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The need for-a continuing assessmehv of tne progress of education 1n
British\Columbia arises from the great demands which are now being made on
’ e&ucation. To satisfy tHese demands, taxpayers are befn& askeg to' furnish far
- greater resources for the edgcational system than ,EVer before* and much more is
being requested. lt is- becoming increasingly clear that the resources required

cannot be provided unless the greateSt care is taken in their allocation and use,-
- .

[

. - For many“years, legislators and educators have made decisions which have
affected. the course of education in the province and determined the‘expenditure
of increasrngly large sums of money. To this date, the reason for’ changing {a
educational policy or! investing more money in the school .system has been equated
with lower drop-out’ figures, a greater variety of course offerings and “other
such indicators The underlying assumpt ion, has been that the”quality of edu-

»

cation - wvhat stpdents actually learn - is somehow yelated to such factors.'

3‘

- ¢ 3
The lack of information, on a province-wide basis, descriBing what is
being learned in the schools has become a major concern to many geople‘within‘
, the educational Systen (In response to this general-concern, the bepartment ogwfli
Education established a\doint Committee “on Evaluation in the fall o§ 1974 to -
-~ advigse the department on the development of a' lorg-term a9sessment plan in
British Columbia. About the same time, a team of researchers from the University

of Victoria was retained by the Department to ‘condyct a study in the English

Language/nrts. This study was subSequently launched as a surz:y of the status

'of the Language Arts and as a pilot for future .assessment pro ammes.

] -’

-
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. 1Purpose of Assessment
LI ;_ ’v..

! " ‘., B \e ) ] .
. It has been recoghized thaf for an asSessment to.be maximally efﬁective,

ned ‘to assess the real needs in the province,:
. . Lok L - .
+ N s

~
1

\
the anv1nc1al and local 1e-els. The re%ults should also indicate directions

‘T

for teacher educat ion and arofessional development. In addition, 1: is- QXP
pected that edticarional r&search questions will be raised and priorities for

resource allocation indicalgd. Since many assessment activities are being

. . » 4

attempted for the. first time, an additiomal purpose of theJLanguage Assessment,

is to contribute to the/improvement of future assessments.

.

. b

Components of Assessment '

-

- ™~ r

The following three components of an assessment progfamme were 1denti--

fied by the Joint Committee on Evaluation for -the "survey:

"

! A L NL - o .o,
Goalg Assessment_- eslgned to adentify and.appraise the. desired ’
learning outéomes of the Engllsh Language Arts. Goals extant in
the/field were 'adopted and/or adapted by the Survey Team and neaw

X |

'goals were developed by team memhere and teacher consultants.

im * *

Outcomes Assessment - designed to ‘survey student knowledge and
skills as, related to the desired learning outcomes. Tests in Reading
at” the Grade/Year 4 level and Written Composi;ion at the Grade/Year

2
& and 12 level were developed by the Survey Team and the teacher

. £
consultants. . C e oot

. -

Discrepancy. Analysis - designed to identify the difference be-
tween the desired outcomes and the degree to yhich they are '

be ing mer by pupils. This dnalysis will includean examinatron of
methodologies and instructional materials being employed. While

»

discrepancies between goals, and performance may E; caused by .

.
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various factors such as student and community variables, the

assessment will focus on the relationship between teaching goals "’

- T

and Geaching approaches..’, » o ,

L
'

. IS . ' . .
This réport will deal with the results of an examination of the °,
methodologies and instructional materials being employed and wiil considér
the discrepancies between these’ instructional practices and the goals of in-

*structloﬁ as presented in the Repogf Deallng_with Goals,

El

-

Organization of the English/Languagd Arts Assessment

. . ' ’ .
e - %

“Ln the first ‘Phase of the assessment, which was conducted.duging May .
and Eme of 1975, teachers and school trustees were asked to'describe the <
desirable learning outcomes of the English Language Arts, 1In addition,,
teac were asked to describe existing methods and materials béing ém-
pio;gz;jnh:hEir classrooms.. Questionnaires were prepared for this phasq,gf
the assessment and were directed to teachérs of Kindergarten, and grades 1,
3.7, 8, 11 and 12, For'grades 1, 3 and 7' four questionnaires w@ie pre- .
pared' Readlng. ‘Opal Communlcation, Written Language and thera&ure. i
Separate questlonnalres were prepared for Kindergarten and Secon?ary English.
A questionnalre was also prepared and mailed to every school truatee in the ;_/’
province. The goals statéhents in the trustees ‘questionnaire were adapted
+ from the teacher questionnaire.: Development of the questionnaires proceeded
through several stages., After the research ‘tdam had formulated thé overall
design and conceptual framework for the survey, individuzal members prepared
drafts of questionnaires in their own areé-qf?expertise.‘ These drafts were
reviewed bty the entire team and rewritten:“ A subsequent dtaftiwas enamined .
by the Management Committee and by'a review committee comprise?qof\gcademics
and classroom teachers. At this time aléo ‘a pilot study Gsing the instruments

- was conducted in the Sooke School District. 1In addition, memﬁkrs of the

TechnicaIdevisory Committee made suggestions for change. klgfinformation N
b

from the ove gsources was used .in the final draft of the qu

A !




[
In.the }econd phase of_ the study, conducted in January;(l976 pupil
fo e : selected areas of- the Language Arts programme was assessed.
The ared chosen were Reading at Grade/Year 4 ‘and Written Expression dt
Grade/Year ‘8 and” 12: . -
Results from thé first and second phases will be combined to ideﬁtify

discrepancies between the desired outcbmes in Reading and Written Composition

and the level of pupil performance. Many factors may affect pupil performance

One of the most important 6f these is the nature of the student Information
on methods and waterials’ provided by the teachers will be used in an effort

¥ to identify some oj the reasons why d1screpéﬁcies may exist. In arens other
than reading and written composition, only the relationship between desired

outcomes and instructional practices be examined.

- The following is a breakdowd by grade qg the questionnaires .sent and

3

returned. »

-
I
-

Number sent . ‘Returned Complete % Completion

s [

Kindergarten: - > . ) 664 . ' \}87'

Grade 1 . , 21756 . 87
. Grade 3 - 1695 - . 84
Grada. 7 - 1767 _ 68
Grade § . R . . .810 -7
Grade/ 11 : , 350 © . e8

Gradd 12 £ 30 . o4 90

% . . .
TGT 7316

+

L

The eRe population of kindergarten teachers was mailed the kindergartén

questionngira. Simiiarly all teaehets of English 8, 11 and 12 were mailed the -

secondary questionnalres. A $ampling approach was used' at Grades 1, 3 or 7

&0 that each veacher .who was'|teathing language arts was asked to respond to

*

only ond of the four elementary questionnaires. s ) : .

)
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_' The relatively low return rate at the Grade 7 levél can be explained by
1
the fact that many Grade 7 teachers specialize in teaching certain courses -
with the exclusion'of others. Hence, many Grage 7. teachers who were mailed

the Grade 7 questionnaires were not, in fact, teachers of langyage art¥.

- &

: the reader of this report should also be aware of some of the limitatio'F
. of a survey such as the present. The questionnaire format for gathering in:
,/formation, although widely used, has certain weaknesses First, the information

to Which individuals respond is limited by ¢irtue of the optimum size of the

questioanaire, the nature and format of questions and the knowledge of 1ts de-

velopers For this survey, questiomnaires were made as Comprehensive as

[

possfble as a result of information from the pil € study. Material forvinciu-;
sion was sought from teachers, and other relevant Sgurces. ﬁrite—in o
responses were also encouraged. Second, accuracy of r ponses cannot be da-
termined without some procedure for Lhdependent checks of the informatlon For

“the English/Language Arts Survey, tﬁe importance of accurate information was -
Stressed and this along w1th the provi51on of respondent anonymlty was con- o

sidered to provide for reliability. " Third, statements and questions may be

aifferently_1nterpreted'by respondents, In an attemot to remove thié variable,

the questions in this‘survey'were piloted amd reviewed to eliminate problems

. \ i P
of interpretation. - "
rpreta e

' ,4 ) . . . o
While it is accepted that a questionnaire may provide data with limiped
reliability, all possible_means to ensuresreliabili® have been taken in this

s

survey.

