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S.C.O.R.E.          
SCHOOL COMMUNITY OUTREACH FOR EXCELLENCE         

by David G. Kaplan, East Hampton, CT, S.C.O.R.E. Consultant          

n 1995, a private foundationIawarded four school districts,
three in Connecticut and one in

New York, challenge grants to build
and strengthen community ties.  Each
grant provided growth —  promoting
programs for young adolescents
during the high-risk, non-school
hours and the summer months.  Thus
began the School Community
OutReach for Excel-lence program,
an intra-state and inter-state network
of middle schools serving a diverse
popula-tion. The initial grant to
S.C.O.R.E. has given participants
the opportunity for sustained full
funding for two years and 50%
matching funding for three years.

The philosophy of S.C.O.R.E.
reflects the research and advocacy
for middle school reform that has
been recommended by the Carnegie
Corporation of New York.  The
highlighted recommendations in the
reports of the Carnegie Council on
adolescent Development: Turning
Points: preparing American Youth
for the 21  Century; A Matter ofst

Time: Risk and Opportunity in the
Non-School Hours; and Great
Transitions: Preparing adolescents
for New Century have become the
basis of the S.C.O.R.E. program.
According to the Carnegie studies,
“Every student in the middle grades
should learn to think critically
through mastery of an appropriate
body of knowledge, lead a healthy
life, behave ethically and lawfully,
and assume the responsibility of
citizenship in a pluralistic society.”
This philosophy led to the mission of
the School Community OutReach for
Excellence Program: To increase

students’ academic success and civic
involvement by strengthening school,
home, and community connections.
The program provided year-round
activities during non-school hours
that give young adolescents
meaningful opportuni-ties to learn,
grow, and serve.

The active network formed by the
funded groups became a unique
aspect of the S.C.O.R.E. program.
This arrangement allowed parti-
cipants to share information, assist
with program design and problem-
solving, and develop approaches for
authentic assessment of S.C.O.R.E.
achievements. The role of small-scale
networks in supporting school
change received much attention over
the past few years.  Providing other
middle-level educators with infor-
mation about S.C.O.R.E.’s activ-
ities and accomplishments through
printed and electric publications and
presentations to community and pro-
fessional organizations constituted an
important goal to the success of the
program.

The S.C.O.R.E. network studied the
Carnegie recommendations in light of
local needs and identified common
problems that could be addressed
through universal solutions. The key
outcomes sought through the
implementation of S.C.O.R.E. are
self-efficacy, posi-tive self-esteem,
consolidation of identity, and
independence.  These outcomes are
accomplished through the following
goals: increase student success and
strengthen the education and life
experience of adolescents; encourage
and promote parental involvement in

the educational and 

leisure experience of their children;
and develop outreach programs that
engage agencies and businesses in
the daily education and support of
adolescents. These programs include
the areas of remediation, academic
enrichment, Community Service
Learning, cultural enrichment,
environmental awareness, hands-on
creativity, recreational, social devel-
opment, and critical thinking skills.

What does the S.C.O.R.E. program
do? It provides for safe, growth-
promoting settings for young adoles-
cents during the high-risk, non-
school hours when parents are not
available to supervise their children.
It assists in developing collaborative
partnerships to implement positive
change. It designs and delivers de-
velopmentally appropriate activities
for young adolescents. It establishes
links among schools, local youth
organizations, community agencies,
and businesses. It involves parents
and students in practical, construc-
tive, community-based programs. It
develops frameworks for engaging
local businesses in non-school and
summer programs. It secures fund-
ing for non-traditional pilot pro-
grams that link school and commu-
nity.  It employs 4 full-time profes-
sional community coordinators. It
implements site-specific programs
while sharing common principles and
goals.  It provides after-school
transportation for students and
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MULTIPLE INTELLIGENCES
Part II

by Dr. Steven A. Greengross 
Professor, Southern Connecticut

State University

n the last issue of Impact, IIdiscussed the theory of multiple
intelligences and its relevance for

middle grade education and suggested
that this theory had the very real
potential to significantly impact
traditional beliefs about teaching and
learning.  In this second part, I will
suggest areas where this may be true.  I
should emphasize at the outset that none
of this is cast in concrete, but that all of
it, in my opinion, warrants further
investigation and study.

To briefly summarize, multiple
intelligences states that there are seven
primary intelligences or learning
modalities: linguistic intelligence (the
capacity to use words effectively,
whether orally or in writing); logical -
mathematical intelligence (the capacity
to use numbers effectively and to reason
well); spatial intelligence (the ability to
perceive the visual-spatial world
accurately and to perform
transformations upon these percep-
tions); bodily-kinesthetic intelligence
(expertise in using one’s whole body to
express ideas and feelings, and facility
in using one’s hands to produce or
transform things); musical intelligence
(the capacity to perceive, discriminate,
transform, and express musical forms);
interpersonal intelligence (the ability to
perceive and make distinctions in the
moods, intentions, motivations, and
feelings of other people); intrapersonal
intelligence (self-knowledge and the
ability to act adaptively on the basis of
that knowledge).  The key point is that
while all people possess all seven
intelligences, each person has a speci-fic
primary intelligence, and that is that
person’s favored learning modality.

