governor of
Texas, statements that were then codified into
the No Child Left Behind Act (Holmes &
Saturday, 2000).

Because standardized test scores have
become synonymous for the standards them-
selves, test scores become the sole measure for
determining whether a student is meeting
expectations and standards (Wheelock, 2000). In
many cases, whether a student is promoted to
the next grade becomes dependent on a score on
astandardized test. It used to be that the deci-
sion whether to promote a student solely based
on atest score was in the hands of the school.
Now many states are legislating that promotion
to the next grade level be dependent on atest
score (Jimerson & Kaufman, 2003). Asthe
number of tests that students must take increases
year after year, greater numbers of students are
not scoring at the levels set as minimums for
grade promotion.

The fact that more and more students are not
scoring high enough on standardized tests has
focused attention on the retention versus social
promotion argument. The number of studentsin
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this predicament is considerable: hundreds of
thousands of students are being retained due to
insufficient test scores (Wheelock, 2000).

Thereisacertain face-validity to the idea
that the repetition of agrade level in school will
result in greater achievement, the mastery of
unmastered material, and higher test scores.
Thisisthe argument that is often heard in the
media and the legislatures (Jimerson &
Kaufman, 2003). Thus, the retention versus
socia promotion argument is as clamorous as
ever. Thisis not anew argument; references to
the argument stretch back through the past
century (Anderson, et al, 2002). Thisis another
occasion for the metaphor of the swinging
pendulum to be used. During the 1970's, social
promotion was the generally-accepted practice,
which was supported by the converging research
of the 1980’s that argued against retention
(Thompson & Kolb, 1999). In the 1990's,
however, public sentiment shifted against social
promotion and toward the retention of students
(Wheelock, 2000). Now, in the first decade of
the twenty-first century, the public cry for
accountability isweighing in on theissue. The
sidesin this debate do not seem to be drawn
between educators and the public; the argument
rages within the education world itself. In fact,
“Perhaps no topic in public education suffers
from a greater divide between the views of
researchers and the view of practitioners and the
public” (Jimerson & Kaufman). So, what are the
arguments?

Holding Students Accountable Means
Ending Social Promotion

On the surface, it’s hard to argue that stu-
dents who have not yet learned material should
be passed on to the next grade level where new
and probably more complex and difficult mate-
rial will be encountered. Promoting students
who are not prepared just doesn’t make sense,
argue the critics of social promotion. Students
must be held back (retained) until they have
proved themselves ready for the increased rigor
of subsequent years. Social-promotion disclaim-

ers state that social promotion not only hides
individual failure, it hides the failures of schools
to properly educate their students. According to
Sharing Success (2004), alitany of problemsis
identified by critics of social promotion:

¢ Studentslearn that achievement isn't
important.

¢ Parents are misled about their child’'s
academic progress and preparation.

¢ Business and colleges must spend millions
of dollars to teach skillsthat should have
been learned in high school.

¢ Society includes an increasing number of
citizens unprepared to lead productive
lives.

Another argument that opponents of social
promotion advance is that students who are
retained will learn the hard lesson of life: that
hard work and pain may be necessary in the
short-term to realize long-term gains (Sharing
Success, 2004). Students will be more frustrated
in the future when they can’t succeed without
basic skills, the argument goes, than they feel
frustrated about being held back for ayear
(Thompson & Kolb, 1999).

Anecdotally, this author can report that
teachers in multiple schools feel that it just isn’t
right to advance a student who hasn’t done the
work. Colleagues report that it isn’t fair to the
students who do their work and it isn’t fair to
teach the failing student that she/he can just go
on to the next grade without doing what was
asked.

Faced with these simple and considerable
arguments, why do many researchers question
the practice of holding students accountable that
practitioners and the media proclaim?

Retention: It Just Doesn’t Work

The reasons against social promotion de-
tailed above are compelling, especially given the
basic principles of fairness, hard work, and
honesty that social promotion seems to eschew.
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Yet a careful examination of the track record of
students who have been retained does not yield
information that supports the practice. In fact,
the research is clear: retention does not work
and might actually harm some students.

Retention is a widespread practice. By some
estimates, more than 2.4 million students are
retained each year in the United States (Ander-
son et al, 2002). Another measure suggests that
between fifteen and nineteen percent of students
are retained every year (Holmes & Saturday,
2000). Thisisfar greater than the ratesin many
other countries, including Germany, Japan, and
the United Kingdom (Holmes &

Saturday).

correlated with dropping out, it has been identi-
fied as an early predictor of |later dropping out
from school (Jimerson & Kaufman, 2003).
Students who have been held back are more
likely to drop out than underachieving students
(Wheelock, 2000). Overall, retention has been
identified as the single most effective predictor
of dropping out (Jimerson & Kaufman).

Retention is applied unfairly. Additionally,
the students who have been shown to benefit the
least from retention are the very studentsto
whom the practice is applied. Boys are retained
more frequently than girls and minority students
are retained more often than white
students (Anderson et al, 2002).
African American boys are more likely

Retention is expensive. Thereisa Retention 1o be retained than their Caucasian
cost associated with retention for . | American d ates. When one
schools. _This cost s passed on to the . 'S COSt.y’ considers that Africaﬁ American males
gggj?u:;lty and stz_;tltethroug:\ trr;es ineffective y  scorelower than any minority group on

tional per pupil Expenditures. and standardized tests, the connection is
Some estimates point to costs that easy o see (Rodney & Crafter, 1999)
exceed $14 billion per year ((Jmerson potentia”y ' )
& Kaufman, 2003). Because students Retention is tough on those who
who are enrolled in urban districts are harmful. are retained. Although afew studies

more likely to be retained than their

suburban counterparts, the financial

burden is greater on the school districts that are
aready experiencing fiscal crisesand
underfunded budgets (Wheel ock, 2000).

Retention is strongly connected with
dropout rates and, in fact, is the best single
predictor of dropping out. Studies have shown
that students who have been retained are
between two and eleven times more likely to
drop out than promoted students (Anderson,
et al). Some students have been retained more
than once, and for these students the research
is startling: the risk of dropping out isin-
creased by ninety percent (Holmes & Satur-
day, 2000). This holds true even when re-
tained subjects are carefully matched with low
performing, promoted students.

Dozens of studies have been examined and
it has been shown that retention is not only

have found that students who have

been retained feel better about them-
selves (Thompson & Kolb, 1999), most studies
have shown that students who have been re-
tained suffer lower self-esteem and lower rates
of attendance (Anderson et al, 2002). Even the
threat of being retained is harmful to students.
Surveysthat were originally conducted during
the 1980's and were later repeated in 2001
showed that the fear of being retained isa
significant fear of sixth graders, greater even
than the fear of losing a parent or going blind
(Anderson et al, 2002).

Being retained has been shown to send
negative messages to students, including a
message of failure or being unwanted (Holmes
& Saturday, 2000). Students might feel frus-
trated and become disinterested in their educa-
tion and discouraged about their future when
retained (Holmes & Saturday). Whilethis
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frustration might manifest itself in the dropout
rate (see above discussion), it aso hasimplica-
tions for those who remain in school and on the
students who share their classrooms with them.
It has been shown that older students are seventy
percent more likely to be extreme behavior
problemsin school (Holmes & Saturday). The
misbehavior and lower motivation impacts the
students who share the schools with the retained
students, resulting in an environment of de-
pressed expectations for all (Wheelock, 2000).

Retention isineffective. If the practice of
retention helped studentsin the long run, despite
all of the negative consequences outlined above,
perhapsit could be supported as an effective
practice in our nation’s schools. Such is not the
case, however. Students who are retained do
worse than similar, low-achieving students who
are promoted (Wheelock, 2000). Repeated meta-
analyses have shown that retention negatively
impacts achievement (Holmes & Saturday,
2000). Holmes & Saturday, in response to critics
who argued that the research on retention was
poorly done, revisited studies on retention and
academic achievement and included only the
well-matched studies. In the studies with the
matched pairs, retained students were shown to
do even more poorly than the earlier, whole-
group research had shown (Holmes & Satur-

day).

While some reluctant retention advocates
once conceded that the practice of retention
could be effective when applied to younger
children, recent research contradicts this argu-
ment and actually suggests that being retained at
alower grade level is actually worse than later
retention (Jimerson & Kaufman, 2003). First
graders who have been retained did not read
better than low-performers who had been pro-
moted to second grade (Holmes & Saturday,
2000). Students who were retained in first grade
do worse, academically and emotionally, than
their peers (Thompson & Kolb, 1999). This has
been shown to be true for kindergarteners, also
(Thompson & Kolb).

Some research has shown that standardized
test scores in school do improve when the
practice of retention is applied. The research that
does point to a positive impact is based on
district and system-wide scores — and students
who are retained do not sit for subsequent
standardized tests (Holmes & Saturday, 2000).
S0, thiskind of research shows that retention
can have a positive impact on the scores of a
school; it does not show that retention has a
positive impact on individuals.

Yet the Debate Rages On

It seems paradoxical that the practice of
retention should remain so widespread in the
face of overwhelming evidence to the contrary.
Even the rare, favorable studies about retention
identify a positive impact that disappears after a
year or two. Retention is costly, ineffective, and
potentially harmful. Yet millions of students are
retained every year. What isagood middie-level
program or school to do? The best answer is that
neither retention nor social promotion is pre-
ferred. A third option, perhaps a well-devel oped
AIS continuum, must emerge in middle schools
and be proved successful before the debate will
die down. Theresearch is clear about retention,
though: it doesn’t work and often harms stu-
dents. The practice of retention should be
discontinued.
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Are you looking for a staff development program

designed for middle-level educators?
Then look into the Middle-Level Academy!