»

REPORT ON INSTRUCTIONAL PRACTICES

a. Nature and Purpose
| 3

_This report presents:the results from the second phase of .the Language: B, C.
survey, specifically the ins;ructional practices of the several areas of the
Language Arts/English programme are examined.  These instructional‘pzegticeSi

. were considered with respect to‘the scdpa and priority of the teacher respiundents

-




' for each of the areas of the Language Arts as noted earlier. Summary data

4 %

are presented and discussed. _ These data reveal the rESppndents' perceptions

“of the nature and relative importance of instru{tlo practices in the Language

Arts/Engllsh programme K-12. . | -

.

b. Source of Dita and Presentation of Findings
SHE

4 r
* Lnstructlonal practlces and learnlng outcomes in the .several areas of the

English Language Arts were identified from among “the following sources cur-
riculum guides for the provinces of Canada. .research and literature in the

field, inciudtng the Instructional ObJectives Exchange and the National’ Assess~

k-3 -

ment of " Educatlonal Progress, and the research and conceptualizatiom of members

of the reseaPch team. Within ‘each area several categogyigs of questions deal-

3

ing with philosophical, methodolggical and materials issues were identified -

along with a number. of skills comprising each Lhea of the English Language Arts.
'. 1

- f S

Members of the research team with expertise in”a particular drea of the -
Language Arts/English programme assumed the respousibility for making an initiad
' select’bm and ,organization of the items il the questionnaire, Follow1ng this.
concestualization cf instructional practices and goals in each area, am 1nterna1.
review was conducted by the research team to allow inmput from other team-members.
The next stage was the preparation of a draft questionnaire and a pilot study
in the Sooke School Dlstrlqt where ¥eacher opinions on the goals were sought.A-

At thiq time also, spec1a119ts from other B. C. Universities provided reactions’
b

to the statements These review activitie,‘resulted in the questionnaires used

< in the.Survey. ' > f

"J . «i"f' \ _—

‘The teachers responded to the questidns du instructional practices in light

of their present circumstances and to the goals’ questlons in view of their
¥ A . A b

fyLure'or ideal pfogramme®s. Trustees reacted to a list of the same goals stated
] *

=

in less detailed terms., Respounses to the.statements were made using the following

R L]

scales or some. variations of them.- oL

f




Always . ‘ 'Esseqtial /

OftLen . . - Important

Soﬁetimes ) Of Moderate Importance
Rarely Of Lirtle Importance -
Never : Of No Impprtance

3

4 #*

: 1 Co. . .
Mean values are presented as an indication of the central tendemcy of
: ' ]

response to each statement. For example, 2 mean value of 1.7 indicates¢general
agreerent that the item ranks ‘between "Essential” and "Important” as an ac- -
tivity Iu S.ome cases, percentage figures of those ré¢sponding to cach value
are glven when ‘this may help ehp1a1n the steachers' responses. The discussiep
which follows ecach table descrlbes the data which has been presented After

the presentation of the data the findings are summarized, cenclusions :'ir"e drawn

and implicat i.\ons prcsented.,

*
v oo L

 ¢. Relationships Between Instructional Practices and the Learning Qutcomes -
» o5 il

v
.

of the-Programme v .
! ¢ :

The learnlng outcomed of an instructional programme are embedded 10 a

.

complex of factors making up the rotal currlcufum. These factors both in-

- - - .

. .
fluence and result from the desiréed ou;comes of instruction, and the greater

A} 1 M - .
the degree of a correspondence and congruity between outdomes and other cur-—

*

riculum elements, the greater the efﬁectlveness and the ease of implementation

[ ]

of the prsgramme. -To,determine the extent ko which the teechers of the

4

province view the Laeguage Arts curriculum as 2 coordinated whole, the chapters
followlng will examine teachers practices with respect to philosophy, .

me:ﬁodology “ana materials in comparison Lo their expressed views regardlng the
7]
present and des1red_learnlnngqtcomes of these practices. These comment$ will

Lonstitute the discrepancy analysis aspect of thrs report.

-~

. o
m . . o=

- " .

Las a rule-of thumb, where the difference between twq means is .2 °
or greater! this difference is statisticadly significant (p<,0S).
{Based on conservative assumptions that sample size = 300 and standard -

devidtion = 1.2). . 1 .
4L
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d. The Total Curriculum and the Individual Chapters

- . ) .

~ + * - .
Authoritiés in the field of Language Arts instruction gemgrally favébfj‘

an integrated viéw of the Language Arts Curriculum.1 The writers of this*
report agree with thig:view which holds that the separate aSPQCtS-Zé’ ' '
or taught

language modes examined in each qEEstionnaire are not, in factb-us
- separately in thehclassroom They are, 'instead .gerlerally usedrPnd develOped
together for the purpose of enhancing communication and enabling skill develop— -
meqt in one. area to, reinforce growth in another area. While this position is
held to be the one most nearly reflecting the nature, function and development
of lahguage, it is not an appropriate basis'for a'report on specific instructional
“M“N\\\::actices in the discipline, In érder to fully Txamine teaching and. learning in
’ ch aspect of the Language Arts, the total integrated curriculum has been ana-
lyzed 1nto its maJor components representing both the receptive and expressive .
language modes of listening and rzading and of “speakling and writing as‘gfll as
the content fields of Kindergarten Language Arts, Elementary Diterature and .
Secondary English/Language Arts! Separate sections of the present report, vhg;eﬁ
fore, are devoted to the.practices of instruction in each of these areas. fhe‘

reader isiisked to view each of these sections as part of a whole, that beid

Fl PN
~

e. Organization of the Report

-
- .

This report. is divided into sevén chapters. Chapter 1 presents\the.find-
ings*related to background and general information on the.Elementary Language
v Arts ‘teacher and the classroom . Chapter 2 presents the findings‘with respect

to instruction in Kindergarten Language Arté' while Chapter i reportss on Second-
aty English Language Arts. Chapters 3 through 6 repgrt consecutively on instryc-
tidnal practices for Ele@entary‘Reading, Writing, Literature ané‘éral Cowmuni-

cation.

—

Smith, E., boodman K., and Meredith, El anguage 8nd Thinking in the
Elementary School,.Toronto Holt, Rineharc & Winston., Inc “’19?0‘

1
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CHAPTER I

3

-

—

v *

. ) o ~
. 'S

BACKGROUND AND -GENERAL INFORMATION

o : FOR .
. ALL ELEMENTARY TEACHERS OF DANGUAGE ARTS




-

INTRODUCTION

.
. .
/ . ¢ . .
. .

» . -
In order that teachers' reSpénses relative to learning outcomesf

instructional . activities and instructional materials be placed in proper -
perspective, all questioanaires included a- common section dealing with

background information on " the tgacher and, soliciting teacher opinions about
the language arts curritulum. The pragent chapter presents the findings of

the common section. Since, in applying stat-istical tests tﬁ‘differences between -

groups, it was found that all elementary teachers resgonded in a similar
manner, ‘the data from Jll elementé:y'questionnairea has been collaﬂsed and’

the responses will be treated as coming from a single source. This procedure

was used only for Section 1 of the questionnaires, the Background and General

Information section.

*
L]

Information will be'presented ons various features of the teachgrs'
background and 0p1nions Part A will deal with the reépondents academic
background Part B will consider experiences in workshops, Part C is concerned

with memberghip in professional organizations, Part D vith class eize, Part E

with the manner.in which instruction is organized and Part F reports on working

conditions. Responses were made through selection of various alternatives,

either .descriptive of certain academic or,classroom realities or on a

3

preference,scale. . ) ‘ -




Table 1-1~ Percent of_Yes Responsesx
Areas of University Tralning

Teachers of Grades 1, 3, and 7
-

L v

L3

Areas of Univ. Trainigg % Yes
a. Language Arts - . 76 .4
b. English Literaéure 66.0
¢. Reading 59.8
q. English Composition - 53.1
. Children's Literature 46.8
. Creative Writing - 29.1

Remedial Reading " 2.4
Drama 15.8
. Linguistics . 14.2
Speech ) 10.4
'.,Kiddergarteﬁ ’ 8.4
Lisrary o, 6.2

*Number = 5218

Discussion:

. q .

-
Of the areas wh@ch might be considered t® comprise the content ok academic
X .

‘training for lquuage arts teachers not all are to be found in the background

of elementary teachers, and some are very poorly represented. Slightly over

79% of the respondents have had courses in methodology in the area in which
o

‘they instruct - a surprising finding considering almost all elementary teachers
teach language arts. Only be;ween,soz,and 66% of the teachers have had specific

courses in reading, English composition or literature, the céntral elements of

-

all language arts prégrammes. Qther courses such as speech E?d drama have been

taken by only a small wmihority .
. / o -
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’

Summary and Conclusipns
[ . ¥

As will be noted, the first six'areas listed are.those_whichnmay—be—éaid————v -
to make up the principal ortnodox or\traditional school language activities,
though many lanéuage}experts might argue'powerfully for more\iﬁbortance to be ’
given to "Speech™ and "Drama". Low response figures rggarding "Kindergarten'
and "Library may be attributable to the spetialist nature of the areas, the
small numbers involved and the dﬁgree of provision of the services implied. ®
Librarians may well be largely employed as librarians, father than teaching
language arts per se. In considerlng the first six. items of the list, however,
the reader may be impelled to reflect upon the implied gaps in training which
the flgures seefn"to suggest - 23.6% not having had traiming ip the language arts,
34.0% in English literature, 40.2%in readlng and 50 on. This form of analysis
should however, sonly be undertaken against the background of the edeientary ,i
teacher s need to be a generalist who is required to ;each in all areas daily in,
most cases. As wkll, teacherx education programmes. ; in some un1ve§sities may
not have included coprses labelled "Language Arts"’uhile the content of language

¢

arts courses may have been presenced under anotheripamé;
IR
-’ . /.J. ._" N +
The relatively limited &cademic background OE some teachers may account for*
the somewhat restricted Vlew of both learning outdomes and instructional procedures

as seen in the remainder of the report These findin@s suggest that considerably

more attention must be given at pre-serV1ce and 1n-sEfvice levels to the develop-

-
ment of an adequate academic base for Language Art& teachers.

