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				Foreword

				The middle years phase of schooling, whether in national or international systems, seems to present both challenge and opportunity in equal measure to those responsible for arrangements relating to curricular and resource (human and other) provision. It follows on from the primary or elementary phase, which in most contexts sets foundations within the compulsory period of education based upon clearly defined pedagogic approaches. It is succeeded by an upper secondary education that is hardly less targeted in its goals and intentions, particularly in respect of progression to higher education or employment. It can therefore suffer from the multiple requirements it is called upon to satisfy both by precedent and as antecedent. Consequently, across the wide range of provision throughout the world, there exists a high degree of diversity of programme design for the middle years. For some educators freedom of curricular exploration and implementation will be welcomed. For others, it will represent a challenge in securing the role of the middle years as part of the curricular continuity that underpins the planned and supported progression in learning and development that should be the right of each individual student.

				The middle years also constitute a period of rapid change and development in all aspects of the life of adolescents, as they leave childhood behind and move towards adulthood. It is during this phase that they progress from experiencing significant scaffolding of their learning at the primary level to becoming increasingly responsible for their own learning. The transition from elementary to secondary schooling is therefore influenced by a wide range of cognitive, affective, social and emotional factors, often within a changing school environment, which can present challenges both to the students themselves and to those with whom they live and study.

				The addition in 1994 of the MYP to the existing and well established Diploma Programme (DP) of the International Baccalaureate organisation (IB), together with the acquisition in 1997 of the Primary Years Programme (PYP), gave the IB a continuum of curricular provision for the entire school age range for the first time in its history. Since 1997 each of the three programmes has undergone significant development in responding to the rapidly changing contexts in which they are placed, and to an increase in our understanding of how children learn. That development will surely continue, as will the effort to weld the three separately originated programmes into a homogeneous continuum, a great deal of which is expended by those in the schools authorised by the IB to teach its programmes. In agreeing to edit a collection of views, perceptions and opinions concerning possible ways in which the MYP may be taken forward in future, we have drawn heavily upon the experience of teachers, coordinators, administrators, workshop leaders, researchers and curriculum developers who are not only familiar with the current MYP but who, reflecting upon their work in school and programme improvement in the middle years, are also prepared to share their experience and their thinking more widely. 

				The manner in which we have structured this book is a response to the notion – embedded in its title – that the experience of those involved in the MYP should be drawn upon in identifying aspects of current practice that could contribute to the development of the programme. Material is organised in four distinct parts. The first (Part A) sets out the context of the MYP, in terms of a description of the programme (enabling reference to be made throughout the reading of the book to the design features of the MYP model) and a consideration of the nature of adolescence and the ways in which student needs may be met through the pedagogy of middle years schooling. Part B comprises a series of chapters grounded in MYP practice in schools, and the ways in which experienced practitioners have interpreted the essential elements of the programme in responding to the current learning needs of their students and anticipating how those needs may change in the future. Part C widens the scope of the discussion by considering a range of factors affecting the implementation of the MYP, including the crucial role of the MYP coordinator in that process. For the final part (Part D) we have invited two experienced Heads to speculate about the likely nature of middle years schooling in the future, which the IB may wish to consider in the long-term development of the MYP programme.

				As editors and commissioners of the contributions to this collection, we have attempted to encourage in the writing of chapters a blend of personal reflection on selected aspects of current practice with ideas arising from experiences of making it happen in schools. By so doing we hope that the issues raised will be of interest and relevance to those with responsibility for MYP teaching, learning and organisation in schools and that they will provoke interest in the programme amongst those who may consider its adoption in future.

				We wish to thank everyone who has been involved in the production of this book. In particular, our appreciation for their efforts is extended to our chapter authors – all of whom have been prepared to share their views, based upon impressively wide experience, and who have thereby made such a valuable contribution to this collection. We pay tribute to them for their patience, their expertise and their willingness to find time in their busy schedules to work with us in this way. We also acknowledge the support and guidance we have received from colleagues at John Catt Educational Limited, with whom it has been a pleasure to work. 