The Middle-Level Academy is asix-session, thirty-hour program spon-
sored by NY SMSA in conjunction with SED. The sessions included are:

e TheMiddle-Level School — An Introduction

» Appropriate Instructional Strategies
» Teacher Teams

* Advisor-Advisee, Community Service and Service Learning
e Curriculum, Assessment and Interdisciplinary Instruction
* Developing aModel Middle-Level School — A Personal Plan

Sessions can be adapted to the needs of your school and staff.

For more information, contact: Dr. James Tobin

NY SMSA Director of Professional Devel opment
tobin@nysmsa.org.
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Jennifer A. Borgioli

Becoming Data Savvy: The Partnership between
the Middle-Level Teacher and Data

Sound Familiar?

The students have barely begun working
when Mrs. Carter hears the sounds of
Terrance making his morning entrance. By the
sheer volume of his locker slamming and the
mumbling she can hear through the open
door, it is obvious things didn’t go well with
his brother the night before. From her posi-
tion in the back of the room, Mrs. Carter
surveys her class. All of the groups are hard
at work on the morning tasks, some more than
others. (Haley has to share the update on her
sister’s prom date with her group before they
can get to work.). After weighing her options,
Mrs. Carter decides to switch Terrance’s seat
assignment. Vanessa is working at the table
next to Derrick (happy as a lark, having
understood all of his homework and been
named the MVP of the previous day’s intramu-
ral baseball game). Mrs. Carter asks Vanessa
to move to the front group, explains to
Derrick’s group that Terrance will be joining
them, and reassigns Derrick to be the group
moderator while they work. By the time
Vanessa is settled with her new group,
Terrance is at the door and Mrs. Carter is
there to meet himwith a smile. That after-
noon, Mrs. Carter reviews the agenda for the
faculty meeting and when she sees the item
“ Review of Sate Assessment Data” grumbles
to the teacher beside her, “ | hate data! It
never makes sense to me!”

Theirony of this all-too-familiar anecdote
isthat Mrs. Carter easily makes hundreds of
decisions based on data throughout the course
of her day. When Bridget furrowed her brow
while working on afraction problem, Mrs.

Carter made sure to spend a few extra minutes
with her to confirm she had mastered the skill.
Steven’s furrowed brow meant he had finished
the task and was thinking of something to do
to entertain himself. A quick redirection
towards a classroom task refocused Steven's
energy. Every student provides Mrs. Carter
with data that she uses to make instructional
decisions. She gives daily assessments, pro-
vides chapter tests, and is constantly checking
for student understanding in avariety of ways.
These morsels of data come fast and furious at
Mrs. Carter. She must filter out what’s impor-
tant, what’s useful, what’s usel ess, and ask the
guestions necessary to find out what she needs
to do to meet her students’ learning needs.
Sometimes she checks her conclusions against
those of other teachers, clarifies her under-
standing by asking parents questions, and
often challenges the students to analyze their
own performance and effort throughout the
day.

Those same strengths are what her princi-
pal isrelying on for the analysis of the state
assessments. Instead of using her skills and
making decisions for her students based on
data, just like she has all day, Mrs. Carter
mentally pushes back from the table and
begins to make her grocery list. What is the
difference between the data she worked with
all day and the data now in front of her? To
Mrs. Carter, there appear to be many: bar
graphs, pie charts, subgroups, scores, and
worst of all, numbers. If there are numbers,
there is going to be math, and wouldn’t you
know it, Mrs. Carter left her calculator in her
classroom. However, by seeing the overlap
between the data analysis skills that teachers
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use every day with qualitative datat and the
skills needed to analyze the quantitative data?
that NCLB mandates, teachers (even those
who hate math) can become data savvy.

There are numerous resources for helping
a school, district, or community use data more
effectively and efficiently (see resources at the
end of this article). The purpose of this article
isto help the individual classroom teacher
become more comfortable and familiar with
the wide world of data and all that it entails.
For some teachers, quantitative and account-
ability data make immediate sense. They can
look at numbersin any form or style and
understand what is meant by the data, draw
meaningful conclusions, and know where to
look for additional data. For the rest of us
mortals, there are strategies and perspectives a
teacher can adopt to move away from “data
paranoid” toward “data guru.” These include
embracing your inner geek, talking the talk
while you walk the walk, and demanding
multiple measures.

Step 1: Embrace Your Inner Geek (aka:
Become a Discriminating Consumer of
Data)

Be assured, pocket protectors and black-
framed glasses are entirely optional. What it
means, however, to embrace your inner geek
isthat you accept that learning can be quanti-
fied; there is a science to education, as well as
an art. Consider the last time you made a large
ticket purchase. When going shopping for a
washing machine, consumers have a pretty
good idea of what they want. They are looking
for a specific price, certain characteristics,
and a good match to their needs. The same
rules apply to data analysis. Not all data are

1 Defined as* Information that is difficult to measure,
count, or expressin numerical terms.” (EPA)

2 Defined as “ Information that can be expressed in
numerical terms, counted, or compared on a scale.”
(EPA)

good data and not all data views work for all
educators. Be assured that data analysis
should be atwo-way street from the data
provider to the educators consuming the data.
Data may be provided by curriculum coordi-
nators, principals, outside consultants, other
teachers, newspaper editors...really by any
one who has some numbers that can be put
down on a sheet of paper. The sources of data
in New York State are many, but regardless of
the source, there are constants that all data
providers should follow, and they have an
obligation and a responsibility to provide
these components. As an outside professional
developer, | accept this accountability every
time | work with teachers around data. |
would rather have an embarrassing moment as
a professional developer because | forgot to
include a label and need to apologize to an
astute data-user than to have a single teacher
feel asif the data we worked with wereirrel-
evant. If key aspects of the data are missing, it
only benefits the educator to be an informed
consumer and ask the data provider to fill in
the blanks.

When presented with data, an inner geek
or discriminating data-consumer should be
able to answer readily the following ques-
tions. If the answers are not apparent on the
document or screen, ask the provider.

* Source — From where were the data
pulled?

e Timeliness — When were the data gath-
ered? What time frame do the data cover?

» Accuracy — Were the data pulled directly
from an electronic source (i.e. data ware-
house) or were they manipulated in an-
other program (i.e. Excel)? Manipulation,
or prettying-up the data, increases the
opportunity for human error. What steps
were taken to ensure accuracy? If percent-
ages are used, isthe “n” (number of stu-
dentsin agroup) provided? Keep in mind
that once a group gets below 30, percent-
ages can become misleading.
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* Clarity — If the data are presented in a
graph, isthere akey or legend? If colors
or shading were used to differentiate
between different groups, can you clearly
distinguish the different data points? If the
data are presented in a table, are the rows
and columns adequately labeled? Do all of
the lines, data points, or graphs on the
page make sense?

» Usefulness — Do the data have meaning?
Meaning is not limited to a teacher’s
content area or grade level. A district’s
performance on the Regents has plenty of
meaning to the grade 8 teacher as the
conversation around the data may indicate
agap in the curriculum. Sometimes the
provider will create the meaning for the
teachers. (i.e. “ These data are useful
because they relate to the school’s focus
on improving critical thinking skills.”)
Other times, it falls to teachers to clarify
the meaning of the data by asking ques-
tions.

* Time — How much time will the consum-
ers have to discuss, chew over, analyze,
debate, and scrutinize the data?

Time for analysis is perhaps the most
important feature your inner geek will crave.
Without having time to discuss data, teachers
often fall victim to the “Mailbox Syndrome.”
The Mailbox Syndrome is usually preceded by
a data provider discovering something inter-
esting in data and wanting to share with the
data consumers. This sharing usually results
in the provider photocopying the data, putting
it in the teachers' mailboxes with a note that
says “Take alook at this and tell me what you
think” or “Look what the datatells us! Use
thisto plan your instruction.” It wouldn’t take
Mrs. Carter long to file those datain her
circular file or under a stack on her desk. If
time is not provided by the data provider, the
newly freed inner geek will need to make time
to analyze the data and construct meaning
with colleagues.

One of the most powerful questions a data
consumer can ask is Tell me what you see
when you look at these data? and then com-
pare the response to his or her own. Without
the conversation, all you have are pretty
pictures or numbers on a page. Asitiswith
almost all aspects of educational change, itis
the conversation that has meaning, not the
numbers themselves. A critical look at the
presentation of the data can often go along
way toward reducing teacher frustration and
anxiety during the conversations about in-
struction inspired by the data.

Step 2: Talking the Talk While Walking the
Walk

Talking the talk does not require that
teachers retake Education Statistics 101. It
does, however, require some teachers to
expand their lexicon. At the classroom level,
this means understanding the difference
between quantitative and qualitative data,
between assessment and evaluation, and the
use of summative, formative, and diagnostic
assessments. On alarger level, it means
understanding the New York State Account-
ability System under No Child Left Behind.
There are avariety of sources available to
help teachers understand the system but the
best way may be to sit down and review a
school’s report card. The most recent versions
are located at: http://www.emsc. nysed.gov/
repcrd2004/home.shtml. Each report card
contains detailed explanations of the account-
ability measures and what targets a school
must meet.