=




B. FORMAL WORKSHOPS'AND COURSES \ATTENDED
" . R 1
Tdble 1-2  Percent Attendance
- Workshops and Non Credit Courses

workshops gnd Non- %
Credit Courses last yr. Attendanee

.0 -2
. 3-3
. 6 -8
. 9%

e, No fesponee

DiSCuseidn: . : :
-
l. ) -
While 5‘;§§failed to re5pond,land while some ambiguity résides in the
fact that the first category includes "0 workshops™ in its deséription, making -

it hard to determlne a percentage of teachers not attending a?y such activities,

- the proportion of respondents attending"one or more workshops(could be as high

. as 94,7%. . The lowest categqry seems unlikely to represent a "0“ response im
g many cases, as school districts habitually use several of the ”d{scretionary
days”, allocated hy the Department of Education for in‘service.acdivities, with

attendance at'these being obligator&»fof teachers. It would appear‘reasdnable to re:

'gard attendances in ekcess of 3 as very likely to be attendances "of -a voluntary
nature. As will be noted, 47.6% of fespondents reported having participated Eo
this extent, while 13.8% elaimed td have attended more than 6 activitfes. The

largest single group of responses indicated participation in the minimum number

of foxrmal workshOps and courses, 47.1% of replies falling into this category.




SUMMARY AND CONCLUSIONS

Most teachgrs‘attend workshops, some .attending several aur{ng-the year.

EE i ! -
* These findings suggest that this forum for dissemination of é;ofessional and

academic information could be effectively used to enlarge and extend the
teacher's background Evidence of gaps in ;he teachers’, training éﬁd aware~
ness of current developments emerges throughout the survey, particularly with
regard to the sc0pe of, instructional goals and practices. - In addition to, the
natural time gap betweeﬂ'theory and Ppractice the responses of teachers to the
questlonnalres indicated thap,they were not fully aware of current language

arts programmes as presented in currlculum guides.

-

Q

FRIC,
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. . .
" MEMBERSHIP IN PROFESSIONAL ORGANIZATIONS

»

- Table: 1-3 Percent of Affiliation .
Membership in Professional Organizations

.

b . e e

I

i
N 0

"Profeéssional rganizations . Mémb%rshig

. 1 T
B.C. Primary Teachers: )
Association - 37.6

Provincial Intermedlate —
}Teachgrs,ﬁssociat%on . 10.0

4

Other o . 5.4

B.C. English Teachers
A§30c1aﬁ1on . 5.3

National Council of
Teachers of Engl1sh

,Canadlan Council 6f
Teachers of Engldsh

G
A

Discr.ssioni

Gen#fally, membership in the bodies suggested by the survey statement was
not high, failing to exceed 10% of responses except in the case of the B.C.
Pfimary Teechers' Assoeiafion wﬁ&ch accoented for 37.6% of the sample., Mem-
bership in organizations .other than the ofies specified was not large, (5 54 Iy
In examinlng the figures, it should be remembered that many teachers serve on
a variety.of local: committees cqncerned with professiona; development, liaison
with universities a&d research bodies, and local in-service arrangements. 4
proportion of serving teachers pften are also actively engaged in part-time

‘professional studiés. : S




Teachers were engouraged to indicate organizations other than those .
listed to which they belonged. Those identified in the questio%naires in-
cluded: Spékcial Education Association Music Educators! Association B.C,
Principals’ and Vice Principals Association, B.C., Art Teachers' Association,

B.C. Science Teachers' Association, and B+«C. Mathematics Teachgfa Association.

+ ! v

-8

&+

SUMMARY AND CONCLUSTONS

L]

o
Teacner membership in professional organizations was very low overall,

only the Primary Association showing any appreciable‘hembership. Membershio .
* in national and internation associations was particularly 1ow. Considering,_
the dramatic changes occurr hnﬁinstructional practices and materials, r
would be expected that teachers would continually seek out these changes from

-

one of ‘the most appropyiate sources - their professional’ organizations. 'Since
teacher membership in thege Qrganizations is low it must be assumed uha;uin- »
formation on new developments is being provided, if at all, byJother means such
'as in~service activities. These findings, when coupled with teachers? rather °

limited views on learning outcomes and instructional Ppractices, suggésts a need

/

to provide for teachers' more extensive contacts with their profession a§ it .
&

exists outside the classroom and the school f'




“ D. SIZE.OF LANGUAGE ARTS cniss:'
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Table 1-4 Pefcent in each Category yf
' ) Size of €lass '

" Size of Class e * % in Gategory

"

. x
12715
16 = 20
21 - 25
26 - 30
31 - 35
35+
. No response
&

]

o

Discussion:

H [

.Responses amounted to 98.9% of the sample and a clear majOrity;{
th%replies indicated ¢lass sizes above 26, 1In fact, 19.3% of the
ported over 30 pupils per class. The-largest single category was
enroliing 2%—30 pdpi}s, accounting for 36.8% of the sample.

e

SUMMARY AND CONCLUSIst )

That classes are generally large (between 25 and 30) is clearlyfevident ffom
these findings. Suhsequent tables dealing with the nature of class ganization
should_be interpreted in the light of the facts presented above,nas ass size:is"
likely to be a' powerful conditioning factor when deciding upon the 7§ sibility of
various forms of osganization- The readEr s attention is also diredted to a later

'set of tablés and comments, in which the reduction of flass size ig @ rongiy?inﬁg§
dicated as the 1mprovement;most wanted by respondents. Classes of ot less, '
‘ which lend themselves -most }éédily to techniques of indiyidualizaed O it will

be noted, ambunted tq only 17.5% of ‘those surveyed.

.o e
¥ : : ., &4
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Table 1-5 - Percent ir each CategOry
. Organizatidﬁ for Instrucgion

o

@ T ?‘p
_: L LY
-

] ategor . - " Pércent ° -0
v Category e , Perc no ;;“ (:’wm\T
@

L - -
"o

i. Assignment to Class

s . L
Heterogeneous asgignment to .class 6%E0 - .

Homogeneous aesignmex;\.i:o class - ¢24.9 -

Multi age (famlly)

L

. oa

ii, Room TIE. P i
Self—contamed ﬁ:‘assroom

z 3.
Teap tegching (more;xhan 1- teacher) ¥

Open area (more than 1 class),

Y
s
o

Aii. Wiéhin.C&ass‘Organization*
'Abiiiqy gooups ‘
) Individyhlized
Partially indiviqg_a;izedi_: B

Total class iggtruction

iv, Subject Divisionms or Integration
' Spparate subjects instrugtion
Departmentalized instruction

Integration of the components .of Ehe' .
Language Arts/English spfogramme’ | ° 59,5
Integration of the Language Arts/ ey
. English InStruction with other_
areas of the Curriculum ° 62.7 .
. ‘AA’

o

,* More than ome category was chosen’

+
! Discussion:

F

1. Agsignment to Class T

As the tem “heterogeneous ‘may be taken to include.the des;ription "family,‘

ti-age”, some overlapping between tables is poSsible. There is.also some

. Ly Fa . -
' Yoo %L
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variation‘possible in the respondents' interpret tiong of the'descriptions,

- L
— *

throughoutem _ *
) . -

1 L)
% “a
AN
¢
4

e There was remarkable similarigy between the proportions of the, repbiqs.
majority of answers, (69%), said their elagses were heterogeneous, while 24.9%
reported homogeneous composition, Family groupipg was claimed by 6.4% of

-'respondents.

Traditional patterns of class division seem to have been maintained ina
large majority-of cases, with 80. 9z of replies indicating self- contained cla¥s-.
room operation. Some overlapping of response migut have been. expected between )
the last two choices, the ‘two situations not necessa{ily being mytually exclusive.
In fact, sfspondents appea;bd to select between the statements Enirly clearly.
Team téaching,, perhaps the most’%adically different arrangement offered by ohe b
question w .zeported by only 8.2%, while open-area operatIon was reported by

P i

N §2 of the sample. . - ¥ LS

+ o
4

-" A

iii.Within Class® Qrganization
- - ] -

. - —T— - N ". " . ' -
Y substantial nsmber Qfﬂrespondents (38 1%), reported, that they teach

’mainly by total class 1ns§~gu%t.ion¢ ~ The use of grouping by ability - essentially

the -creation of mpfe ne§@1y hompgeneous gzoups within classes - wag~feported by

68 4% of the sampleg‘and this may bear some relation to the sfatement, by 57.7%
of the sample that thé& considered their instruction to-be partially individual-

.hfized. Completely iﬂdividualized instruction is clhime% by 21, ?A it should be’

noted that these were not dﬁScrete categpries and many respondents ‘chose more *
"h

-

than one form. of’orgahlzaéaon" %here are, thexeﬁore many- variations of these

Ay
S ; "w_,

basic tYPes of organigation’*” . : ‘ o ) ' ﬁ

. . ‘_,c: i
' iv Subject Divisions or'fn;sgration {e .