				Mary Hayden

				Jeff Thompson

			

			
			

			
			

		

	
		
			
				Part A: The Middle Years Context

			

			
			

			
			

			
				Chapter 1: The Middle Years Programme

				Mary Hayden and Jeff Thompson

				Background

				Anyone new to the International Baccalaureate (IB) Middle Years Programme (MYP), who sees that in 2011 it is offered in over 850 schools worldwide (IB, 2011), might well be surprised to learn that the programme has only been in existence since 1994. Though that may have been the date of its formal creation as an IB programme, the MYP has its roots in ideas and discussions dating back some two decades previously. As is documented in the excellent, recently-published, history of the MYP produced by Malcolm Nicolson and Lister Hannah (IB, 2010b), the origins of the MYP were arguably in the need expressed by a number of international schools in the 1970s for a middle school curriculum that would act as an appropriate preparation for the Diploma Programme (DP) offered by the IB for the first time in 1970. The development of the IB diploma as the first international curriculum offered for the 16-19 age range, which would not be affiliated to any one national system, would encourage an international rather than national outlook, and would be recognised by universities worldwide, is documented in a number of publications including Peterson’s seminal account based on his own first hand involvement in its development (Peterson, 1987). As the IB diploma grew in popularity, the perceived mismatch with nationally-focused middle years programmes became more marked, leading to an initiative by the International Schools Association (ISA) to develop what became the ISA Curriculum (ISAC) in the late 1980s, and subsequently the 11-16 IB Middle Years Programme in 1994. The addition of the 3-12 Primary Years Programme (PYP) in 1997 resulted in a continuum of IB programmes available across the school age range in the form that – notwithstanding relatively minor developments and modifications – we know it today.

				Each of the three IB programmes merits extensive research in terms of the role it plays in encouraging the development of suitable skills and knowledge for the global future of the adults of tomorrow. And the research and literature database is indeed growing – if not perhaps as quickly as we may wish. This book, as a contribution to that growing literature base, has as its focus the IB Middle Years Programme – sitting as it does in the middle of the IB continuum, with interfaces to the other two programmes. The various chapters in this book focus on different aspects of middle years education and the MYP and require on the part of the reader, to differing extents, an understanding of the structure and philosophy of the programme. This chapter has as its aim to include sufficient information about that structure and philosophy to enable the ‘new reader’ to the MYP to understand the discussion that arises. It does not claim to be a comprehensive source of information, and for those who wish to access more detailed information a number of IB publications are the definitive source that should be consulted. These include MYP: From Principles into Practice (IB, 2008a) and the MYP Guide to Interdisciplinary Teaching and Learning (Boix-Mansilla, 2010), in addition to a number of publications relating to particular aspects of the programme as well as those with a focus on its place in the three programme IB continuum. In this chapter will be found, we intend, sufficient information to be used as support for the reading of other chapters and, perhaps, to whet the appetite of new readers to find out more about the MYP.

				The IB context

				The MYP shares with the PYP and Diploma Programme a mission that makes clear the location of all IB programmes in a context of international education, and an aim to develop inquiring, knowledgeable and caring young people who demonstrate intercultural understanding and respect, and who become active, compassionate and lifelong learners (IB, 2008a). The attributes it is intended will be exemplified by the internationally-minded learners who emerge from the IB’s programmes are made explicit in the IB learner profile, which is meant to apply across the PYP, MYP and DP and which is included in detail in Appendix 1. In summary, IB learners strive to be:

				Inquirers
Knowledgeable
Thinkers
Communicators
Principled
Open-minded
Caring
Risk-takers
Balanced
Reflective

				(IB, 2008b)

				Also common to all three programmes is a set of standards and practices, which are translated into programme-specific requirements for each programme’s implementation (IB, 2010a).

				The MYP structure

				Within that overall context, the MYP is guided by three fundamental concepts that are rooted in the IB mission statement: communication, intercultural awareness and holistic learning (in the context of the last of which a recently published IB position paper (Hare, 2010) makes interesting reading).

				Structurally, the MYP has arranged subjects into eight groups, from each of which schools are required to teach at least one subject, ensuring that a broad and balanced choice of subjects is offered in every year of the programme. Subjects are intended to be linked both with each other and with ‘real-world issues’, through an approach to teaching and learning that encourages students to understand that dealing with issues in the real world generally requires ‘insights gained from a variety of disciplines’ (IB, 2008a), the development of skills of inquiry, and the ability to apply knowledge and skills acquired in one context to other different contexts. With an emphasis not only on acquiring a body of knowledge but also on the understanding of concepts, the mastery of skills and the development of attitudes that can lead to considered and appropriate action, the contexts for learning through the MYP are provided by its five areas of interaction as follows:

				Approaches to learning
Community and service
Health and social education
Environments
Human ingenuity (formerly known as homo faber)

				The MYP model (Figure 1) shows the relationships between the eight subject groups, the five areas of interaction and the IB learner profile, with the student at its centre.