The S.C.O.R.E. NETWORKThe S.C.O.R.E. NETWORK

P Richard Huelsmann,
Principal
   East Hampton Middle School
   19 Childs Rd, 
   E. Hampton, CT  06424         
   (860)267-2533

P Jerre Fillmore, Principal
   Killingly Intermediate School
   1599 Upper Maple St., 
   Dayville, CT 06241
   (860)779-6700

P William Peckham, Principal
   Teachers’ Memorial M.S.
   15 Teachers’ Drive, 
   Norwich, CT  06360      
   (860)823-4212

P Donald Steinman, Principal
   Kelly Middle School
   Mahan Drive, 
   Norwich, CT  06360               

   (860)823-4211

P Cecile Wren, Principal
   Westlake Middle School
   West Lake Dr., 
   Thornwood, NY  10594      
   (914)769-8540

S.C.O.R.E.
Continued  

The S.C.O.R.E. coordinators
serve multi-dimensional roles.
They develop and oversee pro-
grams, disseminate information on
youth activities, seek funding
sources, and act as liaisons among
school, community, and home.
They work non-traditional hours
when not doing school duties and
are most active after school,
during school vacations, holidays,
and weekends. Coordinators work
with their principals, teachers,
parents, community leaders, and
agencies on a full-time basis.  For
the S.C.O.R.E. Network,
coordinators from each school
meet as a group regularly to share
program development and pro-
gress on the S.C.O.R.E. vision.

The principals serve as
S.C.O.R.E. leaders on a rotating
basis with responsibilities for
reporting, planning of the semi-
annual meetings, and chairing the
monthly meeting of principals.
They help inform communities,
school boards, and parents about
all S.C.O.R.E. activities.
S.C.O.R.E. participants are
actively involved in the research,
development, and the design of
programs and activities.

Seen as a work in progress rather
than a finished project,
S.C.O.R.E. strives to encourage
and promote students to take risks
in education and is determined to
model those behaviors and
characteristics that create opportu-
nities for self-development.
Teaching students and families to
learn to care and support each
other through the school
community is crucial to the

academic success of the early
adolescents.  With the help of all
the members of the communities
involved in the experience of
S.C.O.R.E., it is believed that
students will strengthen the fabric
of the future and be ready to
successfully meet the challenges of
the twenty-first century.

The four S.C.O.R.E. schools in
Connecticut are East Hampton
Middle School, Killingly Inter-
mediate School, Kelly Middle
School, and Teachers’ Memorial
School. The fifth S.C.O.R.E.
school is Westlake Middle School,
in Thornwood, New York. For
further information contact CAS at
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INTELLIGENCES
Continued

So, what does
all this mean
for teaching
and learning?
We know, for
example, that a
significant number of
female students experience difficulty
with mathematics once they begin to
study higher forms of math such as
algebra. Some schools have
experimented with single gender
math classes as a way to overcome
this.  While this has met with some
success, the question of why this
happens to some female students has
been largely unanswered.  I would
suggest that the answer may very
well lie in multiple intelligences.  In
other words, it is possible that there
are students, both male and female,
whose primary intelligence is not
logical-mathematical, and who prefer
to work in groups rather than alone.
If that is in fact the case, students
could be placed into math classes
based on their primary intelligences
with, for example, students who are
logical-mathematical and
intrapersonal in one class and
students who are linguistic and
interpersonal in a second.  This
might mean that a math teacher could
teach the first class using traditional
instructional strategies and vary
instruction to include, for instance,
more journal writing and cooperative
learning in the second.  

Every middle school has students
who are learning disabled, who have
IEP’s, and who receive specialized
instruction. Three accepted charac-
teristics used to describe a learning
disabled student are daydreaming,
fine motor skill problems when the
task at hand is teacher directed, but

not when it is self-directed, and
strong leadership qualities.  Yet, a
student whose primary intelligence

is spatial also daydreams more than
his/her peers, gets more out of
pictures than words, and doodles
frequently. The student whose
primary intelligence is bodily-

kinesthetic tends to frequently move,
tap, or fidget when seated for a long
period of time.  The student who has
a strong interpersonal intelligence
often displays a strong will and may
be a natural leader.  This is not to
suggest that all learning disabilities
are better explained by multiple
intelligences, or that there is no such
thing as learning disabled.  It does
suggest, however, that the accepted
practice of diagnosing and labeling a
student who does have difficulty
learning as being learning disabled
may be incorrect.  It may also
suggest that some students’ learning
difficulties may be better explained
by the fact that his/her favored
learning intelligences are different
than other students (spatial or bodily-
kinesthetic as opposed to linguistic or
logical mathematical). To be sure,
there is no hard evidence to support
any of this, but if our mission as
educators is to serve each individual
student’s needs, it seems to me that
further investigation is warranted.

In virtually every academic area,
assessment of student learning is
typically normative and traditional.
In other words, all the students are
assessed using the same vehicle (a
test, a quiz, a research report,
homework, etc.) and are assessed
against a preset norm (a percentage
based on the number of questions
answered correctly, the number of
points made in an essay, etc.).  There
always seem to be some students
who, regardless of our best efforts,
do not meet with success.  In an

attempt to bolster these students’
self-esteem, some teachers will
inflate grades, soften expectations, or
both.  Yet, these efforts often have
the opposite effect.  I certainly agree
with the importance of developing a
positive self-esteem in all our
students, but I believe that this comes
not from grade inflation, but from
challenging students and giving them
a sense of achievement.