An easy strategy to use when beginning to
talk the talk, is to consider the following
guestion whenever a colleague makes (or you
hear yourself make) a comment that that is
perceptual, opinionated, or qualitativein
nature: What quantitative datado | have to
support my statement? For example, Mrs.
Carter reports that Terrance is doing better in
school and a colleague asks questions that
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uncover how Mrs. Carter knows he’s doing
better. Has his number of violent outbursts
decreased? Has his mastery on unit tests
increased? Has there been a decrease in the
number of times his group has needed outside
mediation to complete their task? A statement
like “We' ve got a rough group of students this
year” isfairly common in faculty rooms.
When you talk the talk and walk the walk,
you’ll want to know what draws the speaker
to that conclusion. What evidence does he
have that this year’s class behaves any worse
than last year’s? What is often exciting about
this new perspective toward data is that
teachers discover what they took as truth, is
actually perception. Thisyear’s class may
behave just as well as last year’s class. How-
ever, one or two students stand out in the
teacher’s mind and have painted the rest of
the class with a “misbehaving” brush. The one
or two students could have changed the ex-
pectations for all teachers without an ounce of
data being reviewed.

Talking the talk while walking the walk
may mean carrying the experience collected in
front of students all the way to Albany. As
participants in a system we had little or no
control over creating, it often seems asif the
only voice we haveisin the faculty room or
in union newsletters. However, the New York
State Education Department is constantly
putting a call out for educators to provide
feedback on assessments, standards, and
resources. The “Call for Expertise” is avail-
able for any teacher in New York and can be
found at http://www.emsc.nysed.gov/ciai/
call.htm. When a teacher is able to speak the
language of data and accountability, their
message is that much more powerful.

Finally, when ateacher or a group of
teachers have embraced the language and the
attitude of data analysis, they will not be
tempted to give the data back to the provider
and say: Just tell me what it means. Tell me
what | need to do. Once teachers have the

language, the time, and the tools, the owner-
ship of the datais evident. They belong to the
teachers, the school, the students who gener-
ated the data—not the provider. It no longer
makes sense to ask someone else to analyze
data that has meaning for the very teachers
who work with the students represented by the
numbers. There is atime and a place for
having outside providers analyze data, but if
the goal isinstructional planning and change,
those changes will most readily occur if
teachers are able to construct their own mean-
ing with their own words.

Step 3: Demand Multiple Measures

Imagine a future teacher’s philosophy of
education that reads: | believe the purpose of
education is to get high test scores. Would
you want that teacher teaching your child?
This philosophy of education islaughable
simply because people do not devote them-
selvesto five years of education so they can
be responsible for high test scores. Teachers
become teachers for myriad reasons: to
change the future, to expose children to the
joy of learning, to inspire creativity and
investigation. In addition to any reasons for
becoming teachers, educators are charged
with helping students master the New York
State Learning Standards.

There are a multitude of strategies teach-
ers can pull from to assess whether their
teaching strategies are being successful.
Authentic assessments, essays, quizzes,
presentations, posters, dioramas—the list goes
on. However, every middle-level teacher in
the state of New York will be assessing their
students with the same tool beginning in
2005-2006. This dissonance between multiple
means of assessment and the mandated state
assessments is the primary reason why teach-
ers must demand multiple measures of them-
selves and their school.

To rely on an assessment given once a year
to determine how well your students are

12 Fall 2005 [N Transition] Vol. XXIll, No. 1



learning is akin to checking a map once
during a cross-country drive. The odds are
that once you realize you're off course, it’'s
too late. If aschool is using parallel assess-
ments for diagnostic assessments, are they
truly parallel or simply mirrors of the state
assessments format? Again, there are numer-
ous high-quality resources on the topic of
multiple measures but an immediate response
can be listening for decisions made based on a
small sliver of the data pie. If ateacher sug-
gests reconfiguring the grade 8 curriculum
because most of the students got the questions
about author’s purpose wrong, investigate if it
isatrueinstructional gap. When the new
eighth graders are given similar tasks, do the
same gaps appear ? \Was there something
especially challenging about items on the
state assessment? Using multiple measuresis
away to avoid the trap of making bad deci-
sions based on bad data.

Mrs. Carter has the amazing ability to look
at room full of children and know who needs
extra attention, who needs more space, whose
work shows an understanding of the content,
and whose work shows they are still strug-
gling. Sometimes, though, even Mrs. Carter
needs additional datato confirm or adjust her
perceptions. Through thoughtful conversa-
tions with colleagues, careful consideration of
data presented, self-reflection and self-advo-
cacy, understanding the language of data
analysis, and taking an active role in seeking
out multiple measures, it is possible for any
middle-level teacher to become data savvy.

Jennifer A. Borgioli (jborgioli@elb.org) isa
Data Coordinator at the Western New York
Regional School Support Center for Erie 1
BOCES; 355 Harlem Road — Building C,
West Seneca NY 14224.

completed online.
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Register now for...NYSMSA's

Rochester, New York

Thursday, October 20
Middle School Visitations

Arrange for visits to area school s to see best practices in action. Morning and afternoon
visitations will be available.

Full-Day Pre-Conference Workshops, 9 AM-3 PM

Pre-conference sessions are offered on afirst-come, first-served basis with limited registra-
tion for each session. Scheduled sessions are:

. Family Contact: Connecting Kidsand Kin through the Curriculum with Ross
Burkhardt examines the importance of school-initiated family partnerships and offers
activitiesto connect young adolescents with their families.

. Teacher-Driven Data Analysis of the New York State Assessments: Facilitating a
Protocol for Improving Instruction with Jennifer Borgioli and Lisa Sanders will make
intermediate assessment data your friend, not your foe.

. Implementing New Middle School Regulations with Elliot Merenbloom explores the
different options for middle-level programs that will improve academic achievement
and offer acomprehensive exploratory curriculum.

. Numeracy: Increasing Expectations with Nanci Smith “unpacks’ the new math
standards—Iooking at what content needs to be taught at each grade level and the best
ways to reach the process standards.

. A Celebration of Srategies: Teacher-Tested Toolsfor Differentiating I nstruction
for All Learnerswith Linda Tilton offers awhole toolbox of highly practical and
proven strategies that promote high expectations while meeting individual needs.

Banquet with Keynote Address, 7-10 PM

“The Importance of Belonging” — Joel Sonnenberg

At the age of two, Joel Sonnenberg suffered burns over 85% of his body when a truck
smashed into hisfamily’s car. Having learned to accept his circumstances and excel beyond
all expectations, he proves that the extraordinary is within everyone's grasp.

Conference Director: Local Conference Chairs:
Linda Ruest (ruest@nysmsa.org) Jeff Craig (craig@nysmsa.org)
Terry Quinn (Terry_Quinn@bcsd.org)

Forms & Information at: www.nysmsa.org
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Friday, October 21

Trade Exhibit, 7 AM-3 PM

Pick up some new ideas, and maybe a sample or two, from the vendors in the Exhibit Hall.
And be sureto turn in your completed Scavenger Hunt entry for a chance at a door prize!
Among thisyear’s vendors are:

* AGS Publishing » McDougal Littel  Saxon Publishers

» AlcohalicsAnonymous ¢ Minnie's Best  School Mate

 Audio Enhancement * N&N Publishing » Steck Vaughn

» Cape Cod Sea Camps * NY Newspaper Publishers ¢ Substance Abuse & Mental

 Capt. John Boats Association Health ServicesAdmin.

» Corwin Press * Options Publishing * Teachers Insurance Plan

* Curriculum Associates * Peoples Publishing Group e Texas Instruments

 Delta Education * Perma-Bound Books » Ward's Natural Science

* Educators Publishing * Premier Agendas  Washington Workshops “\
Service * Rand McNally Education Foundation |

» Glencoe/McGraw Hill * Recorded Books » Wright Group/McGraw Hill

» Great Source » Remedia Publications * WRS Group \

* Holt Rinehart & Winston ¢ Renaissance Learning » and more ] r
(Harcourt) » Rosen Classroom Books

» Kaplan K12 Learning Services

Practitioner Workshops, 7:15 AM-3:30 PM
General Assembly with Keynote, 8:30-10 AM
“Reputations, Cliques, and Popularity” — Shanterra McBride

Featured Presentations

Nationally-known experts share their expertise via featured presentations scheduled
throughout the day, including Ross Burkhardt, Shanterra McBride, Elliot Merenbloom,
and Nanci Smith.

Saturday, October 22

Breakfast with Champions, 8:30 AM-12 Noon

Keynote: “Establishing Professional Learning Communities at the Middle Level”
— Dr. Giselle Martin-Kniep
Break-out Sessions
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Dr. John A. Huss

Cooperative Learning and the Gifted Middle
School Student: A Miss or a Match?

When | spoke recently on the topic of
cooperative learning in the middle school with
teachers who work with gifted students, | got
the distinct impression tomato-throwing was
imminent. The experience certainly reinforced
the discord that seems to exist between propo-
nents of cooperative learning and those who
advocate for the gifted and talented. At best,
educators of the gifted have been cautioned to
approach the cooperative learning bandwagon
with “caution.” Isthis trepidation warranted?
Are the goals of cooperative learning incon-
sistent with the needs of gifted students? Is
cooperative learning simply misunderstand or
truly a mismatch?