				[image: chart1.jpg]
Figure 1: MYP model. Extracted with permission from the IB World Schools Yearbook 2011 © International Baccalaureate Organization (2011)

				MYP curriculum and assessment

				The IB makes clear that schools should not expect to be supplied with detailed curriculum documents that specify how precisely each element of the MYP is to be implemented. Rather, the MYP provides a framework within which each school develops its own written curriculum, with teachers encouraged by IB to provide opportunities for students to build meaning and refine understanding through structured inquiry (IB, 2008a). Aims and objectives are provided for each subject group as well as for the personal project (a significant piece of work completed during the student’s fifth year of the programme). As a support for teachers when designing MYP units of work, the IB provides an optional planning tool known as the MYP unit planner.

				Assessment of the MYP is internal, and no external examinations or other forms of external assessment are set. All assessment tasks, strategies and tools ‘are designed, developed and applied by teachers working with students in their schools’ (IB, 2008a). Based on the objectives provided for each subject group, the IB identifies a set of assessment criteria against which students’ success is measured in terms of levels of achievement. Objectives (making clear what a student should know, understand and be able to do and feel at the end of the programme (IB, 2008a)) are aligned with criteria (Objective A aligned with Criterion A; Objective B aligned with Criterion B, and so on). General information about the criteria is provided as guidance for teachers in designing suitable tasks and assessing student performance. In Years 1-4 of the MYP, schools develop their own assessment criteria, while in Year 5 they must use MYP assessment criteria as published in subject-group guides. On the basis of these published criteria and achievement level descriptors, schools determine students’ final MYP grades for the different subjects they have studied, as well as for the personal project.

				For those schools that wish it (and not all do), grades awarded by the school to MYP students in their final year of the programme may be validated by the IB. A process of external moderation of teachers’ internal assessment provides the basis for this official validation. Following the process of external moderation, students who satisfy a number of conditions relating to achievement across the programme and have participated in the programme for at least the final two years may be issued by the IB with an MYP certificate.

				Summary

				The MYP, acting as a framework for a school-designed curriculum, has many challenges to face. It is the only one of the three IB programmes to interface two others. In that respect, it bears a heavy responsibility for delivering the continuum of the IB programmes in providing smooth linkage on the one hand from the primary years and, on the other hand, to the immediately pre-university years with their high-stakes assessment and backwash effect from the demands of the university sector. But the MYP may also be completed by students who do not intend to go on to university or to further study of programmes such as the IB diploma. It thus acts not only as a middle years curriculum and as a preparation for pre-university studies, but also as school-leaving certification for those who do not aspire to post-16 study. Not least among the challenges faced by the MYP are those that arise from the fact that it is internally assessed, with the possibility of external moderation. For those familiar with some national education systems, there is nothing unusual about the arrangements for internal assessment as the culmination of middle years schooling. For others, the absence of external examination leading to an externally-awarded certificate at age 16 is anathema. Resolving tensions arising from such differing expectations, together with the organisation and successful integration of the areas of interaction, form part of the responsibilities of each school’s MYP coordinator.

				The MYP was initially designed principally as a precursor to the IB Diploma Programme. Since then, not only has the MYP been placed at the centre of an IB continuum by the addition of the PYP, it has also been adopted in a more diverse range of national and school contexts than may originally have been envisaged. Each has its own reason for offering the programme: some in conjunction with the PYP and DP; some in conjunction with one or neither of the other IB programmes, and some in conjunction with another middle years curriculum. The diversity of the context in which the MYP operates has brought with it both demands on those responsible for its ongoing design and development, and challenges in terms of the extent to which those demands can be met while maintaining the integrity of the programme and, indeed, the requirements of the other IB programmes with which the MYP interfaces. This book takes up a number of points arising from those challenges, relating to different aspects of the MYP and from the various perspectives of the authors. In the context of a still relatively new programme, and an as yet little-researched field, we hope it will make a positive contribution to the ongoing development of this innovative curriculum. 
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				The IB Learner Profile

				The aim of all IB programmes is to develop internationally minded people who, recognizing their common humanity and shared guardianship of the planet, help to create a better and more peaceful world.