Does it really matter how a student
demonstrates to a teacher that s/he
has learned the subject matter?  I
would suggest that it does not.  For
example, if an English class is
studying poetry, can a student whose
primary intelligence is bodily-
kinesthetic demonstrate his/her
understanding of rhyme and meter by
developing a dance that utilizes the
same elements as poetry?  Or, if a
math class is studying fractions, can
a student whose primary intelligence
is music demonstrate his/her
understanding of fractions by
composing a song which utilizes
whole notes, half notes, quarter
notes, etc.  If examples like this are
true, and I believe they are, the whole
issue of assessment needs to be re-
examined, and students need to be
able to demonstrate learning through
performance vehicles other than
tests, quizzes, and the like.

Cooperative learning has become,
and justifiably so, an important
instructional strategy in middle-
grades education. The research states
that frequent regrouping is highly
advisable in order to give students
the opportunity to work with as
many different classmates as
possible.  While it is recommended
that the groups be as heterogeneous
as possible, heterogeneity should not

Continued
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INTELLIGENCES
Continued

be limited solely to academic ability.

Multiple intelligences offers an
excellent way to structure cooper-
ative learning groups.  Students can
be grouped by similar intelligences or
by dissimilar intelligences, depending
on the task at hand.  For example, in
a peer editing grouping in an English
class, pairing students so that
linguistic intelligence is primary to
one student and secon-dary to the
other may be the way to go.  On the
other hand, in a long-range activity in
which the learning objective is to
create a group project, creating
groups in which linguistic, logical-
mathematical, spatial, bodily-
kinesthetic, and mu-sical
intelligences are represented in each
  group    certainly    promotes 

diversity. Finally, cooperative lear-
ning, as we all know, is a learning
process as well as the production of
a learning outcome.  In other words,
learning how to work in groups is
just as important a goal in cooper-
ative learning as the end product
itself. We also know that some
groups seem to come together, to gel
much more easily than others, and
many times we are at a loss to
explain why.  Perhaps the answer lies
in the simple fact that for some
students interpersonal intelligence is
not a primary intelligence.  If this is
true, this presents another dimension
to be considered when establishing
groups.

To summarize, the theory of mul-
tiple intelligences offers new and
exciting ways to look at teaching and
learning.  These are not limited to the

ways I have briefly suggested 

in this article, for I have just scraped
the surface.  It would seem that more
research is an absolute necessity, and
this should begin with each teacher
identifying the primary and
secondary intelligences for each of
his/her students.  Examples of easy
to use checklists can be found
throughout the growing literature on
the subject of multiple intelligences.
Once this has been completed, issues
such as the ones I have suggested can
then be considered.

In closing, my fear is that, like so
many revolutionary ideas that have
appeared in the recent past, multiple
intelligences will be relegated to the
educational trash heap never to see
the light of day again.  My sincere
hope is that multiple intelligences

SPRING 1998                                        4

EL NINO AND THE CONNECTICUT MASTERY TEST
by Joan Samuels Kaiser, Middle Level Consultant

eteorologists from NewMEngland gathered recently
in Hartford to predict

some striking effects from El Nino.
They are positioning themselves to
make some bold predictions leading
from panic to thoughtful concern
through-out the state. Meteorologists
forecast brilliant rainbows and sunny
skies over most wealthier towns and
suburbs while most big cities and
inner suburban ring communities are
doomed for sleet, freezing rain, and
sub-zero temperatures for the next
year. These unorthodox weather
patterns are unprecedented and
shocking.

How cruel and unfair!  How can
El Nino create such weather patterns?

Why will some towns glory in the
rainbows and other towns freeze in
the cold?  The Connecticut Mastery
Test holds the answer.  Public
perception about the quality of each
school system rests with the test
results.  Originally, the Connecticut
Mastery Test was designed to help
school districts assess strengths and
weaknesses of curriculum and
instruction.  Based on test results,
teachers developed diagnostic and
prescriptive plans to help each
student increase academic
performance. Now, the fierce compe-
tition among state school districts has
caused many educators to go against
best practices to raise the scores from
their towns. The Con-necticut

Mastery Test, a
measure of verbal
linguistic and
mathematical logical reasoning, is
only one measure of school
achievement.  Yet, even El Nino has
figured out it’s the only measure that
counts in our demand for educational
accountability. Local newspapers and
political agendas continue to stir the
weather patterns so El Nino will have
no problem creating happiness or
havoc.

How has this weather condition
gotten out of control?  Does it paral-
lel the public’s lack of understanding
of the test results?  Does it parallel
the school districts’ thrusts to raise
the scores any way possible? Look at
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“If a parent could have only“If a parent could have only
one manual to help navigateone manual to help navigate
the middle school years, thisthe middle school years, this

one should be it!” one should be it!” 
-- Publishers Weekly

nnnn The Roller Coaster Years can be
purchased through the Center at a cost
of $15.00 per copy. To order, please
contact Sue Kogelis at (203)250-1111.

Get the most out of...

Charlene C. Giannetti & Margaret Sagarese present seminars...