As | progressed through my middle-grades
teaching-preparation program in the mid-
1990’s, | was indoctrinated with cooperative
learning as a mainstay in my instructional
arsenal. After all, cooperative learning has
been shown to promote academic achieve-
ment, increase retention, and vastly improve
student self-esteem and communication.
When | began my teaching career, | was
caught unaware when | encountered rum-
blings of dissention from gifted preteens and
their parents, after employing cooperative
learning techniques in my classroom. It was,
quite frankly, a harbinger of things to come,
and not unlike the reaction | received in my
aforementioned conference chat with gifted
and talented teachers.

Grouping: Heterogeneous versus
Homogeneous

To arrive at common ground, one must
first isolate those areas of difference between
the two camps. In short, it begins with the

notion of heterogeneous versus homogeneous
grouping. The “middle school” as an entity is
a staunch adherent of mixed ability groups,
thereby making cooperative learning a desir-
able strategy. The backgrounds and experi-
ences of all students are important for enrich-
ing learning in the classroom. As preparation
for life beyond the classroom, it is essential to
provide middle-level students with opportuni-
ties in multiple contexts to understand and
interact with diverse perspectives. Coopera-
tive learning tasks replicate in the classroom
the kinds of activities that characterize adult
social, economic, and political life. A wealth
of research certainly supports this conviction.

Johnson, Johnson & Smith (1991); Kagan
(1992); and Millis & Cottell (1998) encourage
heterogeneous groups, reflecting varied
learning abilities, ethnic and linguistic diver-
sity, and a mixture of the sexes. Likewise,
Spear (1992) supports grouping practices that
allow for “broad peer interactions to allow
students to socialize with, model, and adjust
to avariety of peer influences’ (p. 257).
Perceived benefits to low and middle ability
students are often a motivation for implement-
ing the practice. Indeed, most cooperative
learning “teams” suggest a composition of
one low ability student, two medium ability
students, and one high achieving student. The
buzz phrase that “we remember 95% of what
we teach to others’ provides a cornerstone for
the use of high ability studentsto act as
“mini-teachers’ to those with lesser aptitudes.
Further, research by the Massachusetts Advo-
cacy Center (1990) suggests that cooperative
learning may be particularly beneficial for
African-American and Hispanic students. So,
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inits sincere quest for equity, the middle
school has embraced cooperative learning as a
vehicle for creating small communities of
learning to encourage critical exploration of
ideas. Thereis, however, another side to the
story.

The work of Feldhusen (1989); Kulik and
Kulik (1990); Allan (1991); Rogers (1993);
and Fiedler, Lange, & Winebrenner (1993)
confirms what gifted educators have pro-
claimed for years: gifted students benefit
cognitively and affectively from working with
other gifted students. For many teachers,
having gifted students perform the role of
“pint-sized professor” in a mixed cooperative
group is not the best avenue for helping these
youngsters reach maximum capacity. If gifted
students are consistently “teaching” or “ex-
plaining” material to other children, they are
not using allocated time for high-end pursuits
of their own. Heterogeneous grouping typi-
cally failsto inspire or advance most gifted
students, leaving them bored, frustrated, and
even anxious. Advocates also charge gifted
learnerstypically receive less individual
attention than special education or remedial
students and less of the scarce educational
resources. So, the proverbial line in the sand
is drawn.

Aswe grasp for resolution, | would aver
that well-intentioned teachers frequently
misuse cooperative learning. Their approach
focuses on basic, lower-level skills at the
exclusion of enrichment, problem solving,
and judging propositions. “Engaging cur-
ricula’ and “differentiation” do not always
convert into practice. What we find are coop-
erative groups—Iled by gifted students—
occupied with unsophisticated tasks, spurred
by didactic teaching. Perhaps we can compro-
mise.

Middle-school teachers can limit the use
of heterogeneous cooperative groups when the
sole purpose is learning basic information or

rudimentary skills. Heterogeneous groups
should be reserved for challenging, creative,
open-ended, and higher-order thinking tasks.
In this manner, gifted students will not be as
apt to feel “put upon” to regurgitate rote
material to lower ability classmates. They will
not be “learning” concepts they have already
mastered. The over-all emphasis on decision-
making and problem-solving may, in the long
run, raise the floor and eliminate the ceiling
on expectations for all studentsin the class-
room. Activities of amore interesting and
complex nature may ultimately blur the lines
between “gifted education” and “good-for-all
education.” Everyone can contribute some-
thing to and benefit from tasks that are not
inherently “easy” and “predictable.”

Thus, the fortuitous mishandling of coop-
erative learning by many middle-level teach-
ers may prove to be at the core of the dis-
agreement. Professional development in this
area would be time well-spent. By way of
quick review, let us establish that not all
“group work” is*cooperative.” Well-meaning
directives to “work together as ateam” are
insufficient. For many, the notion of “coopera-
tive learning” goes no further than dragging
desks together or augmenting the classroom
with cozy tables and 4-desk “cubes”. It looks
like cooperative learning, but so does avice-
roy butterfly look like a monarch. Fortunately,
research has isolated five essential elements
of cooperative learning.

The Five Essential Elements of
Cooperative Learning

Positive Interdependence

Arguably the most critical component of
cooperative learning is positive interdepen-
dence, which occurs when the gains of indi-
viduals and teams are positively correlated
(Kagan, 1992). Group members must perceive
they are linked to each other in such away
that one cannot succeed unless everyone
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succeeds. Distributing materials so no single
student has all the information (frequently the
gifted “beast of burden”) is a standard tactic
to this end. Another option is to assign divi-
sions of labor within a group. A protracted
deficiency in any of the roles clearly impacts
the ability of the over-all group to flourish.
Often, middle-school cooperative groups have
no interdependence and, therefore, no legiti-
mate reason for being!

Face-to-Face Interaction

A second key element of cooperative
learning is face-to-face interaction. There are
important cognitive and interpersonal dynam-
ics that occur only when students impart
knowledge to others, orally explain how to
solve problems, discuss conceptsin real time,
check for understanding, and connect past
with present learning. If students can easily
complete a* cooperative” assignment without
soliciting input from fellow members, the
activity may not be suitable for the structure.
Creating small communities for learning can
often be as simple as supplementing a lecture
with brief periods of cooperative processing
time.

Individual and Group Accountability
Individual and group accountability is
perhaps the tenet of cooperative learning that

throws more than its share of teachersinto a
dither. Yes, teachers—and resistant students—
must be willing to expend some effort when it
comes to assessment and evaluation. While
some middle-grades students may arrive with
sporadic elementary experiences, most are
untrained with cooperative learning and may
initially pine for the anonymity and low
maintenance of a“normal” class. The smaller
the size of the group, the greater the indi-
vidual accountability can be. It is more diffi-
cult for students to “hide” in agroup of four
than in alarger group. Randomly examining
students orally by calling on one student to
present his/her group’s progress to the teacher

or to the entire class is an effective option for
monitoring student understanding, asisre-
cording the frequency of a group member’s
contribution to the overall charge.

A popular misconception is cooperative
learning entails undifferentiated group grades
wherein pencil/paper tests and quizzes are
somehow pestilent and inconsistent with the
spirit of the genre. Untrue. | maintain students
|earn together so they can subsequently gain
greater individual competency. A teacher
might utilize cooperative learning but for-
mally grade only individual assignments.
Much leeway is available as to how student
mastery isweighted. A gifted student need not
feel that he/she hand-delivers undeserved
“superior scores” to languishing group mem-
bers.

Asking students to anonymously “grade”
fellow teammates with a rubric or scale can
also produce important data. When a teacher
compares student ratings with his/her own
ratings, a clearer picture emerges as to how a
particular member fared throughout a given
activity. These ratings, combined with objec-
tive assessments, allow ateacher to evaluate
not only the finished product, but also the
individual strengths and weaknesses of team
members.

Interpersonal Skills

A fourth essential element of cooperative
learning is the emphasis placed upon interper-
sonal skills. When students participate regu-
larly in cooperative activities, they fortify
|eadership capabilities, develop trust in oth-
ers, and sharpen their decision-making and
conflict resolution skills. Failure to interact
appropriately with colleaguesis an oft-cited
reason why many people |lose employment.
Rather than having students absorb knowl-
edge, teachers encourage students to think
through problems, conceptualize, analyze, ask
guestions, be questioned, and reflect on how
their beliefs might impact and compare to
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others. In short, all students gain enduring
intellectual abilities.

Group Processing

The final requisite element of cooperative
learning is group processing. As an activity
unfolds, members need to discuss how well
they are achieving their goals. What actions
are helpful and which hinder group success?
Reflecting upon the group effort and how
production can be improved is acritical and
often overlooked aspect of a cooperative
venture.

Used in itsintended format, cooperative
learning and the use of heterogeneous group-
ing may prove less problematic for gifted
students than the version proliferated in most
middle school classrooms, which often in-
volves little more than “competition in close
quarters’ or “sitting together to watch some
students work.” If gifted students are interact-
ing with others on fresh, stimulating and
exigent activities, the temptation to use these
youngsters solely as junior teachers will be
lessened.

Additional Strategies

Additional strategies can act as emollients
for easing the philosophical differences that
may exist. Teachers, for example, can employ
flexibility grouping for many activities and
discussions, grouping students by level of
understanding of specific topics. Allowing
gifted students to work together in groupsin
their areas of greatest strength for at least part
of the school day is likewise recommended.
As a complement, some teachers have admin-
istered multiple intelligence or learner prefer-
ence questionnaires within their classes and
periodically grouped students in this manner,
thus providing time for all learners to interact
with intellectual peers. “Circle the Sage’
takes advantage of any students with special
knowledge or experiences to share. Some
students have visited particular cities, know

how to make balloon animals, or understand
rules to a certain game. Class members gather
around these “sages’ to learn from them. In
this way, the “expert” is not always the gifted
student.