				IB learners strive to be:
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Used with permission from the IB Learner Profile booklet © International Baccalaureate Organization.

			

			
			

		

	
		
			
			

			
				Chapter 2: The development of the middle years student

				Wilf Stout

				Introduction

				I never cease to be amazed at the diversity and heterogeneity demonstrated, in terms of maturity and behaviour, and of attitude and aptitude to learning, by children in the 11–14 age group. This is the cohort of children usually educated in Years 6-9 in K-12 schools, Years 7-10 in K-13 schools: the ‘middle years’. It has been my experience as a teacher for over 40 years that the learning experienced by my students in this age group was of relatively little value. Interestingly though, at a personal level, the influence of two of my teachers when I was 12 years-old shaped my career and influenced the lives of my family. John Marshall taught me biology and sparked in me an interest for the subject, which I subsequently studied and taught. June Reed, a music teacher, identified within me a latent talent that subsequently influenced my choice of wife and the very successful careers of our two sons.

				Daily in the media we are reminded that there is a huge gap between the knowledge and skills that students are acquiring in schools and the skills they need in typical 21st century communities and workplaces. We are told that in order for our students to survive the career challenges in a globally competitive workforce:

				Schools must align classroom atmosphere with real world environment by infusing 21st century skills into their teaching and learning process. Skills such as problem solving, innovation and creativity have become critical in today’s global economy. One needs to understand that the knowledge-based economy cannot flourish without a proper education system (Gates, 2005).

				To paraphrase the media, if we wish to succeed in life we need not only the traditional academic subjects that framed the curriculum of the 19th century, but also to include 21st century subjects such as global awareness, civics, health and wellness, business and entrepreneurship. The media picture schools as cul-de-sacs, where teachers teach and students learn by rote. Learning theory is seen as focusing on an individual quest for meaning and relevance, and calls are made for more emphasis in the areas of creativity, problem-solving, analysis and evaluation. Students, we are told, learn more when they are involved actively in learning than when they are passive recipients of instruction. Employers, too, have their view as to the attributes required of their workforce:

				The modern employee must be more highly educated, better informed, more flexible than ever before. He or she must, because that’s what we’re paying for, have the ability to think, to solve problems, to make informed judgments, to distinguish between right and wrong, to discern the proper course of action in situations and circumstances that are necessarily ambiguous (Kearns, 2005).

				It is against this background that I attempt a brief review of current practices and suggest some ideas for the future of middle years pedagogy. As a biologist I recognize that evolutionary processes occur over long periods of time in order to ensure best fit between the genotype and environmental pressures, but I sometimes think the historian with his/her revolutions has effected most of the great major societal changes. 

				Nature of adolescence and developmental characteristics

				It is essential that teachers recognize and be knowledgeable about the unique developmental characteristics of early adolescence and the impact these have on children. It has been my experience that children coming into secondary school after six or more years of primary education, be it the International Baccalaureate Primary Years Programme (PYP), the International Primary Curriculum (IPC), Key Stages 1 and 2 in the National Curriculum of England or whatever national system prevails, bring with them a spontaneity, sparkle and sheer delight in learning. Eleven-year-old children have a remarkable capacity to acquire knowledge and skills, which seems to resonate with the pedagogy of the primary school. Within six months of exposure to the ‘middle years’ and to its pedagogy, much of the passion for learning has gone for many children, and for the next two to three years the situation often gets bleaker. Why? I suspect the reason has to do with our failure to develop programmes and to structure the school day and the learning milieu with due regard for the biology of adolescence.

				This is nothing new. Donald Eichhorn, considered to be the founding father of the middle school movement in the USA, as far back as the early 1960s called upon teachers to consider the developmental characteristics of emergent adolescents ‘when planning curriculum, instruction, and assessment and when structuring the environment of the middle school’ (Eichhorn, 1966). These characteristics encompass physical, intellectual, emotional/psychological, moral/ethical and social domains. Further, the characteristics are inter-related and overlapping.

				I believe we need to fine tune the educational programme of the middle school to take into account adolescent developmental characteristics. The ‘curriculum’, methods of instruction and assessment, and spatial and temporal organisation of the middle school (flexible scheduling, team teaching, use of technology and resources, and space and time) need to be modified radically in order to effect an improvement in learning in middle schools.