S For parents: “Middler 101" includes strategies culled from interviews and surveys with experts,
parents, and National Middle School Association teachers

S For teachers: “Ten Tactics that Turn Parents from Critics to Allies”

S For Middle Schoolers: “Friends: Sometimes You Can’t Live With Them or Without Them” (peer
skill development)

Giannetti and Sagarese are...

....Authors of the bestselling The Roller Coaster Years: 
    Raising Your Child Through the Maddening Yet Magical 
    Middle School Years (Broadway Books, 1997). 

....Online parenting experts on Time Warner’s hottest new 
    ParentTime Site, The Roller Coaster Years 
    (www.parenttime.com).

....Columnists in The Middle School Companion, a 
    newsletter totally for middle school teachers 
    (e-mail: mscompan@aol.com).

....Presenters on the National Middle School Association 
    lecture circuit.

Lecture topics available or customized for your audience. 
Call (516)277-3659, 
or (212)369-6196.
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EL NINO
Continued from page 4

Within the last few years, there
has been an increase in the number of
educators who present workshops on
how to raise test scores.  Do test
scores always accurately measure
achievement? At a recent conference,
a nationally-recognized principal of
his state boasted how his teachers
could raise math achievement by
three years in three weeks.  Amazing!
This was his school’s method: all
students were given math pretests
that directly correlated with the state
test.  Then the computer generated a
list of ranked objectives, from easy to
difficult, that each student did not
master.  For the next month, each
student was instructed through indi-
vidual skill packets on the easiest
objectives first, until mastery was
obtained. Then the harder objectives
were taught. They provided after-
school tutoring too, for additional
reinforcement to promote
achievement on the state test.  As this
principal stated, his district was only
interested in making sure each
student obtained the minimal mastery
level number.  The magic number for
public accountability!  Students who
take this state test will succeed
through this type of focused over-
learning and teaching.  Is this real
and in-depth learning?  Will each
student be able to apply these newly-
learned math skills to real life
problems and applications?

Another district has grouped
math students according to their
distance from the state goal of
mastery.  Because this district could
not financially provide free summer
school to all of the district students,
only those students closest to the
mastery level were invited to attend
the free summer school. This
measure will raise achievement and

school results to a degree for a short
period of time.  What are the long-
term effects? What happens to those
students who score significantly
below mastery?  Those students who
are the most challenged by math also
happen to be from the lowest socio-
economic families in town.  Will
these students continue to be
academically disadvantaged?  Why
are these students the “district
losers?”  While mostly upper middle
class and middle class parents of the
first group of students were pleased
with the district offerings, the parents
of the lowest-achieving students
remained voiceless and silent.  Have
they lost faith in the system?  Where
is the equity?

El Nino will continue to sort
weather patterns, rainbows, or sleet
and freezing rain, as long as school
districts continue to sort students’
needs in inequitable ways.  Another
district’s first grade teacher lamented
that her first graders were being
pressured to achieve for the mastery
test several years away.  Her
curriculum was too focused and
aligned to infuse creativity into the
learning process.  Every aspect of the
day was so structured that there was
no time for enjoyment and
celebration.  Only stress.  Another
elementary teacher recently
complained that the school nurse’s
office is overloaded with students
with unexplained headaches and
stomachaches during the test review
process.  Is the pressure too much for
the teachers and students at critical
moments?

Writing and reading teachers are
also raising important points.  At a
recent English department meeting in
a middle school, the experienced and
qualified teachers debated whether to
continue to give more pages of DRP,
degrees of reading power, skill
sheets, or let students read more

content area books.  This would not
have been debatable if the current
pressures to raise DRP scores were
not a reality.  Can 100 practice DRP
exercises be more valuable than 100
pages of reading a quality content
area book in social studies or
science? The same teach- ers also
debated the merits of providing
instructional time for creative and
expository writing.  Since the
persuasive essay is the main measure
of accountability for the writing
sample in eighth grade, the teachers
felt obligated to re-teach the
formulaic persuasive essays again
and again.  The public demands that
accountability.  Expository and
creative writing could wait until
October of the eighth grade year.

What role does the media play in
enhancing the competition from town
to town?  Do the newspapers’ data
tell the full story?  After all, there are
educational conferences for
newspaper writers, but can these
writers articulate a cogent message
for the general public to understand
the tests and the results?  News-
papers report year to year growth for
grade levels within a school district.
Comparing one class with the pre-
ceding one does not accurately reflect
class growth.  One needs to compare
cohort groups. For exam-ple,
Connecticut Mastery results from
this year’s eighth grade should be
compared with the same class score
from sixth grade in 1995, not the
previous eighth grade class.  Where
are the improvements?  Where are
the weaknesses?  

A variety of factors affect grade
level test results when comparing
cohort groups. The addition of
several new low-achieving students
in the beginning of the fourth, sixth,
and eighth grade years can dramat-
ically affect the test outcomes in
small,  rural  school  districts.   New
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EL NINO
Continued from previous page

students in larger grade level
schools do not produce the same
effect. One needs to also under-
stand the district’s demographics.
What are the recent patterns?  Has
there been re-districting of stu-
dents?  Does the district have an
increase in children from lower
socio-economic families with more
educational needs?  What percent
of special education students take
the test? Have there been
appropriate modifications for these
students’ needs? How many English
as a Second Language students are
taking the test for the first time?
How many students have had long-
term sustained education in the
district?  These questions are all
relevant when comparing data.  One
also needs to look for steady and
gradual improvement each year
from cohort group to cohort group
when the conditions at the schools
remain the same.  Unfortunately,
the media provides the information
but can mislead the public in
interpreting the data.