-

’b il .\‘

-

,'_ - - " '
g Ee 2 .

— '

1

Replies were fairly eveniy divided between those who considered that theims
instquc?ion vas divided into clearcut subgeqt areas in’ 1anguage arts, e.g. spelling,

. writing$ etc and thbse who did not, though the 1attet were ih the majority. Pre-

. sumably those denying any glear division were, by the same token, claiming to in-

.

strucg in an integrated wa? o ' 1 » -

Ls
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The trend tOwards;integration of the traditional divisions of instrqgt;on
was, in fact, quite marked. In language arty instPuction, $9.5% of respondents
said that thef'integrated the various aspects of the subject, while 6?.?% of

| the sample reported that they considered their language arts instriaction*to be |

integrated wfth work in.otHer subject areas.
~ . * - !

Teachers' Comments

hY
Critical comments were leveled agalnst those circumstantes.or activitles

where one class or grade could impinge upon another such as in.open areas and
split-grade rooms. Note was made especially of the difficult/(of ‘conducting
oral communication actiﬁities under such conditions although some Grade 7

teachers felt they would like to tn{aopen area settings for some activities.

This latter view was countered by comments from Grade 'l teachers who in-
dicated a strong desire to be able to be\in closer contact with individual
class members . Open areas, split-grade rooms and over-large classes were ‘felt
to 'be inhibiting this contact drastically. Teachers alseo mentioned,the ax-
cessive demands of the overall curriculum for Grade 1 as well as the fact that
the cdrticulum was one in which too:great an array oé skills nad'to be taugnt

to tdo many in too short a time.

SUMMARY AND CONCLUSIONS

Some'caution is advisable in interpreting the Eigores on classroom organi-
zation. There may be a danger of assuming that the sample itself was homogeneous
as to the conditions under which the respondents ?ere operating. The coﬁposition

of the sample, detailed elsevhere, sbonld be borne in mind. In urban'situations,

wHere larger school populations are within easy reach of school facllitieS, selection
L '

’
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"21.
to forﬁ honogeneous groups is a choice(the of%anizei may make, bérring Qther .
inhibiting‘?actors. The options open t0 the organizer are likely t® be-more v
limited in rural situations, with more sparse populations at some distance
from the schools, unless the administratiop takes the unpopular step of con-

: centrating pupils by transportation or $ome other method. A proportion of t

family groupings reported might well be simply a reflection of tHe situation

of some very:small rural schools, whose intake is small\in numbers varying widely

With regard'to assignment by type of room, caution must be exercised once
more as there are varying levels of freedom to exercise choice as to the mode
of\division, according to the number and variety of skilIs of staff, the physical
existence-of open areas in which to work, ™nd so on. The self—contained class-
room is, however, still,the‘most popular type of setting'for instruction and -
reflects probably as much-teacher preference as situationai necessitly.;

Teachers have long been urged to divide classes into groups and sub-
groups, to attempt 1ndividualization by a wide variety of means and to become

a facilitator of learning instead of an overt teacher. 1In spite of this, more

ne—~third. of-those sanpled reported teaching by total class instruction.
In fact, all teachers quite appropriately must use total class instruction part

of the time for a variety of reasons. In this survey, the majority of respondents

" indicated the‘use of some attempts:o provide for the individual needs of learners.
JHowever, if eaklier tables reporting the proportion of seif-contained.classroomS'

-, as being over 80% and the number of classes over 26 as being over 56% with some
+ 69% of olasses being grouped.as heterogeneous units are borne in mind, the con-.'

" clusion that'a‘considerable number of large classés containing pupils of much
varied levels of ability must bé taught mainly by whole-class instructional methods
‘}s haid to avoid., It should be stressed, however, thaﬁ the statistical ev1dence
Iis very tenuous for such an assumption to be made. Further investigation should
be made to digcern what factors inhibit individualization. With most of the self-
contained classroows {80.9%) mainly heterogeneously grouped (69%), and subjétted
to internal rather than external forms of orgapization (ability groups, partially
or wholly individualized), the very low proportion of departmentalization was

" not surprising (4.4%) . -




v Hhile thése data are opipions and Qre ndt precise enough to be re~

ported asg fact,.there does appear to be a trend towards 1ntegration of Sukject
subdivision and entire sﬁﬁjﬁhts Kiﬂis synthetic trend is a reversal of the
analytical tendency 'of earlier years and is in sharp contrast with secondafy )
: school practice? Departmentalization which received such small support in .

_ tbis survey & responses, is the rule rather thap the exaeption throughout the
g stages of education which follow the child's elementary School experience.'
‘This can hardly facilitate the process of smooth transfer from elementary to
secoﬁdary échooling and consideration may have .to be-given to integration in
the ea;ly stages of secondary education or departmentalization in the 1ate

+

stages of elementary schooling. - c <
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F‘ FAGTORS AFFECTING THE SUCCESS OF THE LANGUAGE ARTS PROGRAMHE

- [

Table I-6 Mean Values* ~ )
Factors Affecting Language Arts Programmes

‘..

Factors Aff ean.iea.fz'esr.ama?é - Mean Values.
2 : . .

Reduction of claas size -

Greater time for preparation
b

More clerical assistance
d, Better library services
e. Reduction, of total pupil load -

£. Improvement of physical facilities. (in the school
and classroom) .,

g. Textbooks more suited to 1nstructiona1 needs

h. Increasing time allotments for Language Arts/
English *

1. More reledsed time for in-service and profea§ibna1
development .

3. Mdre effective in—service and professional
development

k. Cwyrriculum Guides that offer more assistance in
the instructional process

T i

1. .Curriculu'm Guides tﬁt outline content in
specific terms . i

‘ m.-More effective teachei education pre-service
programmes _Jv

n. Nore Learning Assistance services
- "

[y

* . L

*1% High priority 2. Important but not a priority
3. of moderate importance .4. Not very important. -
5 of no importance .

;7




.

Table 1-7 Priorities - Highest and ‘Lowes{
) Factors Affecting Language Arts Programmes

Highest Priority . . Percent

a. Reduction of class size 56.8

b. Greater time for preparation 18.2

Lowest Priority -

. More clerical assistance

b. Increasing time 21loTments for
Language Arts/English )

’

Discussions:

Of the fourteen items listed which mé;ht affect the success of language

arts programmes, the two identified as most crucial were reduction in class
3ize (a), and more time for preparation {6y, clearly revealing the limitations
under-which teachers feel thé&y operate. \hfpest priorities went to. clerical
assistance (c), and increased class time allotments (h). While the two factors
having the higher priority were considered to be "Egsential” to "Importantﬁ on
the scale and were selected by 56.8% and -18.2% of the respondents, those of
lowest priority were generally in the "Of Moderate ;mportaﬁpe" eategory and

\ qere:selecéed as having least irifluence by 22.8% and 17.4% of the respondents.

“Other factors which appeared to he coneidered highly related to, the success of

the language arts programﬁe,were:~ more effective teacher education programmes (m),'

and more suitable textbooks (g). gmhe'remaining factors were generally ranked

3 )
either "Important” or "Of Moderate Importance” on the scale.

. . ’




SUMMARY AND CONCLUSIONS:
* . & N ]

L3
1

Teachers generally agreed that theiy main difficulties were rooted in

excessive class size, lack of time for preparation and consul:ati&ﬁ, inadequate
*or inappropriate teacher 'education, unsuitable textbooks and lack of support

and guiéance‘in the carrying but of the prograﬁﬁé. fEach of these fac;orslhas
long been ﬁ_source of problems for edqu:ors at all levels from the Faculty of
Education to the Department ofEquca:ion to the local distriert and ;chool. Many
and variocus attempts have been made to resolve these problems ranging from the
provision of more funds to the reorganization bf programmes. Such attempts merely

reaffirm the presence of the long standing broblems and call out for continued

" efforts towdrd their resolution,




INTERPRETATIONS AND IMPLICATIONS

N .
Tﬁe authors‘preseat the Iollowing inferﬁretations and implications as:they
arise out of the findings and cpﬁclusionscfrom this’part of the Questionpai;e:
. - : o
ConSidering the relatively llmited academic background of some teachers,x
more attention shpuld be gwen at pre-service and in-service zevezs to
the development .6f an adequate academie wgswnal base for Language
Arts teacher*s, especidlly in Reading and Language Arts. As well, teachers
should assime the responsibility of upgr'admg thew backgromds thmugh

swmmer seSgton course work. ,

.
-

In light of the popularlty of workshops and Evidence of in teachers'
training, the workshop should be developed a8 a more effective means of
dissemination of professional and aéademic information.