				Physical, hormonal and brain development

				During early adolescence, the body undergoes more development than at any other stage in life apart from the first two years. Research has shown that developmental growth spurts begin to occur about two years earlier in girls than in boys (Tanner, 1973) and that girls tend to mature one to two years earlier than do boys (Caissy, 1994). Adolescent growth sees significant increases in height, weight and internal organ size, as well as changes in skeletal and muscular systems (Kellough and Kellough, 2008). Bone tissue grows faster than muscle and tendon tissue, so young adolescents may experience coordination issues and growing pains when muscles and tendons do not adequately protect bones (Wiles et al, 2006). Fluctuations in basal metabolism resulting from imbalances between the rates of growth of endocrine glands and the utilization of their hormones by target tissues cause adolescents to experience periods of restlessness, irritability, frustration and lassitude. For this reason, adolescents tend to ‘have ravenous appetites and peculiar tastes’ (Kellough and Kellough, 2008) and conversely, by way of overcompensating, may exhibit addictive eating disorders. During this period brain size remains relatively unchanged, but advances in neuro-imaging technology have revealed significant internal development taking place within specific areas of the brain, particularly the pre-frontal cortex, which processes the ability to plan, reason, anticipate consequences, sustain attention, and make decisions (Blakemore and Choudhury, 2006; Casey et al, 2000; Dahl, 2004).

				Teachers need to help adolescents through this time by providing them with accurate information about adolescent development, encouraging them to talk about how they feel and encouraging them to consult credible resources on how to ‘master’ adolescence (Scales, 2003). Collaborative activities within student groups focusing on diet, healthy lifestyles, physical movement and exercise, role play, sensitivity to appearance and self-awareness can all be helpful in supporting students through this challenging period. 

				Intellectual development

				Whilst intellectual development may not be as evident as physical development, it is just as intense (Stevenson, 2002). Students begin to progress from concrete logical operations and problem solving and become able to test hypotheses, analyze and synthesize data, and think reflectively (Manning, 2002). Metacognition (the ability to think about one’s own thinking) and abstract and independent thought begin to emerge, and these need to be nurtured in class. Students tend to be highly curious and they become interested in new activities, though interest may be short-lived. Not surprisingly, they are keen to learn about topics they find interesting and useful in their daily lives and reject the study of what they consider to be ‘academic subjects’. They prefer active over passive learning experiences, and value opportunities for interactions with peers during class.

				This increasing cognitive maturity enables students to begin to understand more of the world around them, to understand the nuances of metaphors, to make sense of traditional wisdom, to have insight into the nature of hypothesis and to conjecture and appreciate depth of meaning through art and music. They also develop an improved ability to think about the future, anticipate needs, and develop personal goals (Kellough and Kellough, 2008). Similarly, they are increasingly able to consider ideological topics, argue a position, question adult authority, and appreciate sophisticated levels of humour (Stevenson, 2002). 

				What implication has this for teachers? I suggest that we need to plan our learning experiences in a new way. We need a wide variety of educational approaches and materials that will be appropriate for the range of learners (in terms of physical and cognitive maturity) we have in class. Whilst concrete thinkers require more structured learning experiences, abstract thinkers need more challenging activities (Manning and Butcher, 2005). We need to make sure that we understand and know how, and about what, our students think (Stevenson, 2002). 

				It is vital that the curriculum is based around real-world concepts and daily world events as portrayed by the media, with authentic educational activities (such as experimentation, analysis and synthesis of data) to which our students can relate. Our students need stimuli for intellectual development, through direct interaction with their world and with peers and adults. Time spent daily watching international news, looking at a range of local and international newspapers, and surfing the web have relevance for them.

				At all times we need to recognize that the interest spans of these students are shorter than those of adults. Meeting with students from other local schools during the school day in forum situations, meeting adults in workplaces, meeting young children in crèches and senior citizens in retirement homes can provide wonderful opportunities for students to take themselves ‘out of themselves’ and become more focused on others and their problems than on themselves and their own problems. These are the times for our students to explore the rationales behind rules and responsibility at home, in school and within society and to realize the causal relationship between action and consequence. 