What can a parent do to ensure
his or her child has the greatest
opportunity for success on the test?
A parent needs to advocate for his
or her child all the way through the
school system.  Too many parents
feel that their job is “done” after
elementary school.  Middle school
and high school students still need
your involvement and encourage-
ment. When you receive the testing
data, keep it.  Do not accept the
familiar refrain that your child is
very bright but just doesn’t test
well.  Ask questions.  Keep a file of
your child’s work throughout the
year to note his or her academic
progress.  Discuss the results with
your child’s teacher. Ask to see an

improvement plan.  Spend some
time visiting your child’s classes.
Today, everyone appears to be the
educational expert, even if he or she
has never walked in a school
building in decades! Attend your
child’s school presentation about
the test results.  Understand all of
the parts of the test and help to
reinforce the skills at home, too.
Become an informed partner with
the school in helping to address
your child’s educational needs.
Achievement problems, when
addressed as soon as possible in the
early elementary grades, can
frequently be corrected before
adolescence with the proper time
commitment and reinforce-ment.  A
child’s self-esteem is only enhanced
when he or she can read, write, and
achieve in mathematics.  Self-
esteem directly correlates with
academic competence.

Also look for the balance in
your child’s instruction and cur-
riculum. Is the Connecticut Mas-
tery test the only focus of your
district’s curriculum?  Are district
decisions based solely on the
Connecticut Mastery test?  Or is
your child provided with a variety
of challenging opportunities and
strategies to broaden his or her
entire school experience?  Do all of
the fine arts, which highly correlate
with academic achieve-ment,
continue to play an integral role in
your child’s school day?  Or are
they seen as frills to be eliminated?
The answers to these questions can
help determine your school
district’s commitment to high
performance and educational
excellence.

El Nino is preparing climatic
events of rainbows and sleet and
freezing rain for the last part of the
month. How will this meteor-
ological wonder affect your town?#
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CHANGING DIRECTION
THROUGH ASSESSMENT

by Dr. Ann Richardson,
Principal

Strong Middle School, Durham

nalyzingAthe work
students

produce is key to
helping educators
provide quality instruction in the
classroom. Authentic assessment
assists instructors to guide student
learning much in the same manner as
testing guides a medical doctor when
finding a cure for illness.
Unfortunately, some folks in the
classroom do not look at student
work in this manner.  They would be
quite content to hand out dittos and
be called when the homework is done.
This approach is likened to a medical
doctor telling his patients to take an
aspirin and call him in the morning.
We cannot afford to take this
traditional approach to learning in
order to ready our students for the
future.

Help for every student in the
classroom is analogous with the
teacher’s ability to use the work that
a student produces. Within this work
are the answers to guide instructors
to prepare the lessons that will reach
the needs of all students.  At Strong
School, we are working on improving
the quality of teachers’ feedback to
directly effect student achievement.
Our restructuring effort is aimed at
instituting a focus on teacher
collaboration geared toward
improving assessment.  The staff is
learning to incorporate a better
quality of evaluation tools in order to
improve student achieve-ment.

Continued
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WHAT TYPE OF STAFF 
DEVELOPMENT PROGRAMS WERE DESIGNED?
Throughout  this  year  we  were  able  to  keep  12  teachers involved in this
project on a sustained basis.  They worked on conferencing and creating
authentic assessments to support the improvement of teacher feedback on
student work.  The workshops that aided in the training of the teachers
occurred several times throughout the year.  Eight meetings took place: two
sessions with parents and six sessions with the principal and teachers.  Many
of the conversations took place during the team tutorial time.  The purpose of
the conversations was to improve the quality of teacher feedback on student
work.  Additional growth came out of this experience.  The more the staff met,
the richer the dialogue. Teachers engaged in conversations about

ASSESSMENT
continued

The Strong School program design
emphasizes the improvement of the
quality of teacher feedback on student
work.  The staff is focused
specifically on these goals:

1. Developing improved standards
for quality feedback on student
work within integrated units;

2. Creating and practicing a
“Slice”* format providing
quality feedback to teachers
about student work;

3. Expanding the development of
the standards for written and
oral communication to be ap-
plied to students’ culminating
projects in integrated thematic
units;

4. Developing rubrics to assess
those standards;

5. Assessing student growth in
written and oral communication
skills through the application of
these standards and rubrics;

6. Increasing frequent and
sustained collaborative efforts
among all teacher and adminis-
trators to support the integration
of effective language arts skills
in all academic subject areas;

7. Involving parents and the
community in the areas of
performance assessment and
integrated curriculum;

8. Ensuring that all teachers
receive effective professional
development in these areas;

9. Collaborating between all
teachers in an effort to offer
feedback to the staff;

10. Sustaining the development of a
supportive school culture aimed
at increasing student achieve-
ment using collaborative
methods.