Cluster grouping is also an option. Gifted
students may be clustered in one section of
any heterogeneous class, especially when
there are not enough students to form an
advanced section for a particular subject.
Also, allowing gifted students the option of
working alone on selected assignments should
not be discounted. In many instances, gifted
youngsters need to individually progress at a
faster pace even if the curriculum has been
modified to emphasize density and complex-
ity. Striking a balance, then, between hetero-
geneous and homogenous grouping is area-
sonable alternative.

Hopefully thisrevisiting of cooperative
learning will provide much-needed validation
to those teachers who currently believe
wholeheartedly in the practice and recognize
the increased cognitive, affective and interper-
sonal benefits to their students. Perhaps it will
likewise serve as encouragement to fellow
middle-grades educators who work with
gifted students and are enchanted by coopera-
tive learning, yet hesitant to remove the
training wheels. By using a“ situational
stratagem,” teachers can meet the needs of all
students in the classroom, while disserving
none. They will be glad they put the “co-op”
into cooperative learning.
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and are capable of achieving.

e at least two of grades 6-8 and

Is your school a Sch\oJ o) to Watch?

The New York State Essential Elements Schools-toWatch Program seeks to
recognize a small number of diverse, high-performing model middle-level
schools to demonstrate what all schools with middle-level grades should be

Schools eligible to participate must have:

e either a 2004-2005 performance index of 155 or higher
e or met all annual yearly progress (AYP) growth targets for both the
2003-2004 and 2004-2005 school years.

All applications must be postmarked no later than Friday, October 14.

Go to www.nysmsa.org for an application and more information.
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Lea’s Lessons

Lea Macdonald

Celebrate the Wonder Years!

“No other age level is of more importance to
the future of individuals, and literally, to that
of society; because these are the years when
youngsters crystallize their beliefs about
themselves and firm up their self-concepts,
their philosophies of life and their values —
the things that are the ultimate determinants
of their behaviors.”

—John H. Lounsbury

October is the Month of the Young Ado-
lescent, a national collaborative effort of
school, home, and community to celebrate the
“kids in the middle.” This annual celebration
was initiated by the National Middle School
Association and brings together a variety of
organizations to focus on the needs of this
important time period in achild’'s life.
Throughout the Month of the Young Adoles-
cent (MOYA), the focus is on young adoles-
cents' developmental needs and how these
needs impact parenting practices and educa-
tional programs. According to the National
Middle School Association, by fostering the
home, school, and community connection, we
can offer our 10-15 year olds the opportunity
to make these challenging years a positive and
enriching experience.

As we begin the school year and plan our
MOYA activities, it's important to remember
the developmental characteristics of young
adolescents. Based on research concerning
this age group, the following generalizations
can serve as guidelines for middle-level
educators and parents:

 Early adolescence is a distinctive devel op-
mental stage of life.

» The accelerated physical and personal
development during this period is the
greatest in the human life cycle.

* During these years each child forms his/
her basic values and attitudes.

» They learn best through interaction and
activity.

» They are sensitive, vulnerable, and emo-
tional.

» They are greatly influenced by their peers
and the adultsin their lives.

» They need challenging, relevant, and
meaningful instruction.

| would like to share with you some of the
activitieswe did at my school during the
month of October over the last few years to
celebrate the “kids we teach.” During advi-
sory, students brainstormed what it means to
be a young adolescent. In small groups, they
discussed their fears, their dreams, their likes
and dislikes. Students then worked individu-
ally to express their thoughts. Some students
wrote poems, others wrote journal entries.
One of my students put his thoughts into
pictures and illustrated the hopes and dreams
of a12-year-old. That illustration found its
way to a cover of In Transition afew years
ago. One grade level created amural with
visuals, phrases, and poems to express what it
means to be in middle school. The local
newspaper featured an article highlighting the
program at our school. Students responded to
these activities with enthusiasm and excite-
ment.
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A recent addition to our MOYA celebra-
tion has been the Walk in My Shoes program,
sponsored and facilitated by members of the
school’s PTA. This program helps to create an
awareness of special needs and involves the
students, teachers, and parents. Seventh-grade
students spent the day visiting different learn-
ing centers where they participated in activi-
ties that simulate various disabilities that can
impair achild's ability to learn at the same
rate as another student. The light bulbs were
blinking that day for everyone! Our seventh-
graders celebrated each and every student that
day, regardless of readiness level or learning
style. This program would not be possible
without the support of our parents.

Education is about building community
and connecting school and home to the child.
All adults should be advocates for young

adolescents. The Month of the Young Adoles-
cent will provide opportunities to achieve that
goal. There are information and resources
available to you on the NM SA Web site
(www.nmsa.org). Please visit it for the phi-
losophy, the strategies, and community activi-
ties that can be readily implemented in your
school. The Month of the Young Adol escent
will make areal difference in the climate of
your school. Please join usin thisyear’'s
celebration of the kids we teach.

Lea Macdonald (leamiddle@att.net) isa
social studies teacher and curriculum coordi-
nator at Pleasantville Middle School; 40
Romer Avenue, Pleasantville, NY 10570. She
served as NY SMSA Region VI Director from
1996-2003.

Have you visited NYSMSA’s website lately?
Go to www.nysmsa.org for...

= the latest information on what’s new “in the middle”
e updates on State Education Department discussions
= articles of particular interest
e Corning Middle-Level Institute and Annual Conference materials
= ways to contact your local regional director
= the NYSMSA book store

= membership renewal and more
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Janie Fitzgerald

Medieval Movies and More: An Interdisciplinary
Journey through the Middle Ages

The school year is closing fast, the spring
heat is draining us, and there is one more inter-
disciplinary unit to teach before summer. Thisis
the Popham 6 Team'’s last stop on our journey
through ancient civilizations. How do we shake
the dust out of the books to make the Middle
Ages come alive and seem real, relevant, and
connected for our sixth grade students?

Lights, camera, action! Our students acted in
and produced their own movies as they im-
mersed themselves in the Middle Ages during
our Medieval Movies and More interdisciplinary
discovery project. For five weeks, students
traveled back in timeto livein castles and fiefs.
This project culminated with our Medieval Fest,
where our students demonstrated all they had
learned during the year in technology, research,
writing, literary and historical analysis, math-
ematics, science, and performance. It was a
wonderful ending to an enriching year!

As ateam, we have aways made smaller
connections during other units. However, this
project enabled usto create deeper and richer
connections between English, social studies,
science, math, computer technology, and family
and consumer sciences. The Popham 6 teachers
wrote for a $1000 mini-grant from the Scarsdale
Teachers Institute for books and materials to
begin this project. The English and social
studies teachers took two iMovie classesand a
book-making class from the Scarsdale Teachers
Institute to prepare for the project. Then, the
team spent numerous planning periods, lunches,
and time after school creating introductory
materials, discovery stations, calendars, activi-
ties, and lessons. Each teammate highlighted
aspects of the Middle Agesthat related to hisor

her subject area, and as a result the students saw
the real and relevant connections.

The discovery stations that were created
collaboratively gave our students arich and
rewarding interdisciplinary day in the Middle
Ages. Each student received a discovery station
packet to complete during the Medieval Discov-
ery Stations Day. The activities allowed students
to use their multiple intelligences in avariety of
tasks. Within each of the four core-area classes,
teams of students journeyed to two or three
different stations. Some stations required col-
laboration and some stations involved individual
work. They learned how to play the medieval
game, The Nine Men of Morris; create a stained
glass window; calculate the Fibonacci sequence;
unearth the history of great women of the time;
uncover the mystery behind the crime at Canter-
bury; listen to and react to a Canterbury Tale;
produce a medieval menu; illuminate a manu-
script; read and react to an historical fiction
excerpt on leeching and learn about other
medieval medicine; delveinto the history of the
moveabl e type printing press,; and build and test
acatapult.