				Moral and ethical development

				Idealism and a strong sense of fairness in human relations is reported to be a feature of the developing adolescent. (Scales, 2003; Roney, 2005) As students progress through the middle years of school they develop an increased capacity for analytical thought, reflection, and introspection that continues throughout life. Starting from the early teens students begin to recognize increasingly their own egocentricity. (Knowles and Brown, 2000) Young adolescents are particularly critical of others (especially teachers) and vocal about the weaknesses and imperfections of others (especially parents), but are often reluctant to acknowledge their own imperfections, particularly when pointed out by anyone older than themselves. Gradually they begin to appreciate that a self-centred perspective is at odds with the rights and feelings of others. They begin to pose questions about the nature of life, often rejecting the views of others in the process, even though they lack an answer of their own. Having started life broadly embracing the values of their parents, our students start to view moral issues initially in black and white. There are no shades of grey. If complex moral and ethical temptations arise at this stage in life they often do not have the moral and ethical maturity to resist. It is for this reason that many teenagers are at risk, particularly if they have not had exposure to the love and care of responsible adults in early life.

				One of the ways in which teachers can help in these situations is to use case studies arising from literature where moral vulnerability is exposed, to focus students’ thoughts and to encourage them to express their thoughts and judgements freely in creative writing. Developing an understanding of the causal links between actions and consequences helps students to prepare for such eventualities in their own lives and to develop their own standards and codes of behaviour. The ‘responsible adult’ who will be a ‘credit to society’ in the future should be in training during these middle years. This is a perfect time to begin to expose students to the great societal issues of discrimination, racism, gender issues, war and peace, love and compassion.

				Emotional and psychological development

				The development of identity formation, which began way back in primary school, now accelerates along with a growing sense of independence, a sense of individuality and a sense of self-worth (White, 1959). For this reason, the period of early adolescence can be one of intensity of feelings, emotion, unpredictability, frustration and fear. Laughter and, more often, tears are not far from the surface. Loneliness, alienation and the ‘no one loves me’ syndrome are all common. These are the times of moodiness, unwillingness to volunteer for anything, withdrawal, anger, restlessness, inconsistency, regression to childish outbursts and infantile behaviour, and lack of self-esteem. The list goes on. It is for these reasons that I often wished that the human species had a pupal [sic] stage in its life cycle. This would be a stage when the hungry and busy caterpillar we know as the primary school child could crawl away to a cool spot for three to four years of intense adolescence, only to emerge aged 15 years as a mature teenager ready for some serious learning before the IB diploma, A levels or equivalent. If only!

				As teachers, planning and designing a curriculum and a learning experience for our students, there is much to think about here. We can be the change agents for that successful transition through early adolescence. It is the way we choose our programme of work, what our students study, when they study it, for how long they study it, in what surroundings they study and with what resources and techniques that hold the key to that metamorphosis of which I dream. It is also my hope that every student will find at least one adult kindred spirit on the school staff to whom he or she can relate and who will be, for that student, the perfect role model. Amongst peers there is often safety in numbers, and generally speaking the more positive relationships a student has amongst peers, the more smooth will be his/her transition through adolescence. 

				Social development

				Emotional development is inextricably linked to social development. This is the process by which mature relationships and interactions build up within society. The human race is gregarious and productive; effective relationships based on good communication, understanding, tolerance and love are key elements in forging a mature society. Belonging to a social group is an important characteristic of most animal species, not least ours. Tribes, troops, gaggles, clans, swarms, gangs, clubs, teams, sects, religious groupings – all are united by common needs, expectations and rewards. Membership of groups is important and it is not unusual for adolescents to wish to gain entry to them. To do this, conformity is required to the group expectations in terms of behaviour and acceptance of its codes. This may have positive or negative connotations, depending upon the social mores of the group. The rites of passage for an adolescent joining a narcotic gang on the Cape Flats of South Africa, for instance, may be different from those for joining the Young Conservatives in rural England. Conformity with or rejection of parental or school values may play a role in decisions to join particular groups. In most cases adolescents will test the limits of acceptable behaviour. As teachers, and as parents, we need to prepare our charges for such eventualities. Failure to support adolescents and to prevent them from feeling rejected at school and at home, worthless, second rate, written off, may inevitably drive youngsters to seek comfort from illegal or immoral activities.

				There can be many signals of potential danger amongst adolescents such as occurrences of ‘cutting’, body piercing, tattooing, eating disorders, binge drinking, drug abuse and inappropriate sexual activity. Adolescents will look for comfort from someone or somewhere if rejected elsewhere. For many students, particularly girls, social and moral development lags behind physical development, which enhances their vulnerability to negative influences. Pop culture, in terms of videos, movies and the media, makes life attractive when there is otherwise a vacuum in one’s life resulting from a lack of self-esteem, positive relationships and the respect and love of others.