' 7 * :
Due to the agsgrent needs of_téachers?égﬁge made more aware of changes in
instru;:tional practices Emd rlfateriajlsgas seey later in this repo::\tl, and
qhefr limitéd membership in professional organizations, more effort should
be made to e,;coumge membership in these organizations and to encourage
more sharing of professional information through other avenues.

. ' .
Since excessive cléss size is identifieq as one af the most deleterious
factors in the implementation of an effective Language Arts-programme, every
effort should be made t0 reduce the size of Language Arts clugsses. Also, the *
effect of a decrease in class 8ize upon Zeammg should be anestqgated

\ \
Because tea;cllers, i general, appear to favour individualization and i'nto.ag\ration‘:
of 1nstruct10n while fhey are requlred by circumstances to organize classes,
for the most part, in large heterogenous groups, mre adninistrative and
pmctwal opportunity should be provided for mtegmted and individualized
instruction.. In pddition, appropriate "tr'ansziwn experiences” in terms of
blas‘sr;oom orymizatglon - e.g. defpartmentalization - might be éﬂgvided at the
upper elementary level. to prepare students for the secondary school. Or,
more iwteg"mted appma'c?ijmight be used in the early .stages of secondary edu-

- !

cation.
]
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S:l.nce teachers agreed that their main d:l.fficultles in :|.mplem‘enting an opti—-
mally effective programme were the traditional problems of excessive class .
size, lack of time for preparation, inadequate or inappropriate teacher edu-
cation and textbooks and lack of support in carrying out the programme, there

should be contznuzng and increased attention to these long standing problems’

-

by ail concerned.,
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CHAPTER 2

[+

KINDERGARTEN LANGUAGE JARTS
— —

& ‘“‘“—a..\ '

¥ -

: . . é”
"Within the integrated éurriculum of the Kindergarten‘éhe teacher will
be aware of the (traditional) subject areas but the emphasis will be
on the child in the various é?tivity centreé, any one of which might

embrace all of these subjecf?areas.“'

Resourcé Book for Kfﬁdegggrtens
Departmént of Educath

Provincé of British Cflumbia
l973:2¢ :

-

~ This prort is fogcussed on the place of LanguagglArts in the Kigdergarten,

.

r
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The typical Kindergarten class is a heterogeneous group of less

than 25 children assigned to a self contained classroom under the (
Aguidance of one teacher. This teacher m\y have either dne or two of
these half-day sessions perfday. There are some'instanoes of family
grouping, team teaching, open areas and c¢ombinations of-Kindergarten
and Grade 1 children. Many’teachers oppose the idea of multi-grade
groups on the grounds that it inhibits the'achievement of the goals
of the Kindergarten Programme. ' .

The Kindergarten éurriculum is usually‘based on an eclectic

cofbination of educational theories selected by the ipdividual teacher -

whose main reference is the.British Columbia Regource Book for Kinder-
gartens‘ "Few other reference books are in general use.

Tha teachers are of the opinion that the main purposes of

Kinderga:teigire to_ develop a positive self-concept, to provide an .

oﬁgef—ation\p riod for ‘the informal diagnosis and correction of learning
problems, andéto lay a foundation for the formal instruction'in the
Language Artd in the ensuing years. To implement'these goals,
» activities which stress free indjividual play and involvement with a
variety of materials and ,equipment are preferred over structured 1
. lessons in specific skills. Total class participation in literature,
music, painting and movement education js also emphasized in the
teaching/learning procedures. '
In the Kindergarten Language Arts Programme, the most important
goal ig to develop the ability to communicate using language as a 7
social tool through talking freely and easily, and listening to o ersﬂ/
“/}he importance of developing readiness for beginning reading in the
- Kindergarten while rejected in theory, appears to be accepted to some
degree in.practice. There is some'controversy as to which skills‘ .
can be considered legitimate activities in the Kindergarten and which
are‘rightly the domain of Grade‘l. Kindergarten teachers resist the
suggestion that the Kindergarten year assume some Of the tasks of the

first grade! However, from tha positive‘responses to the goals of a




¥
-

projééféd ideal Kinde;éarten Programme which included many of tle skills
Ipre-req@isite to beginning reading, it may be supposed that in some’ classes

o

“these are already part of the Kindergarten curriculum. - »

Evaluation of individual progress throug@ informal obgeruatioﬂfis
.preferred. Other types of evaluation, such as standardized tedts, are .
thought to be inappropriate at this level. -~ . - e

The teachers felt:that fewer children, more equipment and space, the
clarification of the goals qf the Kindergarten in thi total school situation,
and greater access~to-in-service education than %xist at ptesent, would im-

prove the Kindergaften Programme .
) s
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ORGANIZA, 10N orsz THE CHAPTER
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Because ‘of- the specialized nature of the Kindergarten Progrﬁmme,
" it was necessary to sepatate the information regarding the experiéntial
" and academic backgrgund of the Kindergarten teacherﬁ-participatio in

L \¢

o~ Workshops, ang/membﬁrship in professional organizations from the g

statistiqs and;discussion presented in Chapter I. Similarly, claas size, ’

organization for instruction, and suggestions for improving professional
vprking conditions appear in the appropriate sections of this report.

. Q‘, The chapter is.therefore divided into the parts which approximate

the sections of the Kindergarten Language "Arts Questionnaire These

-

are as follows:

-
u

Part I Background Information

Part II The Kind and Extent of Learning Experﬁendes .

Part III° The Nature and Organization of Teaching
.~ Procedures

1
L}

Part IV ) The Nature of Learning Activities

-

( Part ¥ " Leaining Qutcomes
v Part VI’ Application of Knowledge

~Part VII' ' Evaluation of Attitudes, Knowledge, and
Skills

Part VIII Developing the Curriculum and Achieving -
.. Goals in the Kindergarten Language
: Arts Programme

Interpretations and Implications

»
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PART I. BACKGROUND INFORMATION
'¢ /.-n-' R . ) . v i
4 . . . v .
Table 2-1 Percentage of responses ’ “f _
Background informaticn _ ;/ L

¢ 1

7 , T N=664

L.
\

Y

.Percent

] A .

{

,,jiaxJ'FiShest certiﬁica;g;ggsgﬁ?ry- )

h

Professionél ot

x

A

Standard

o

License
-

No response or ogtsi&é.range
b. Years of pqst-secondarf trainiig. ' . o
. C0-2t o RAVCRY
4
5
6 N
More than &
No response
‘Years of *teaching expéri nce
One or less
.2-.3.
b -6
7-10 .7
11 ~ 135 i
16+
No;response
d. ‘A;eap of University Traiqigg
\\ o English Literature :
L&nguage‘Arts‘ T
Kindérgartéﬁ
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" Background information” (conti u%H)
e -

. . . . §

i

H

Children 8 Lite%ature S é%
® & 9,
egding*r‘ﬂ?"‘ Rl 49.7%

' English Composition 48.5%
" Creative Writing 22.4%

=

Drama . 18.5%

~f

Remedial Réading . 17, 3%
Speech 15.8%
Linguistics 15.2%
Library - 2.7%

Number of formal workshops and/or nonktredit courses'
attended in the last “two years

. 0 -2 . 40.7%
3-3 : 38.4%
6 -8 13,7%
9+ : 4.2%
No response ) 3,607

Membership in Professional Organization' (Only those
04 response)

.C. Primary Teachers' 53.9%
* Association

Odher " 10.2%
(s.c. Kindergﬁrcen
Teachér's Association)

~ Discussiou:!

-
&

;
The Kindergarten teacher in British Columbia appears to be

L)

(Z?elatively new to the teaching profession Over half (52%) have six yéérs
or less teaching experience; 317 have been reaching under three years.
The‘affirmatiqe responses to the areas of University training
which are particularly relevant to Kindergarten teaching: Language Arss,

Kindergarten, Childrens Literature, Reading, Drama, Remedial Reading, and

Speech, show that less than 65% have taken courges in these areas.

37




SRR T34, .
Attendance at workshops and/or non—credit courses 1is comparable
with that of the total'Elementary group (Table 1-2 on page 13) with a slightly
higher percentage attending on-a voluntary basis.
Membership in Professional organizations is not high with
approximately half of the teachers (53.9%) belonging to the B.C.
Primary Teachers"Association. A small percentage indicate that
they belong to Kindergarten Associations both provincial and local,

4

‘and to Special Education Associati%g?.