In social studies, students demonstrated their
understanding of lifein the Middle Ages by
creating travel logs from the point of view of a
medieval person. The historical fiction picture
book, Castle Dairy: The Journal of Tobias
Burgess, Page, was used as a whole class read-
aloud and model for formatting. Students
glimpsed the life of a page as he trained to
become a squire. Afterwards, each student chose
to walk in the shoes of aknight, squire, lady,
lord, troubadour, page, peasant, or serf and
wrote his or her own travel journal. Within these
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journals they focused on at least four aspects of
medieval life including food, clothing, housing,
religion, roles of men and women, education,
knighthood, hunting, crime, crusades, feasts,
fairs, and jesters. They used Internet links
provided by the librarians and books on the
Middle Agesto aid in their research. This
newfound information was shared by creating
artwork, poetry, artifacts, maps, letters, dia-
grams, and journal entries. They wrote histori-
cal fiction in ajournal format, and they
knew that they must have accurate historical
information and an authentic perspective.
Students learned how to make and bind their
own books with handsome, thick covers that
were clasped shut with a string wrapped
around a decorative button. These books
resembled genuine medieval travel journals,
and the students were proud of their accom-

177
plishments. 1

7
In English, each team of students //“
selected aKing Arthur or Robin
Hood legend to study and bring
to life on the big screen. This
appeal ed to them as young
adolescents because of their
dramatic flair and love of
technology; consequently, they
learned first-hand about adapted screen-
plays. We used DK Classics: King Arthur and
DK Classics: Robin Hood because of their clear
and concise storytelling of the legends, vivid
illustrations, historical margin notes, and specia
background pages. Student volunteers created
murals and props for all teams to use during the
filming. First, each team read and discussed the
legend. Second, they completed alegend infor-
mation sheet, sharing their reactions to the story
and theillustrations, identifying historical
background and fictional embellishment, dis-
covering themes, distinguishing vivid language,
constructing cultural connections, and making
inferences about the socia hierarchy of the
Middle Ages. Third, they wrote a script includ-
ing stage directions, props, and settings. Fourth,

24

|

on alaptop, they created a digital storyboard
using the storyboarding program available at
www.atomiclearning.com. This storyboard
contained shot types and descriptions, transi-
tions, effects, and other important information
needed to plan out amovie. Fifth, they video-
taped their performance in the classroom,
hallway, courtyard, field, or wooded section of
the school grounds. Sixth, they used iMovieto
import video, edit clips, import
soundtracks and still pictures, and
use transitions and effects to
create an original iMovie. For the
iMovie evaluation, all classes
helped create a student-generated
rubric. This gave them ownership
in both the process and the
product. At the end of the project,
they wrote a self-reflection,
sharing what they had |earned.
For English homework during
the unit, each student read a
medieval historical fiction book
and completed an information
sheet. This contained an original
book jacket blurb, alist of histori-
cal facts, details gleaned from the text,
reactions to the story, explanations of

themes, descriptions of settings, identifica-
tion of the strongest conflict, and a statement of
how s’he would feel walking around in the
character’s shoes.

In math, through research and class activi-
ties, students connected the Fibonacci sequence
to everyday life and the natural world around us.
Students discovered and examined the relation-
ship between the Fibonacci sequence and the
“goldenratio” and real world connections were
further explored. They created Fibonacci
projects that were displayed in the math class-
room, hallway, and our Medieval Hall during
the Medieval Fest. In addition, students exam-
ined various units of medieval measurement
during a“Medieval Math Olympics.”
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In science, studentsinvestigated weaponry
and warfarein the Middle Ages asiit related to
machines and technology. Students created and
tested catapults to determine their effectiveness
as a siege weapon. Also, they learned about the
invention of the moveable type printing press
and how it changed the world.

In family and consumer sciences, students
learned about medieval clothing. This helped
them design their own costumes and props for
theiMovies and the culminating Medieval Fest.

The technology connection was an integral
part of this project. The social studies and
English teachers met with the computer teachers
during the initial planning stage to determine the
amount of technology support the project would
require. The head computer teacher, who is an
Apple Distinguished Educator and had also
taught the teachersiMovie, introduced iMovie
to the students and taught them video and
editing skillsin English class. These lessons
were augmented by the tutorials available on
iMovie through www.atomiclearning.com and
quick mini-lessons taught each day by the
English teacher. Students explored the tutorials
as homework to learn more about this powerful
video production software. Throughout the
project, the computer teachers provided techni-
cal support. Also, they facilitated the use of the
video cameras, laptops, and projection system. A
Middle Ages Web page was created and linked
to the Scarsdale Middle School Web site. Stu-
dents used this Web page to access research
links and keep track of due dates and activities
using the posted calendar for May and June.

The culminating activity for this project was
the Medieva Fest held in the auditorium.
Students and teachers came dressed in medieval
costumes. The entrance to the auditorium was
transformed into aMedieval Hall, decorated
with coats of arms and stained glass windows
created by the students during the discovery
stations and socia studies classes. The Fi-
bonacci projects and the travel logs were exhib-

ited for students to browse through. Students
viewed a screening of each iMovie on the huge
screen in the auditorium with an intermission
for refreshments. It was a day for celebration
and pageantry.

This project was extremely successful.
Students were immersed in the Middle Agesin
all subjects; therefore, they were able to synthe-
sizeadl they had learned and take their learning
to the next level. The large scope of the project
required students to effectively use al of their
organizational, research, and writing skillsto
create polished products. They expressed their
creativity and originality while creating both
their iMovie scripts and their travel journals.
Students were incredibly invested in their
learning and were proud to share their iMovies
and other projects. They worked very closely in
teams and successfully dealt with the issues that
using technology under deadline pressure
creates. Thiswas a unique melding of modern
technology and information about the ancient
world that our students will never forget.
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Gloria Hoffer

The Year of Languages

Last fall, while attending the New York State
Foreign Language Conference (NYSFLT) in
Rochester, New York, | was first made aware of
the fact that 2005 had been designated “The
Year of Languages’ in the United States. Since |
am aforeign language teacher, this concept was
intriguing and | attended both the morning and
afternoon sessions dealing with thistopic. | was
surprised to learn that while 2005 was the Year
of Languagesin our country, it had been soin
Europe in 2001 and will be in China next year.

This designation presents an opportunity to
focus America's attention on the academic,
socia and economic benefits of studying other
languages and cultures from around the world.
Thisinitiative seeks to positively influence the
full range of language programsin U.S. schools
and communities and the students these pro-
grams are designed to serve. Although the
concept of celebrating languages all year was
very exciting, it was made clear throughout the
sessions that a great deal of work had to be done
in order to present programs worthy of celebrat-
ing this event. Throughout the two sessions on
thistopic al the participants brainstormed ideas
on how to “get the ball rolling” and find creative
ways to make this a special and eventful year.

At Merton Williams Middle School in
Hilton, New York, we have created a specid
program to commemorate this specia year. Our
students will participate in a cultural diversity
day on September 30, 2005. On this day, the
magjority of teachers throughout the school will
be offering cultural lessons, activities, cooking
demonstrations, sign language, salsa dancing,
origami lessons, and much more celebrating the
languages and culture of people from around the
world. Our school isdivided into six teams, and

each team will offer six to seven activities. Each
student on the team will select three activities
from the team’s offerings. The students will then
rotate among their chosen activities throughout
the morning. They will have hands-on experi-
ences learning about different cultures and
languages. The teachers began planning for this
day last May and aso spent an afternoon’s
curriculum time in June to finalize plans for the
event.

The Merton Williams Middle School’s
LOTE department has also been engaging in
activitiesto advertise the Year of Languages and
engender enthusiasm both in the school and in
the local community at large. Members of the
department supervised the creation of cultural
decorations from various countries that have
decorated the town’s library. The department’s
language clubs decorated the school with post-
ers and balloons and local stores have been
contacted to help promote the study of lan-
guages aswell. The LOTE teachersare also re-
writing their proposal to implement language
learning in the elementary levels because the
goal of the Year of Languagesisto advance the
concept that every American should develop
proficiency not only in English, but in other
languages as well.

All of us here at Merton Williams have been
enjoying our celebration thus far and look
forward to finishing out 2005, the Year of
Languages, with atrue international flair.

Gloria Hoffer (ghoffer@hilton.k12.ny.us) isa
Spanish teacher at Merton Williams Middle
School; 225 School Lane, Hilton NY 14468;
(585) 392-1000.
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Barbara Adams

The Day that Francesca Didn’t Like School
Anymore: A Children’s Story for Adults

Last year | had so much funin Mrs.
Baker’s sixth grade class. She was the best
teacher ever! She was like ateacher and a
mom all rolled into one.

Every morning when | walked into our
classroom, Mrs. Baker would look up and
give me a big smile and say, “Good morning
Francesca. I’ ve been looking forward to
seeing you today.” Or she'd say, “Hi,
Francesca. Glad that you're here.” With a
twinkle in her eye, Mrs. Baker would say stuff
like that to all the kids, even Joey who
couldn’t learn arithmetic, and Carmen who
said things like “Lithen to me,” instead of,
“Listen to me.” And even though | was a slow
reader, Mrs. Baker’s kind face always let me
know that it was OK.

Mrs. Baker made learning fun and she
didn’t scare kids or make them feel embar-
rassed or anything. One day when she was
teaching long division, Joey really got con-
fused and he kept erasing and erasing the
numbers on his paper. He erased so much that
he put a hole in his paper. Then, with his fist,
he pounded on his desk. Everybody looked at
Joey and then we looked at Mrs. Baker. In her
Mrs.-Baker-way she quietly walked over to
Joey, leaned down really close to him, and
then put her arm around him. She whispered
something that made Joey laugh. None of us
kids ever knew what she said. Next, Mrs.
Baker wrote something on Joey’s paper. Pretty
soon, Joey wiped the tears off his face and
then he wrote something on his paper. Mrs.
Baker jumped up and said, “That’s it, Joey.
You got it. See how smart you arel”

Everybody in the class started clapping
and Joey smiled so big that you could see the
place in his mouth where his front tooth used
to be. “I got it!” he said.

Another day during social studies time,
Mrs. Baker put usin little groups so that we
could make up a play about the medieval
times. Carmen was in my group and some of
the kids in our class used to make fun of the
way Carmen talked. | felt bad when they did
this so | asked Carmen to come and sit next to
me. Well, Carmen got areally good idea that
he couldn’t wait to tell the other kids in our
group about. “Hey, you know what, you
guyths?’” Carmen said. “Me and Francethca
are gonna pretend to be knightth and we're
gonna ride hortheth, and...”