* “Slice” is a sample of student writings

used for feedback to student learning.
The collaborative teacher role was
used to develop standards for student-
integrated project work using rubrics
to assess progress.  Assess-ment of
student work using these standards
aids the staff in diagnosing areas of
individual weakness in oral and
written communication.  The
principal’s role was to work with the
teams as they developed these
standards and improve the quality of
their feedback on the student work.

To enable teachers to accomplish a
change of traditional paradigms about
assessment, release time to
collaborate was provided. Staff
development workshops on perfor-
mance assessments were helpful ways
to involve critical thinking activities.
Workshops were neces-sary to
examine the many ways in which
teachers assessed student work.  This
model trained the staff to examine
student work and query the level of
learning required for student
performance. Was the learning literal
or elevated thinking that pushed
students to reach conclusions?  More
over, the staff experienced a group
dynamics process, which has helped
them to formulate authentic assess-
ment tools. These tools were focused
on measuring the quality of student

learning on the higher end of Bloom’s
taxonomy.
An additional focus was to increase
parent involvement when reviewing
student work.  Parents, guardians,
and teachers collaborated as student
work was viewed.  The strategics for
promoting parent and community
involvement included a variety of
activities, including a discussion
meeting. Additionally, the staff
established an integrated learning fair
during the school year to showcase
student projects.  The fair was
successful in displaying a variety of
learning styles that occurred
throughout the school year.
Continually, the teachers published
student work and organized
recognition assemblies to honor the
effort and excellence, that was
observed in their students’ work.

The Strong School project focuses
on:

1. using students’ work as 
evidence of students’ learning 
and making it a centerpiece of 
the learning initiative;

2. having regular conversations 
between and among teachers 
and principals about students’ 
work;

3. involving parents and the 
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ASSESSMENT
Continued from previous page

that was authentic and not just busy work.  As a result
of the meetings, people asked for help from their
esteemed colleagues; the teams bonded more closely
because folks shared new ideas to improve curriculum
techniques.  Slowly, the teams began to embrace change
as a positive thing.

Increased dividends came from the teachers’
conversations. Along with changes in assessment came
changes in curriculum and instruction.  Specifically, the
eighth grade team redesigned units to include the
integration of all academic subjects toward an
interdisciplinary focus.  Years prior, this group of
teachers had experienced working on some thematic
units but not to the extent of this type of training.
Several of the team members are now fully involved in
the creation of student activities, which focused on
blending all subject areas together to make learning more
meaningful.  The outcome of the students’ work was
often a performance assessment task, which included
critical thinking skill development.  As a result of this
approach to staff development, a variety of assessment
tools are presently utilized as predictors for student
achievement.

Besides the typical adult learning sessions and group
conversation meetings, the project allowed for creativity
to increase the quality of teacher feedback.  The focus
was on ensuring and increasing student achievement.  In
order to ensure the best techniques to bring to our
school, the staff agreed upon writing strategies.  The
specific needs were made clear by analyzing our student
work.  The staff began to actually change direction

through assessment.  Again and again, we found that
assessment guided us to provide further study for our
staff about instructional approaches.

After much discussion, an in-house model was suggested
by one of the teachers.  We settled on an author-teacher-
in-residence program, which enabled students and
teachers to be exposed to new ideas.  All of the members
of the staff were given a scheduled time to view the
resident working with students in the classroom.  This
skilled individual was hired to model new techniques
with our students over a consecutive three-day period.
Teachers were given extra time with the author in team
planning sessions as well.  A new view developed
through this visit that helped the staff apply techniques
which supported a change in student learning.  The
author-teacher in-residence program assisted the staff to
reflect on the process of instructional practice that
motivates students to achieve using work produced by
the class. 

Because of the group focus on the improvement of the
quality of teacher feedback on work in the language arts,
science, math, and social studies, teachers became aware
of good writing.  The “slice” method allowed teachers to
respond collectively and to hear each other’s viewpoints
regarding student work.  The requirements within the
team were strengthened, as were the expectations for
improved writing across content areas.  Teachers’
standards were more uniform and the skills for better
writing were transferred to each discipline.  The result
produced teacher feedback that was improved and a
student product that was better in quality than
previously achieved.  Using authentic assessment to
guide instruction in the classroom is a valuable tool.
Our school has found it to be an important ingredient

        ut Your School in Print...ut Your School in Print...
We know that there are many outstanding programs and practices going on in our middle schools. Please consider
sharing your successful practices with your colleagues by publicizing them in IMPACT. Send us an article — of any
length — describing a classroom idea or program that has had a positive impact on middle level students. Or, write
about an important issue or timely topic in middle level education. Include pictures, drawings, graphs, student work,
etc. Please send any materials for submission to: 

Tim Doyle, Editor, IMPACT, c/o CAS, 30 Realty Drive, Cheshire, Connecticut 06410
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HETEROGENEOUS GROUPING:          
RUSSIAN AT CAPT. NATHAN HALE MIDDLE SCHOOL          

by Regina Snyder, Capt. Nathan Hale School, Coventry          

n recent years there has beenImuch thoughtful debate over the
relative merits and shortcomings

of heterogeneous grouping of pupils
in middle school.  At Captain Nathan
Hale Middle School in Coventry,
CT, heterogeneous grouping has
worked effectively - more effectively,
perhaps than in other disciplines - in
beginners’ classes for language
acquisition.