SUMMARY. AND CONCLUSIONS e

4

The Kindergarten tedcher seems to have received relatively

limited contacts with those experiences which prepare her/him for teaching

in this Specialized araa. -Although the data from this studY does not

provide information about the location of teacher education, other reports*
indicate that many Kindergarten teachers have been trained outside British
Columbia, e.g., Great Britain, Australia, and the United States of America.
"In the first two countries, teachers maﬁ#be trained in a college as opposed to
-a university: in the last one, a Child’ Development approach is emphasized
rather than ah_;o d spectrum of courses. It may also betspeculated that
courses such as sh ‘prpvided by Community Colleges for Eértification by

the Human Resources. Department have been taken prior to university

entrance,, However, with the large proportion of the teaching staff of

the Kindergartens having three years or less of poSt-secondary education '

and less than six years of teaching experience, these variables can.not -
completely account for the apparent gaps in teachér preparation. '

L

1t seems evident from the data that assignment of Kindergarten
cl&kses does not depend entirely upon either experience or specla} pre-
‘service education. As will ‘be seen in the following parts 6E£the

" chapter, the teacher plays the leading role in Selecting and evgluating

the goals and content of the Kindergarten curriculum Under these
cifcumstances, it is imperative that in-service educatio$ be available to .
assist the teacher in the field in the performance of these important tasks.

~— .

-

* Superintendent s Committee, Kindergarten Report - 1966. Submitted to the
Board of School- Frusfees ,North Vancouver, B.C. (Mimeographed copy).
Goldsboreugh, H., Kindergartens in Canada. Toronto: Canadian Education

Association, 1972. |VL3

Fleming, T. and Kratzmann, A., Pre-primary Pubfic Education in .Nestern
Canada - Perspectlves and Practices. EarlxaChildhood Education, Volume 9,
No. 2, Winter 1%75~76, pp. 5-32.

e
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PART I1, THE KIND-AND EXTENT OF LEARNING EXPERIENCES

- . af

*

Questiofns in this section were concerned with the' kind and extent

of learaning experiences in Language Arts in the Kindergarten includingf

the source of activities: materials and the-Point of view upon_which the
> 34

’ L £

programme 1s based,

Table 2-2 Mean Values?
Frequency of Uge of Resource
and Reference Materials.

-

Resources and Materials

a. , B.C. Resouyce Book for Klndergarten

b. The<Peabody Language Kit , 2.9
c. B.C.,Cufriculum Gui&e'for'Kindergarteng . 3.1
d. Prime Areas - . . 3.2
e. Frostig Visual Perception Guides 3.7
f. Montessori Meth&? and Materials 4,0
g. The Ginn. Language Kit o J 4,2
h. Distar Programme 'y - 4,7

Open Court Preschool Materials . 4.8
\ .

*1..Always 2, Ofter 3. Sometimes' 4, Seldom 5. Npﬁer

*

Discussion: ] .

The teachers were asked to indicate the frequency of use of resource
and reference materidls on a five poidt scale: 'Always”, "Often", "Sometimes™,
"Rarely' and "Never“ - The most frequently™used resource material for cur<.

riculum developmeﬁt is the B.C. Resource Book for ‘the Kindergarten (a), with

76% of the teachers indicating that it ig used “Sometimes’, "Often" or
“Alwafs“% The Peabody Language Kit (b), the B.C, Curriculum Guide for Kinder-
gartens (c), and Prime Areas (d) are used by approximateiy.twOTthirds of the

teachers,

-l




Specific Programmes form Kindergarten such as Ginn, Montessert, F}ostig,

__;Distar and Open Court are used infrequently. . - -

Curriculum G)idee from other B.C. so&cee added by the teachers are
those issued by Burnaby, Coquitlam, Cranbrook, Nanaimo, Vancouver and- the
B.C. Teachers’ Federation. Resource Books from Manitoba, Ontario and A h
.Ottawa gre listed also with the Ontario Kinder:'g.'a‘rten Resource Book bei’ng. ‘

‘most frequently 'ﬁ'}entioned. in addifion to the kits listed, Dinkmeyer's

Guidance Ser¥ice Corporation, was written in.
iy . - 9 .
Reference books mentioned were: Widmer, Emily L., The Critical Years;
' Allen,Roach V. , Language Experience in Early Childhood Lorton, M., Workjobs.

orkjobs is most ﬁrequenl:ly mentioned.

Developing Understanding of Self and Others Kit, published by American ) >




Table 2 3 Mean Values*
- Attitude Toward Ways of Fostering
Language - Arts Readiness in the .
Kindergarten '

Ways of Fostering Language Artg

Enriching -the children's language resources
with a variety of experiences

Providing an environment responsive to each
child's needs

¥

Encouraging an interest in speaking and reading

¥
L]

'Helping the children to develop effective work habits

. 5 -
Training in visual discrimination and sensory-motor

»

learning "skills . -

A Language Experience Programme based on the oral .
language of the class '

Taaching.SOUnd letter associations Lo prepare children
for reading in the’ pre-primers

’Teaching the alphabet - N o 2.5
2 ' .

Teaching sight words before sound-letter . .

relationships are taught ' ‘ 3.1

Teaching the readiness skills syggested in the reading

series in which the children will begin formal instruction

Intensive teachipg of skills pre—requisite to reading ’

A Readiness Workbook

3.2

T
3‘3

3.9

*1. Completely agree ‘2: Agree 3. Undecided 4, ﬁisagree 5. Completely disagree

Discussion: . ::;

i -

o
, The teachers were asked to whaf extent they agreed or disagreed with . ///
these statements?' Enriching the children]s'language Tesources with a v%riety

of experiences (a) and the prov;sion of dn environment respon31ve ko each

child s need (b), are endorsed by‘dVer 97% OFf the teachers More rhan 95%
of the teachers agree that encouréging an interest in speakino and :
reading (c), ‘and helping the children\io develop effective work habits (d)

are important facets of pPreparation for the more formal instruction in the

. i . - LY
- . o ’ $1 e,




Langnage Arts. There is 93% agreement that training in visual discrimination
{e) should also be included in the Kindergaften ‘curriculum.

Twenty-Four percent of the respondents are undecided about the
inclusion of the.reading readiness skills whiéh are suggested in the reading
series in which 1‘? children will begin foymal insrruction.‘ They are equally
undecided about whegper a gight word‘appr?ach or A'phonic method should be

- used in presenting thege skills. ° «

Between 40% and_63% disagree to sQme exten with teaching readiness

skills by any method. Readiness workbooks are compietely rejected by 63%
while 18% ‘think that they should be used. -
- - N t‘ ..‘
o %
SUMMARY AND CONCLUSIONS
- — -
The prime reference sources of the British Columbia Kindergarten

.

.

curriculum are those produced in the pro&inCe. _Resource books from other
provinces are also used but ro a much lesser extent and are usually purchased ‘
by individual teachers. ' 5

X - Few reference books are conSulfed except‘thoee which are suggested or
provided by the Department of Education. Similarly, tlie Peabody Language
Kit and the DUSO Kit are routinely supplied by many school districts.

. The ‘teachers indic;§e by their responses that the curriculum in
Language Arts in the Kindergarten should be based on the dévelopment of
language skills through informal contacts with a elassroom environment which
encourages an interest in'aneaking and reading. \ ’

With the exceptign of training in visual discrim{nat}on, opimions are ¢
divided on the inclusion df experiences to deve10p specific skills which could
be consilered basic to readineQ§ for beginning reading. It is clear that the
curriculum in this area of the Language Arts depends upon the philosoPhy and
-insight of the ind1v1dua1 teacher. In most cases it appears to be unrelated
to the programme of beginning reading in Grade .l, since the data indicate

little conslideration is §lven to the 3pecifip reading tasks of the foliswing

1
v

N 4

-

vear. -




PART III. THE NATURE AND ORGANIZATIdN OF TEACHING PROCEDURES

[3

In examining teaching proceﬁures, questions were asked about Ehe

a531gnment of children to classes, the clags size, the organiza&ion for

instruction, and the types and frequenfy of use of professional and para-
-y

Jprofessional assistance which are accéssible to Kindergarten teachers.

-

Table 2-4 Percent ﬁ g
Organization of Kindergarten Classes

. » N

{
Types of assignment to ciasses Percent -

’

Half-day for each of two classes O 74.1%
Half-day for one class - ‘ 11.4%

4
el

Multi-age groPping - T 8.4%
Combined with Grade I (Half-day)i . 6.9%

Open arei” (tqq,o:,mg:gmgiasses)

) r
Combined with G;%de I thQlE day) ) N\““iasz r/<

Discussion:

< -

The ‘teachers were asked ib\check the ways in which children were assigned

to tlassrooms. :

-

The most popular organizational structure in Kindergartens is teo .have .two

classes each attending for one half day under the direction of one teacher. There .

"

*are 76 classes wherein the teacher has one class for half-day_gessions. - Forty
‘respondentsmindidated that they werei}nvolved in open area si§§itions of tyo or
more classes. . ] B

Thesgbappears tq be some experimentation with combining Kindergarten and
Grade I children for’kalf-day sesgions (46 reﬁpondents), in whole -day sessions
(10 ‘respondeénts). and in multiwage grouping (56 respondents). ' ™ /

L

;.