				The availability of positive peer groups fostering relationships within school is important. Extracurricular activities can be a help here with interest groups such as clubs, societies, Model United Nations, debating groups, drama groups, choirs, bands, dance groups and sports teams providing opportunities to develop effective relationships, a group identity, a positive sense of self and a distraction from negative influences. For many adolescents, school may be the only ‘safe’ environment they experience. Within the school day collaborative experience and cooperative learning opportunities foster that sense of belonging.

				In conclusion, the way in which the middle school curriculum is presented, how the school is organised and how students are treated and respected by teachers must be based on a thorough understanding, and recognition, of the processes by which children transition through adolescence. Developmentally appropriate learning experiences within a developmentally appropriate environment are essential. To treat middle school students as primary children or as 12th graders/sixth-formers is totally inappropriate. Supporting middle school students in the most appropriate way is a huge responsibility.

				What do adolescents want from school?

				Typically, education systems around the world are driven by political expediency. What is taught, to whom, and at what stage has traditionally been determined by the need to maintain a balance between generating sufficient professional expertise to run the country and provide essential social services, and having enough ‘workers’ to generate adequate GNP. Added to this is the covert need to control the masses. This may sound cynical, but it conjures up a model for the organisation of education based on the social organisation of a beehive and set in the world of Orwell’s 1984. 

				Government control of education has been pervasive, but increasingly teachers are generating curricula, teaching styles and learning situations focused on student needs rather than on political needs. Instead of telling students what is good for them, we are asking them: ‘What do you want from education and what is the best way to get what you want?’ I recently asked groups of middle school students what they expected from the middle school experience. I asked them what was important in school and they gave me: friends, socializing, sports, how they were perceived, extracurricular activities and lunch. I asked them what motivated them to work at school and they gave me: fun activities, being with friends, how interesting was [sic] the subject, how relevant the subject was to them, competitions and getting good grades.

				From these results I was intrigued to notice the references to the relevance and level of interest of the topics that they studied, the context of relationships and self-esteem, the need for fun, food and activity and, surprisingly, the elements of competition and achievement. I then set about comparing these ‘adolescent primary needs’ with what we are told from motivational theory and cognitive theory, as a means of generating guidelines for a futuristic model curriculum and model for school organisation for the middle years.

				How do we help students to meet their needs?

				With a vague notion of what seems relevant to adolescent expectations in school, we must look to motivational theory and to cognitive theory for the means of providing the appropriate pedagogy to meet these perceived needs. 

				Relevance and interest

				We know that students engage in activities that are relevant and interesting to them personally, because they are enjoyable and rewarding. If so motivated, we can expect students to engage in activities with greater energy and enthusiasm, to set goals for themselves, to spend more time on task, to initiate activities that they design, to persist in the task despite difficulties and interruptions, and to be cognitively engaged: ie actually thinking about what they are doing. Students who are intrinsically motivated are more likely to begin a task on their own, pay attention, learn material in a meaningful way, show creativity, be persistent despite failures, enjoy the activity, evaluate their own progress and achieve at high levels.

				Motivational theory informs us that students work best if what they study has direct and immediate relevance to their own lives, if the task is linked to external approval and if they intrinsically link what they do to personal satisfaction. In terms of cognitive theory we know that learning involves an internal change in neuronal activity, that knowledge is organised by association and interconnectedness, that new knowledge is related to previously learned information, and that students are more actively involved in the learning they organize and over which they have control. Cognitive theory also informs us that students have a number of physiological and psychological needs that need to be met to maximise the effectiveness of the learning situation and process. These can be summarized as: physiological needs, the needs to achieve competence and self-worth, relatedness, affiliation, approval and achievement. In developing a futuristic model of curriculum we need also to consider the implications of ‘forms of intelligence’ for the way we design our learning activities.

				In terms of the need to achieve competence and self-worth, White (1959) suggested that humans have a basic need for competence: ‘a belief that they can deal effectively with their environment’, while Ormrod (2004) and Covington (1992) suggested that self-worth (defending one’s competency) is a primary need for humans. Paradoxically, if individuals fail to achieve the higher levels of self-worth they compensate by setting themselves lower levels that they then strive to attain. This, White believes, can be done either by consistently succeeding, or by avoiding failure by setting low expectations, refusing to participate in an activity or to complete an assignment, making excuses, cheating and procrastinating. Such traits may ring bells among those familiar with the adolescent student.