Two of the boysin our group started
laughing and making fun of the way Carmen
was speaking. Carmen just stood there and his
face got bright red and he looked very sad, but
he didn’t cry. He just stood real still. Mrs.
Baker came over and put her arm around
Carmen. She asked him if he would please
bring a note that she had in her hand to Mr.
Johnson in the classroom next door, and then
said, “Carmen, please wait for Mr. Johnson to
answer before you bring the note back.”

When Carmen walked out of the room,
Mrs. Baker sat down with everyone in my
little group. She didn’t yell at anyone. She just
turned to the two boys who were making fun
of Carmen and asked them this question:
“Nathan and LaVaughn, please tell me how
making fun of Carmen helped him to feel
good about himself.” The boys didn’t answer
Mrs. Baker. They just dropped their heads and
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looked at the floor. In areally quiet voice,
Mrs. Baker said, “I’d like an answer, please.”
She wasn’'t smiling.

“1 don’t know,” said Nathan. LaVaughn
just shrugged his shoulders.

“Well what I’'m wondering is this: You
both have little brothers, right?”’

“Yes, ma'm,” they said at the same time.

“1f someone bullied your little brother the
way you just bullied Carmen, how do you
think your little brother would feel ?”

“He'd feel sad,” said
LeVaughn

“Yeah, my little brother would
cry,” Nathan added.

“Well,” said Mrs. Baker,
“Carmen is coming back into the room
right now. What do you think you might
want to say to him?’

“Hey, Carmen,” LeVaughn and Nathan
called out together. “C’mon over so we can
work on our play. We want you and Francesca
to be the knights!”

| wish I could have read books as fast as
Chrissy or Tyquonda, but | couldn’t. Some-
times when | was reading a book, the letters
would get all mixed up. Like, sometimes ab
looked like ad, and ap looked likeaq. It
took me along time to figure out the words.
L ots of times the words looked like they were
shivering and when | got to the end of a
sentence, | couldn’t remember what it said, so
I’d have to start all over again. | used to think
that everybody in my class finished their
reading before | did, so | pretended that | was
done when they were. But then, | never knew
what the story was about.

Well, Mrs. Baker knew that | read slowly,
but she didn’t care. One day after we were
finished with our reading groups and | was by
myself feeding the fish, she came over and

said to me, “You know what, Francesca,
everyoneis good at something, but | don’t
know one person who's good at everything.
The important things are this: Enjoy the
things that you' re good at, and teach them to
others who want to learn. And then, work hard
at what you' re not as good at, and let someone
teach you how to get better!”

| loved that idea, ' cause Mrs.

Baker asked me to make alist of

al the things that | was good at,
and thelist wasreally long. |
had twenty-three things on that
list! Then Mrs. Baker said,
“Now Francesca, make a list of
the things that you want to get
better at.”

So, | wrote down two
things: swimming and reading.

Mrs. Baker asked me, “Who
can help you to become a better
swimmer, Francesca?”’

“My big brother.”

“And what about reading?’ Mrs. Baker
asked. “Who can help you to become a better
reader?’

“You can, Mrs. Baker,” | said with abig
smile. “Can we start right now?’

The Next September...

Welcome Back, Sudents, the sign said in
the front of our Middle School. In my new
pink outfit that mom bought for me at the
mall last week, | was alittle nervous getting
off the bus on the first day of seventh grade.
What if | can’'t remember my schedule? What
if | get lost upstairs? What if my new teachers
don’t like me? What if...

Then | saw Mrs. Baker at the sixth grade
door welcoming her new class. “Hi, Mrs.
Baker,” | yelled.

28 Fall 2005 [[M[Transition] Vol. XXill, No. 1



“Hi Francesca, she called back to me with
awave and a big Mrs.-Baker-smile.

Oh, | wish that | could go back to Mrs.
Baker’s class. Those lucky sixth graders.

| saw Tyquonda down the hall. “Hey
Tyquonda, do you know how to get to room
257? 1t’s my homeroom.”

“l think that it’s upstairs,” Tyguonda
answered. “But | gottago. | have to find my
homeroom,” she said as she ran past me.

Everybody looked like they had on new
clothes from the mall. Some of the girls were
wearing heels and some were wearing skirts
that were so short that my mom wouldn’t even
let me wear them at home. A lot of the boys
had on new jeans that were hanging so low
that they looked like they were going to fall
off. Everybody seemed excited. Everybody,
that is, but me. | could hear my heart pound-
ing. What if...

“Hey, Francescal” It was Chrissy. “C’mon,
our homeroom’s over here. You'rein 257,
right?’

“Right, 257.”

| was so glad to see Chrissy. At least she
knows where she's going. My new shoes were
already starting to hurt. | knew that I should
have gotten a bigger size.

Homeroom only lasted ten minutes. After
the Pledge and the morning announcements
Mr. Peterson, our homeroom teacher, handed
out our schedules and our locker assignments.
He let us go out in the hall to put our stuff in
our lockers. Whew, it opened the first time.
Now, | just have to remember my combination
so that | can open it again before lunch. |
wonder where the bathrooms are up here?

The bell rang and we passed to first pe-
riod. Where do | go, now? | thought as |
looked down at my schedule. Social
studies...Room 321...Ms. E. Peabody. Where

isthat? Down thisway or that way? “Hey,
Carmen!” | yelled. “ Are you going to social
studies? Three-twenty one? Oh, good. Let’s
go together.”

She was sitting at her desk when we
walked into the room and she never looked
up. Her hair was pulled back so tight that it
made her eyes bulge. Her fingers were long
and skinny and they reminded me of the witch
in Hansel and Gretel. She wasn’t soft and
squishy like Mrs. Baker. She looked more like
atall, stiff board with a pointy head. Ms.
Peabody was not the Welcome Wagon |ady.

“Where should we sit?’ | asked Carmen.

“1 don’t know. Do you think that we have
athigned theatth?”

“Probably,” | said, “but let'sjust go sit in
the back of the room until she says some-
thing.”

Other kids came into the room but nobody
said too much. They just sat down next to one
of their friends or at the nearest empty desk.
Ms. Peabody moved from writing in her grade
book to filling out some sort of list. It felt like
she didn’t even know that we were there. My
hands were sweaty and my mouth was dry,
and when | looked over at Carmen, | saw that
he was just sitting there looking straight
ahead. | wonder what he’s thinking?

By the time the four-minute late bell rang,
the twenty-four desks were nearly filled. A
short, blond girl and an Asian-looking boy ran
into the room just before Ms. Peabody closed
the door. It sounded like she said, “Humph,”
when they sat down.

“Good morning, everyone,” said the witch.
“Welcome back to school and to seventh
grade social studies. My nameis Ms.
Peabody,” she said with voice that hurt my
ears. “Please fill out this 3x5 index card by
giving me the information that | have written
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on the board. When you'’ re finished, please
stand up so that | can seat you alphabetically.”

Seat us alphabetically? Why al phabeti-
cally? Mrs. Baker used to sit us in groups next
to people we could learn things from and
could teach things to. Why would Ms.
Peabody just put usin rows, and when is she
going to smile?

“Ladies and gentlemen,” Mrs. Peabody
said to the class, “we' re going to be studying
social studies. | expect you to listen, pay
attention and answer my questions. | expect
that you'll read no less than twenty pages of
your textbook each night and memorize the
dates and facts in each chapter. You'll take
turns giving oral reports to the class from
what you have read, and if it appears that you
didn’'t learn your facts and dates, you'll ex-
plain why to all of us! You aren’t babies
anymore. You are seventh graders and you’ll
learn the way | expect seventh graders to
learn. Anyone who doesn’t do well will have
to answer to me. Any questions?’

Oh, no, | thought while Ms. Peabody put
us in rows like a bunch of toy soldiers. Oral
reports on what | read. How am | going to do
this? My stomach started to hurt. | looked
back at Carmen and his hands were balled up
in aknot. I just wanted to go and get him so
that we could run out of the room. Thoughts
started rolling through my head. What are we
going to do? How will we ever make it
through this?

Ms. Peabody had stacks of big social
studies books sitting on the front table. Each
book looked like it was fifty inches thick! Her
scratchy voice broke through my nightmare.
“Ladies and gentlemen. When | call your
name, come up and take your textbook, write
the book number on your 3x5 index card and
give it back to me. Then, go back to your
assigned seat and begin reading Chapter One.
When I'm finished distributing the textbooks,
we'll finish reading the chapter out loud, one

person at atime, up and down the rows, and
then we'll begin our first set of oral reports so
that | can tell what you have learned.”

Carmen appeared frozen to his seat. My
stomach was hurting so much that | thought |
was going to throw up. I’ ve got to start read-
ing. I’ ve got to concentrate. Oh no, the words
are shivering again. Oh, please somebody,
help me!

“Ms. Peabody,” | said as | raised my hand.
“l don’'t feel so good. May | please go to the
nurse?”’

“The nurse? On the first day of school?
Nonsense, young lady,” Ms. Peabody said in a
sarcastic voice. “Put your hand down and start
reading like | told you and everyone else to
do. And do it now!”

The pounding behind my eyesfelt like
someone was beating my brain with a ham-
mer. Carmen whispered my name as if he was
trying to reach his hand out to me.
“Francethca, are you all right?’ | nodded.

“Mr. What's-your-name?’ Ms. Peabody
called over to Carmen. “If you have so much
to say, why don’t you read the first paragraph
to us? C’'mon, young man. Begin and speak
up so we can all hear you!”