Teacher‘tomments: \

Teachers indicate that they are not in favour of combining Kindergarten

-
-

‘.\__

45,




]
1

children with those in the grimar¥ Grades and feel that it interferes with

-

the full achievement of the'goals of the Kindergarten,

l

-,

\
" Table 2-5 Percent

Class Size

Number of Children .- Percent
1-15 . . R U3
16-20 - 27.0%
2125 ’ 39.8%
26-30 _ ‘ 10.5%
31-35+ _ R . 2.0%
X Ha{g than 35% . ' ‘ ’ 2.4%
Net response ' ' .  %,2%

“ .
Discussion: .
A R SRS

ef

~

» , . . :
Eighty-one percent of the_ggépondents indicate that they have 25 or fewer
children in their KingeTharten classes. A relatively small percentage (10,5%)

are in the-category.which approachest the maximum number of children allowed by
L] ! .

the Departmenﬁ'of Education regulations. ‘Twenty-nine teachers report that they

have over 31 children per class. ‘An equal numper of teachers chose not to

answer this question. " ‘ =

«
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Table 2-6 Percent - - -
Organization for instruction

L

Types of organization . . Percent

.

'l. Assigument to Class

Heterogeneous, assigonment to class
N Homogéneous assignment to class

Multi-age (family grouping)

2. Room Type:
Self-comtained classroom
Team teaching (more than one teacher)

' Opek‘area (more than one class)

3. Within iClass Organization
Abilicy groups
Individualiied )
Partially individualized ;,J”’ﬂ\ _

Total clasqﬂ}nstructian~"~“#/

3. Suhject.Divisions or Iitegration

Separate subjects .

* .

Departmentalized
" Integration of components of the Language Arts

Integration of the Language Arts with other areas

'

5

r

Discussion: .
\ § . * °
IThe teé%hers were aske& to check all d;scr;ptions which appliéd to thefr °*
class. A profile of instructional organization ghows that the most usual patterﬁ
. is one in which a he;efogeqeous group is assigned to*a 3elf-contained classroon.

Inst}ucéional procedures include a combination of some degree-of individualization

and total class instruction. The Language Arts content is integrated with other

-

curriculum areas. )
. Some fhconsistencies are noted in the percentages claiming "Mﬁlti—age ‘

grouping” and "Open areas" in Table 2-4 and Table 2-5. "Thistcould be caused
by misinterpretation of thg terms: ‘“Multi-age" could mean a range in chrono-

logical age; "Open area" is applied to a variety of situations and may have
J
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Table 247 Mean Values*
> 'Frequency of Use of Professignal
and/or Para-professional Assistance.

A

T

Types of Assistance - . C, I Mean

School nurse . . ' 2.5
Parent involved occasionally ) 2.8
Older pupils in the school . i 3.0a )
Parent involved on a regular basis 3.3
Community resource persons o ' W
Speech therapist : 3.5
. .Other teachers (assistant or team teacher) 3.5
Teacher aide 3.6
Learning agsistance class teacher ‘ 3.7
School psychologist ' . 3.8°

Subject-matter specialists, e.g. Music, Art, P.E., é;c. 4.0

ad

%

1

o +
*1, Very frequently 2. Often 3. Sometimes &. Seldom 5. Never
Discussion: _ - .

The school nurse is the most frequently consulted pro}essional to ;Lpport
the work of the Kindergarten teac * Fewer than 107 report frequent con-
sultatieﬂkwith a school psycholog st while approximately 15% to 20% indicate
that, a speech theraﬁigt and a lear ’/g agsistance teacher are available and/

r consulted "Often" and "Very Fr uently". These professionals are "Seldom"
or "Never" consulted by betweed 40% to 50% of the respondents. ic appears that
specihlists in Music,lArt, anzgi

t have liqtle contact with the Kindergarten

teachers as 45% report that they ever&use their services
The occaslonal involvement of parents and the assistance of older pupils
7
in the school are the most fﬂeqdently mgntioned.para—professionals‘
L .

< -
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Teacher Comments:

+

) Additional sources of assistance writtern im by the teachers included
* the school Principal, the gesouroe bentre Personnel, Dental Health Specialists,
' and the School Librarian wﬁo was most frequently mentioned. It would geem
from the comments made that some of the professional resource personnel are
never usezrtétause they are not available,

3 N

SWMMARY AND CONCLUSIONS | : . R

3
Assignmént to Kindergarlen classes favours the traditional two half-day

classes whether under the gJidance of one or two teachers per day. This
could be an administrative dbcision but from the teachers' comments, it
appears that they are reluctant to introduce dif ferent tYpes of assignment$
such as combining the Kindergarten and Grade I. This, they feel, miéht
require more formal teaching‘of the Language Arts and thus lessen the over-
all effectiveness of the Kindergarten Frogramme.

This attitude is further aggravatiéd the limited availabiiity of
para-professional assistance to free the|teacher for .small group instruction -
without neglecting the rest of the class, ) )

Although the class gize is not excessive when compared with/the total
pictn/’fgf enrolments in the Elementary School (Table 1-4), smallersclasses
would’ increase the number of Kindergarten classes required and result in
the opportunity to assign children to classyooms on a2 more homogeneous E
basis, thus decreasing the range of language maturity with which a teacher
must deal, * Under these ciroygstances,;other organizational structures might
be more acceptable. ‘ i

- Tgehpaucity of supportive services of a professional nature such as a
School Psychologist and a Learning Assistance Class Teacher, should be a ‘
matter of some concern vhen one of the stated purposes of the Kindergarten
"is to provide for an early observation pariod to diagnose and correct learning
problems {Table 2-9, ¢). It would seem that it is imperative that Kinder~
garten teachers should have an extensgive background of training and experience
in Child Psychology and in Language Arts especifally in the areas of Reading,
Remedial Reading and Speech, ih order to diagnose and correct thé less severe,

non-olinical problems which may be encountered during the Kindergarten year.

bt
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4

" .

The survey does not provide information regarding the extent of the

teacheérs' training in Child Psychology or Child Development but the
data show that at least a third of the teaghing staff have rot had

specialized training in Language Arts or agsoclated courses. ’

' -




PART IV. NATURE OF LEARNING ACTIVITIES

Questidns in this section examined the tyﬁes of learning activities

and frequency of, use, .

+

Table 2-8 Mean Values
Frequency of Use of" Selected
Learning Activities

.

“ Learning .activities

.

Conveggagién '
Listening to stories ;ead by the teacher
Discussion ’
Dramatic play-e.g» housekeepingscentre
"Reading" éicture books . . _
Specific lessons in pre-feading skills
Specific lessons in listening
Planning periods e T
Dictating stories about a picture to the teache )
Listening to stories told by children
' Listening to poetry ="
qumatization (creative drama) >
Specific lessons in vocabulary development .
Listening to storiéé:told by the teacher
'Puppetry
Experience chart_compbsitioﬁ“/
Specific lessons_in speech impgovement
Doing simple worksheetﬁ%"(pre-reading skills)

Specific printing lessons

Discussion: .

The teachers were asked to rank the frequency of use of the activities
1%
on a five-point scale: "Daily", "Weekly", "Sometimes", "Seldom", and "Never".

" Activities offered on a "Daily" basis in 87% to 96% of the classrooms include

59 o

Items (a) to (d). .




.

Children participate in Items (a) to (3} on a "Daily" or "wgekly“
Basis in 57% to 98% of the~c1assrocms. 'ﬁﬁems (k) to (p) are ranked in the
"Sometimes" category by 37% to 45% of the resPondents. ,
It shogld be noted that Item (J) is used "Daily",by 39% of the teachers
and "Sometimes" by 35%. On Itet (m), the "Daily" ‘and "Sometimes" ratings |
are also very close - 26% ahd 31% respectively " Approximately ZOZ'cf the,

respondents indicate that these two items &P, and (m) are part of the Weekly

programme. * . ' ’\ .
L f q - .

Items (q),. (r), and (s) are "Seldo?” or "Never" used by ome-third to

one-half .of sthe teachers. - . . . . T

”

Teacher Comme nts

t Fd

4 .
- . f

Approximately 15% the teachers added’ Language Arts Activities which -
they 'yse to the list. These include Films, Eh&ﬁal—&peaking, Cooking, Key °

- " -

Words, and Listening Stations

-

SUMMARY AND CONCLUSIONS

Y - ~
- X .

In keeping with the attitqdes'exbressed regarding the ways to foster
readiness in Language Arts-in.the:Kindergarten (Table 2-3), the activities 3
used "Daily" or "Weekly" reflect ;h;se findings Althopgh the main emphasis
is on Items (a) to (h}, Itgm (f} - "Specific lessons in pre-reading skills -
receives more emphasis thzﬁ- one wauLg.ﬁxpect from the low rating which S1m11ar
items are given jn Part II wgpéble 2 3 Items. (j) and (k))}. %It would seem
tﬁat readiness akills which*ﬁorm part of a reading series are V1ewed with
some suspicion. The fact that beginning feading approaches vary in emphasis,
may make thlS unnifferentiated readinegg approach confusing to the children.