Our Russian language classes began
several years ago as an adjunct to a
family exchange program with a
Moscow School.  They developed
from “survival Russian” training for
host families into an elective class in
conjunction with our “gifted”
program.  From the very outset the
class was completely heterogeneous,
including both adults and 6 , 7 , andth  th

8  graders.  The combination of ageth

levels turned out to be an asset to our
program.

If we consider language as initially a
social skill (the ability to
communicate verbally with another
person) and a physical one (hearing
and understanding spoken sounds,
and then being able to reproduce
them and be understood) and only
secondarily as an academic pursuit
(reading literature and writing), the
rationale becomes clear.  The fact
that many class exercises consist of
patterned conversations among
individuals make the age of
participants irrelevant.  There is no
need of a hierarchical model.

During the first session all students  -
adults and children - are reminded
that by the time they began school

they already spoke English fluently.
They are asked to remember how as
infants they learned their native
language, which was by listening to
the adults around them and imitating
the sounds they heard.  The next task
is to bring forth that tabula rasa of
the state of pre-language: if the
students can successfully imagine
that they are infants again, they can,
for example, RE-learn the names of
things (“This is NOT a house, we
just call it “house”.  Russians call it
“dom”).  This is just one of the
strategies employed in the first weeks
of class. The degree to which one can
imagine and role-play is not
particularly dependent upon one’s
age although pre-adolescents seem to
have a good aptitude.

Language learning is in large part a
physical skill involving ears, mouth
and facial muscles, tone of voice, etc.
The language teacher resembles a
coach directing “aerobics for the
mouth” and exercising ears and lips
to the subtleties of unfamiliar
sounds.  Russian is a “musical”
language, inasmuch as it depends on
rising and falling tones of voice for
communication of meaning rather
more than English.

Another strategy which helps to
“level the playing field” is a “team”
approach to oral exercises.  When a
student cannot think of a word or
makes a mistake, it is the group
rather than the teacher that supplies
the correct information.  This
practice can be implemented within
the first few sessions, when the more
rapid learners begin to outpace the
rest of the class.  The result is a

camaraderie among learners and a
non-competitive atmosphere,
particularly when an older student
can be seen at a disadvantage as
readily as a younger.  (The principal
of our school, determined to learn
Russian, participated in the class for
two years, and was the source of
both amusement and inspiration to
the rest of the class.  The time he
failed to hand in a homework
assignment became a joke of long
duration.)

In the course of the very first weeks
we address all four aspects:
understanding, speaking, reading,
and writing.  Understanding and
speaking come quite naturally,
particularly for those who have come
in contact with native speakers as
have many in our community.  The
first day we count from one to ten,
learn the names of half a dozen
objects around the room, and master
a few social expressions, notably
“thank you” and “goodbye”.  (We
reserve “hello” and “please” which
are considerably harder on the
American palate, for a later class!)

Reading the Russian alphabet poses
less difficulty than one might think.
Students are asked to imagine
themselves as kindergartners again
learning their ABCs.  Most find this
relaxing and interesting.  It does,
however, take patient repetition to
sever connection with the English
alphabet.  The letters that are
troublesome are not the unfamiliar
ones but rather the ones that look like
English letters but have a different
sound.  A simple alphabet game in
which players gain points for
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Continued from previous page 

Early reading skill is acquired
through the use of English cognates.
Many words in Russian such as
“basketball,” “tennis,” “restaurant,”
etc. are so similar to English and so
easily deciphered that such an
exercise immediately inspires
students’ confidence in their own
proficiency (which, of course, is half
the battle).

Cursive writing in Russian is rather
exacting and leaves little room for
individual deviation from the norm: it
requires patience and attention to
detail.  This is somewhat problematic
for American students, and we have
mixed results.  Some students never
get beyond printing the letters,
whereas others take to handwriting
with pleasure.  We try not to allow
poor penmanship to inhibit
enthusiasm for learning the language.
(Eventually, use of the computer
keyboard may bypass this difficulty.)
Writing on the blackboard is a good
strategy to encourage pleasure in

writing.  In any case, all are
encouraged to be able at least to read
cursive writing, since any letters
from pen-pals will probably be
written.

Teaching materials consist mainly of
teacher-made exercises, notably
dual-language worksheets (Russian
sentence in left column, English in
right), pattern drills, picture texts,
and flash cards.  The absence of a
really satisfactory textbook for the
middle-school level turns out to be
something of an asset rather than a
liability, at least at the beginner’s
level.  Students keep notebooks of
grammar sheets.  Learning songs and
memorizing lines of a simple play or
skit also aid in developing fluency.

One of the real benefits of learning
Russian or indeed any second
language is acquiring a solid
comprehension of grammar.  It is
easier for students to see the reason
for learning grammar when they can

“step outside” of their native
language and look at it as just one
way among many of describing the
world.  Grammar then becomes a
kind of road map, a means of
learning any language.

For two years, students attended
voluntarily before regular classes (we
began at 7:00 a.m. five days per
week!!).  Results were so positive
that this year we were able to include
it in the regular curriculum for the
first time. The heterogeneous
grouping has been replaced by two
sections (one seventh and one eighth
grade).  Each meets three times per
week.

One indication of the success of our
program has been in the “popular
demand” for continuation of Rus-
sian classes by graduates.  Since our
high school does not as yet offer a
program of Russian study, those who
left Capt. Nathan Hale School in
June now meet one evening a week at
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The Center for Early Adolescent Educators Presents....