Carmen looked at me with pleading eyes
asif he was saying, “Please, help me,
Francesca.” | was helpless. | didn’t know what
to do. Soon, | began to hear Carmen’s voice.
“Thothial sthudieth ith another term for
learning about eventth in hithtory,” Carmen
said softly.

“Speak up young man and say the words
correctly,” demanded Ms. Peabody. “ Con-
tinue.”

Kids sitting near Carmen began to laugh at
him, and Carmen’s face got all red. | could see
that he was holding back tears, but instead of
crying, Carmen started to read aloud again.
“From the beginning of time, man hath
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thearched for wayth to record the eventth of
hith life.”

Now more kids were laughing and Ms.
Peabody wasn’t doing anything about it. She
just let them make fun of Carmen. | couldn’t
stand it. | hated it. | felt like screaming.

“Stopit,” | yelled.

“Young lady,” Ms. Peabody said with her
eyes wide open. “Watch yourself. You're
disrupting my classroom and | won’t stand for
it. I’'m warning you. Another sound out of you
and I'll send you to the principal’s office.”

“1 hate this school,” | heard myself
screaming. “I hate this school and | hate you!”

kkkkkkkkkik

Even though Ms. Peabody gave me after-
school detention for yelling out in class and
“disrupting her classroom,” Carmen and |
survived that first day and every other day in
Ms. Peabody’s class that year. | don’t know
how, but we did. And, | guess survive is the
right word, because every day was like trying

not to drown. All that we could think about
was about not getting called on. Neither one
of us can remember one thing about history,
other than that we hated it and that we used to
watch the clock and wait for the bell to ring
so that we could get out of there. We didn’t
really hate Ms. Peabody, but we sure didn’t
like her and we don’t ever want to study
history again. And Carmen and | both said
that we don’t like school so much anymore,
' cause there are too many Ms. Peabodys and
not enough Mrs. Bakers.

©Barbara Franco Adams

Barbara Adams (Barbara Adams@eastiron
.monroe.edu) is an assistant principal at East
Irondequoit Middle School; 155 Densmore
Road, Rochester NY. She grants permission to
NY SMSA members to copy this story.

Have you visited NYSMSA’s website lately?
Go to www.nysmsa.org for...

= the latest information on what’s new “in the middle”
e updates on State Education Department discussions
= articles of particular interest
= Annual Conference and Corning Middle-Level Institute materials
= ways to contact your local regional director
= the NYSMSA book store

= membership renewal and more
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Submission of Articles

In Transition accepts manuscripts for publication consideration. Our journal is produced by the
New York State Middle School Association and is dedicated to those teachers, counselors, ad-
ministrators, parents, and others serving the needs of students aged 10-15. In Transition isa
juried publication; all manuscripts are reviewed and approved for publication by a panel of
members from the NY SMSA Board of Directors.

Manuscripts describing successful programs, stimulating projects, exemplary teaching tech-
niques, unique team concepts, action research, and promising practices are welcome! We are
particularly interested in articles on implementing the new Standards, teaming, interdisciplinary
instruction, authentic assessment, flexible scheduling, integrating technology into instructional
programs, and application of the Essential Elements.

Please note the following format guidelines:

LENGTH:

FORMAT:

ILLUSTRATIONS:

COVER PAGE:

SUBMIT TO:

DEADLINES:

400-2,000 words (two to eight pages)

MS Word or compatible, double space, Times New Roman 12, 1-inch
margins. Citations of referenced works should follow current APA
standards.

All illustrations, tables, charts, photographs, etc. must be high quality,
black and white or grayscale. Photographs must be in JPEG format and
include captionsidentifying subjects, activity, and source or photographer.
All illustrations become the property of NYSMSA.

Each article submitted must include a cover page with the following
information; bolded items will be included as contact information.
Title
Author
Position
School and/or Home Addr ess (please indicate which)
School and/or Home Telephone Number (please indicate which)
E-Mail Address
A brief synopsis of the content of the manuscript (optional)

All documents must be submitted as e-mail attachments to:
editor@nysmsa.org

Please note: Only e-mail submissionswill be considered; do not mail or
fax paper copies of manuscripts.

To be considered for publication, manuscripts must be received by August
15 for the fall issue, December 15 for the winter issue, and March 15 for
the spring issue.
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NYSMSA Board of Directors 2004-2005

President

Jeannette Stern
Wantagh M S

3299 Beltagh Avenue
Wantagh, NY 11793
(516) 679-6350
stern@nysmsa.org

NYSMSA Office
Administrative Assistant
Julie Schwartz

NYSMSA

PO. Box 53
Pleasantville, NY 10570
(914) 747-9241
schwartz@nysmsa.org

Executive Director
Dennis Tosetto

NY SM SA West

2201 Pine Avenue
NiagaraFalls, NY 14301
(716) 282-6511
tosetto@nysmsa.org

Vice President
SusanAllen

East Irondequoit CSD
600 Pardee Road
Rochester, NY 14609
(585) 339-1210
alen@nysmsa.org

Secretary / Historian
Teal Abel

Indian River MS
32735A County Route 29
Philadelphia, NY 13673
(315) 642-0125

abel @nysmsa.org

Treasurer / Conferences
Linda Ruest

WNY SSC; Erie 1 BOCES
355 Harlem Road

West Seneca, NY 14224
(716) 821-7500
ruest@nysmsa.org

Professional Development
James Tobin
tobin@nysmsa.org

Resear ch and Technology
Jeff Craig
Jamesville-DeWitt MS
6280 Randall Road
Jamesville, NY 13078
(315) 445-8360
crag@nysmsa.org

SED Liaison

David Payton

NY SED 320EB
Albany, NY 12234
(518) 486-7878
payton@nysmsa.org

Regions & Directors

Region 1 BOCES

Monroe #1

Monroe 2-Orleans
Wayne-Finger Lakes
Steuben-Allegany

and ALL Livingston County

Region 1 Director
Terry Quinn

Twelve CornersMS
2643 Elmwood Avenue
Rochester, NY 14618
(585) 242-5100
quinn@nysmsa.org

Region 2 BOCES
Cayuga-Onondaga
Madison-Oneida
Oneida-Herkimer-Madison
Onondaga-Cortland-Madison
Oswego

Region 2 Director

Kim Loucks

OCM BOCES

6820 Thompson Road
Syracuse, NY 13221

(315) 433-2662
loucks@nysmsa.org

Region 3BOCES
Hamilton-Fulton-Montgomery
Herkimer
Washington-Saratoga-Warren-
Hamilton-Essex

Region 3 Director
ChrisReed
GlensFallsMS

20 Quade Street
GlensFalls, NY 12801
(518) 793-3418
reed@nysmsa.org

Region 4 BOCES
Broome-Tioga
Delaware-Chenango-
Madison-Otsego
Schuyler-Chemung-Tioga
Tompkins-Seneca-Tioga

Region 4 Director
Tom Phillips

South SenecaM S
7263 Main Street
Ovid, NY 14521
(607) 869-9636
phillips@nysmsa.org

Region 5 BOCES

Capital Region
Otsego-Northern Catskills
Questar 11

Acting Region 5 Director
Chris Reed (see Region 3)

Region 6 BOCES

Dutchess

Orange-Ulster
Putnam-Northern Westchester
Rockland

Sullivan

Ulster

Southern Westchester

Region 6 Co-Directors
Janie Fitzgerald
Scarsdale MS

134 Mamaroneck Road
Scarsdale, NY 10583
(914) 721-2600
fitzgeral d@nysmsa.org

Jim Mclntyre

Crispell MS

PO Box 780

Pine Bush, NY 12566
(845) 744-2031
mcintyre@nysmsa.org

Region 7

ALL New York City Districts
Region 7 Co-Directors TBA
Contact: NY SMSA President
Jeannette Stern

Region 8 BOCES
Nassau

Eastern Suffolk
Western Suffolk

Region 8 Director
Maryann Fletcher
Hauppauge MS

600 Town Line Road
Hauppauge, NY 11788
(631) 761-8230
fletcher@nysmsa.org

Region 9 BOCES
Cattaraugus-Allegany
Erie#1
Erie #2-Chautauqua-
Cattaraugus
Genesee Valley (except
Livingston County; see
Region 1)
Orleans-Niagara
Region 9 Director
Nancy Sampson
Pioneer MS
P.O. Box 619
12132 Old Olean Road
Yorkshire, NY 14173
(716) 492-9376
Sampson@nysmsa.org

Region 10 BOCES
Champlain Valley
Franklin-Essex-Hamilton
Jefferson-Lewis

St. Lawrence-Lewis

Region 10 Director
Brian Sherman

Indian River MS
32735A County Route 29
Philadelphia, NY 13673
(315) 642-0125
sherman@nysmsa.org

Your region is determined by
your school’s BOCES; for
retirees and businesses, it is
based on place of residence
or business location.



NYSMSA is your source for
Middle-Level Staff Development

“TODAY™:

e 25" Annual Conference

Riverside Convention Center, Rochester NY
October 20-22, 2005

and “TOMORROW”:

e 4™ Annual Middle-Level Institute

Corning Museum of Glass, Corning NY
June 26-28, 2006

e 26th Annual Conference

The Conference Center, Niagara Falls NY
October 19-21, 2006

e Middle-Level Academy
LOCATION and DATES determined by YOU

Information available at
WWW.Nnysmsa.org

& _%%\
—
y
:

% NYSMSA
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