				In terms of the need for relatedness, middle school students want to be connected socially to others. They feel this may give them an assurance that they are wanted and respected, and it may be manifested by them prioritizing socializing over completing school work, trying to gain popularity, look smart, foolish, athletic, etc. and, more positively, by showing concern and helping others. With respect to the need for affiliation, middle school students desire friendly relationships. Students with a high need for affiliation need to communicate frequently, are more interested in relationships than in tasks, generally earn lower grades than their peers and thrive in a classroom with a nurturing teacher. Where the need for approval is concerned, some middle school students have a strong desire to look good in front of others, which might be manifested by seeking or avoiding teacher recognition/approval and seeking or avoiding peer recognition/approval.

				Relational

				Current practice suggests that most creative thinking is driven by group activities. We have ‘think tanks’ and ‘brainstorming sessions’; we ‘caucus’, we have ‘Boards’ and ‘Cabinets’ (even senior management teams in schools), and the reason is because the way in which groups interact models the way in which the human brain makes decisions. Neuroimagery of the brain shows us that during any given cognitive activity, various regions of the brain ‘light up’ due to the accumulation of tracers carried in the blood stream to those areas which are actively metabolizing, therefore needing increased oxygen supplies as they function in response to that specific stimulus. Few cognitive activities involving higher order skills such as creativity and problem solving occur in only one region of the brain. The cumulative effects of primary and middle school learning lead to the build-up of long-term memory stored in ‘networks of association’. The more ‘associations’ or connections a student builds up with respect to a particular fact or concept, the more easily that information can be recalled. Experience shows that learning is facilitated through social interaction and that creating a variety of flexible group contexts engages students in a way that maximizes individual learning. The cognitive basis of collaborative and cooperative learning within groups is constructivist theory. Self-realized knowledge, recognised and relevant as personally important to students, can be successfully stored in the brain. It is then available for reconstruction and expansion through new learning experiences. 

				High performing groups are dynamic. Members of groups bring different experiences, have points of view, have different ‘takes’, have different value systems, and have different ‘agendas’. If appropriately chaired and motivated they will fire each other’s imaginations and in turn respond to the creative impulses and ideas generated by others. Consensus is achieved, decisions are made which can then be implemented, and everyone goes home happy.

				Self-esteem

				By providing a learning environment where students perceive that they are safe from physical, verbal, or psychological harm, where they are encouraged to experiment and to take risks when learning, to work alongside a teacher within a group in which relationships have been developed, and are repeatedly informed that they are valued members of the class, we have ideal opportunities for students to become more confident in their ability to learn. If students feel safe and cared for, if teachers and others are responsive to their needs, their ability to focus and learn will be enhanced.

				‘Other’ intelligences

				The published works of Gardner (1984), Payne (1985) and Goleman (1995) have to a greater or lesser extent impacted upon the way we think of learning. Each one of us is biologically unique. Our brains are unique. The underlying anatomy, biochemistry and electrophysiology of the brain are pretty similar for all of us, but put the whole thing together and expose it to 12 years of diverse experiences and we have a class full of adolescents totally different from each other. Is it therefore surprising that we will differ in the way we view the world and what and how we choose to learn? In learning to meet basic physiological needs, as per Maslow (1954), and in the art of survival we are hard-wired, we have default positions. Give a three hour old baby a breast and it will suckle. Not so when it comes to learning in the middle years. 

				In developing the curriculum we need to be aware of the need to involve students in active learning experiences that engage a variety of learning channels: auditory, visual, kinaesthetic. We need to provide opportunities and access to activities so that students may have an opportunity to use a variety of ‘intelligences’ (visual-spatial, mathematical-logical, verbal-linguistic, musical, bodily kinaesthetic, interpersonal, intrapersonal, naturalist and emotional). Active involvement will focus student attention and facilitate the likelihood that our students will have learned what they have experienced.

				Summary

				This chapter has attempted to outline the major features of adolescent development that tend to be experienced during the middle years of schooling, and to point to some of the implications that those whose responsibility it is for designing and implementing the programmes of learning for such students should bear in mind. There can be no unique solutions in curricular terms – the diverse nature of the wide range of specific educational contexts across national and international schools alike demands that – but the central feature in programme design and development must surely remain the characteristics of the young person and, through those characteristics, an awareness of the opportunities that present themselves to those of us who have the privilege of guiding and supporting their learning whilst in school.
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