The 3  Annual Summer Instituterd

ŸŸA School-Wide Program for A School-Wide Program for 
Test Score EnhancementTest Score Enhancement  

August 10-12, 1998August 10-12, 1998
Quinnipiac CollegeQuinnipiac College

Institute Staff
Ronald Williamson, University of North Carolina
J. Howard Johnston, University of South Florida
Lucinda Johnston, Center for High Achieving Schools

Who Should Attend?
Anyone with an interest in middle level education.

Location
Quinnipiac College is centrally located in Hamden, 
CT, halfway between Boston and New York City.

For Further Information
Contact: Tim Doyle 

The Connecticut Association of Schools
30 Realty Drive
Cheshire, CT 06410
(203)250-1111 / FAX (203)250-1345



A PRACTICAL GUIDE

TO

   CONNECTICUT

  SCHOOL LAW

THOMAS B. MOONEY

Shipman & Goodwin

Thomas B. Mooney chairs the education law
practice group of Shipman & Goodwin LLP,
a Hartford law firm that represents over fifty
school districts throughout Connecticut in all
aspects of school law. Mr. Mooney is an
honors graduate of Yale University and
Harvard Law School, and he is an Adjunct
Professor at the University of Connecticut
Law School, where he teaches Law and
Public Education. Mr. Mooney lectures and
writes frequently on school law topics.

The Center is pleased to announce two publications on school law...

A Practical Guide to
Connecticut School Law

(397 pages / with a Table of Cases and
Index / includes 1997 supplement

reflecting all statutory changes to date)

It has never been more difficult to keep
up with the numerous state and federal
laws that apply to our schools. It is
particularly difficult for parents
interested in our schools to understand
their legal rights and school district
responsibilities. To make the job easier,
Tom Mooney has written a Guide that provides practical
advice and information on all areas of school law,
including board of education operation, freedom of
information rules, student and parent rights, teacher
tenure, special education, collective bargaining and
other school law issues.

The Guide is written in non-technical language for
parents, school board members, superintendents,
administrators, teachers and anyone interested in school
law. The Guide is comprehensively indexed and
provides quick and clear answers to questions in all
areas of Connecticut school law.

See You In Court — The Annals of
the Nutmeg Board of Education

(190 pages, including an Index)

For the last fifteen years, Tom Mooney has
written about the “Nutmeg Board of Education”
for the CABE Journal, describing its various legal
problems and their solutions in an entertaining and
informative way. Tom has updated and included
the most popular columns in this amusing book.
Readers can learn school law and be entertained!
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Order Form
Name
Address
City State Zip

“ Yes, I would like to order the following:
copy(s) of A Practical Guide To Connecticut School Law - $29.95 each
copy(s) of See you In Court — The Annals of the Nutmeg Board of Education - $15.95 each

(Shipping and handling charges are $3.23 for first book and $.50 for each additional book. Non-exempt purchasers please add
Connecticut sales tax @ 6%.)

“ Payment enclosed $
“ Please bill the  School District. P.O. #

School districts or other organizations with orders of 10 or more copies of either or both books will receive a 10% discount on their total order. 
Return this form to: CAS, 30 Realty Drive, Cheshire, CT 06410; or, fax to (203)250-1345.
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    eachers serving as resources to teachers...

The members of the Center for Early Adolescent Educators Advisory Board are available to answer
questions, offer guidance, or receive suggestions. Please feel free to contact them at any time.

CENTER FOR EARLY ADOLESCENT EDUCATORS 
ADVISORY BOARD

# Barbara Cohen
Windham Middle School 
123 Quarry Street
Willimantic, CT  06226 
(860)465-2351

# Cynthia Field
Timothy Edwards M.S. 
100 Arnold Way, South 
Windsor, CT 06074 
(860)648-5030

# Grace Polivka
North Branford Intermediate
654 Foxon Road
North Branford, CT 0647 
(203)484-1500

# Laraine Scherban
Jared Eliot Middle School
69 Fairy Dell Road
Clinton, CT 06413 
(860)664-6503

# Rebecca Mikus
Memorial Middle School
321 Salmon Brook Street 
Granby, CT 06035 
(860)844-3029

# Beth Galligan
Amity Regional Jr. H.S.
190 Luke Hill Road
Bethany, CT 06524 
(203)393-3102

# John Ciochine
North Branford Intermediate
654 Foxon Road
North Branford, CT 0647 
(203)484-1500

# Richard Hicks
Hamden Middle School
550 Newhall Street
Hamden, CT 06517 
(203)777-5571

# Janice Grodzki
Washington Middle School 
1225 North Broad Street 
Meriden, CT 06450 
(203)235-6606

# Linda Gejda
Rochambeau Middle School
100 Peter Road
Southbury, CT 06488 
(203)264-2711

# Holly Hawthorne
Weston Middle School
135 School Road
Weston, CT 06883 
(203)222-2573

The Center for Early Adolescent Educators is committed to helping middle level educators build
challenging, integrative and responsive schools that meet the unique social and educational needs 

of students in the middle grades. CEAE’s mission is to advance the efforts of middle level 
educators in the areas of educational practices and professional development.
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