For example, the use of Key words wach*xs a sight method might militate

against learning for those childréﬁ yhp q;11 enter the Language Patterns Reading
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PART V. LEAJU‘ING OUTCOMES

. .The\qgeﬁtégns\in this section dealt with the importance of geﬁeral
reasons for including the Kindergarten year in the learning continuum
and with thﬁ general geals of the Kindergarten Language Arts Programme.
. Data on teachers' rankings qf Specifi& learning outcomes in an ideal

progrdmme are presented in the Report Dealing ﬁiéh Goals and these *

data will be referred to also, ’ 8 L
‘ . + +
Table 2~9 Mean Values*®
eral Reasons for Including Kindergarten
in, the School System

-- Reasons
-
.. To develop a positive self-concept to increase
the probability of reading success

To make the transition from home to school less
traumatic . *

: . ]
To provide for an early observation period to
diagnose and correct learning problems

To provide a'foundation for the Language Arts
To compensate fér a deprived environment

To improve the chances of success jn the primary
grades N

' ~
To provide educational instruction for children who

mature early

To make an early effort to involve parents in the -
educational system
. ,‘ =X 0
To decrease the learning burden of Grade I by
assuming 'some of .the content usually assigned to
that grade

To provide” for.a longer time in school in or&r to
master the increasing number of. skills and body of
knowledge required . 3 3.8

*1. Essential 2. Important 3. Moderate importah;e 4. Little importance

5. No importance - ..
- Ji -

*e

4




Discussiont

-
Pl

The Qata show that the majority of Kindergarten teachérs feel that the
affective outcomes of the Kindergarten experience, (a), (b) and (e) were of
major importance. The early identification and correction of learning '
disabilities {c) coupled with the develqpment‘of lemguage skills (d) also
held high priority. There appears to be greater concern for the compen~

satory function of the Kindergarten for théﬁphild from a deprived environ-

ment (e) ard-(f) for whatever reason, than for the intellectual stimulation
for the able child(g). ,
Akfitudes toward the importance of involvﬂhg the parents in the education

of-their children (h)&ry widelyl. While 16% feel L liat it is "Essential’l,
I9Z;;?{the teachers respond that it is of "Little" or "No importance". Sixty-
Wo pércent of the respondents at ach "Important” or "Of moderate fwportance"
’ﬂggnkings to this reason for inEluding the Kindergarten inréhe school system.
\EzﬁfsuggeStion Fhat nore t%me and obportunity be provided to teach con-
téﬁc earlier (i).an& (1), receibeS;negative reactions. In each of these
categories, 61% of the teachers feel that the presentation and mastery of \
knowledge and skills is of "Little" or "No imporesance' in the purposes of the
Kindergarten. Betweer 21? and 26% ascribe only "Moderate imﬁortance" to these

reasons. ¢

Teacher Comments: S /

The teachers are distressed by t pressures, mainLﬁ by parents, to
provide advanced inStruEtién either in t Kindergartquor through the
transfer of children to Grade I. M;;t of the teachers feel that all children
of Kindergarten age, regardless of their maturity, benefit from the informal

éxperiences and activities of the Kindgrgarten year.

S




" Table 2-10 Lﬁan Values 7o -
. 'General Goals of the Kindergarten
A .j;gnguage Arts Programme,

-
v

. :

LY . N

Goals of Kindérgarten Language Qggs

s

. ] ,
. To develop the ability to communicate with

others; express ideas . }.
To use language as a social tool, i.e., to
talk freely and easily, listen to others, etc.~

To develop fluency and naturalness gf ‘expression
To express ideas in an organized fashion

To d lop the ability to name; describe "and

clagsify objects common in the environment
r‘-’

To form habits of correct usage

To develop the ability to speak disa@nctly in

a pleasant”™voice with good control of volume

and tone, . 1

T6 learn about the %anguageq €484y a)system of
sounds that conveys meaning only in words and
sentences, etc, )

.Discussion:

A high proportion of the teachers ,(98%) give first ﬁriority to the
development of the ability to communicate with others (a)iratlng this item -
as’ﬁhqgential" A81%)  or "Important" (162) rThe second most’important &
to use language as a social ‘tool (b) - is. rated as "Essential" by 71% while
134 of the tespondents considered this outcome 'to be "Of moderate
importance” only,

The least important outcome lisfed is "To learn about the language as a
system" (h). The responsés to this outcomeeproducé an almost perfect statis<
tical normal curve. It appears that the teachers are more concerned with
the general goals of language develggment than with the 'specific facets
Iwhich contribute to their attainment.v- uéh Itemq(f) "Io" form habits
of correct usage' has a slightly highen mean value than Item’(g), it i% rated
as being the third least-important outcome listed. All the cutcomes, with
the exception of Item (h), were judged to be within the "Important”

il

"Essential" range. ; 53 .
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SUMMARY AND CONCLUSIONS

The Kindergarten teachers ranked the hevelopment of a foundation for
the Language Arts (Table 2-?5 fourth,.in order of importance when con-
sidering the reasons for including the Kindergarte; in the school system,
They give precedence to the devglopﬁent of a positive self-concept, Po |

_ helping the child make an easy transifion from home to the school environ-

ment, and to the early observation period in which\to'diéénose and correct
learning probf;ms. ‘ : L ) .

In ranking the goals of the Language Artd Programme (Table'2—10) the

ability to communicate fluently with others in a social setting, and to express

ness and quality of how Kindergarten children speak. .

i

ideas about the environment, are considered more important than the correct- ﬁ}h

&’ -

Relationship between Rankings of Goals of th sent vs. the Ideal Language

Arts Programme ) Y ,

.
* -

[l . B

<3, ’
Although the ggals proposed in the jdeal programme are more specific tha

those of the present programme, there are common elements. These incluég *
affective gpals, as well as goals of listening, speaking, reading, and to some

N ' ¥ -
extent, writing. ; . .

. All the sub-skills of these main Language Arts é%eas are listed in tﬁe&
"ideal" programme and are e;dérsed by between .63% andlégziof the reséongents '
who agree that they are "Essential" or "Imporeant". _The'se sub-skills constitute
the controversial reading readiness skills which are basic E& beginn}qg reading.

Without such learniné experiences in the Kindergarten, these skills w8uld have
. e

-

to be acquired in tﬂe first grade. : ?_'

When ranking the present purposes for includlng the Kindergdrten®in the
*

schoeol system, qharing the burden of the first grade thgough aésumfhg some of
the content usually assigned to that grade, was in ;eventh place on’ = con;
tinuum of eight. Teacher commenfﬂz;;;zEggﬁzsgnceFn for what was théught tq
be an increasing tendency for the Kinderggr;en proéramme'to Eecomg a qéﬁe:pd_
down version of "a al Grade,IlpxogFammF". ‘ i .

An g§plana n for this. discrepancy might be that Kindergarten teachers
Interpreted “"fecreasing BPe learning burden at the Grade I 1gye1" as meaning
that formal reading inst-ruction would thus begin in thefder,g:irten. It

1

appears that there is an assumption that all Grade I reading is of a fofmal
© . B . Vo

- b l ' ‘ -
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natultr\e. I

From that data prowided in Table 2-3 and Table 2~7, and which‘show-

-

high frequency use of speciIic lessons in i;fﬁreading skills and in

listening, another hypothesis might.bé posed. " It could be that the
Language Arts sub-~skills listed in the ideal programme are already part
of the present Kindgrgquéh programhe, and therefore, not viéwed as

- content uéually assignéd to Grade I, _Z

It woﬁlq seem that the implementation of the goals of the ideal

programme would not change the hatufﬁ 'of the Kiﬁdergarten appreciably.
A clear statemeﬁt,of these goals, however, would give some. measure of
continuity and coherence to thé curricula of the Kindergarten and Grade I-..
in.British Columbia schoolg. This need not dictate the curriculum at
either level but it would provide some common expectations™df the SLtcomes

of a Kindergarten programme and assist the teachers in curriculum development.

iy
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PART VI. Agg;ICATfON OF KNOWLEDGE AND SKILLS

W
o

- .Questions in this section dealt with the types af group and individual
activities and the material's used to prbvide practice through Ga}éh to
foster growth ip Lhnguége Arts skills,and Jwfth their emphasié in the

Fl

Kindergarten P:ograqm?.
h ] ‘ - ) - ’ .
Table 2-11 ‘Mean Value .
' Frequency of Use of $elecred
Practice Activities

L3

L

[ Selected Practice Activities
X . '

Free play adtivities

+

}gprary books (story Eyﬁe)

Painting

Music

Ho@sekeqp{ng centre ,
Movement—educatien (games, rhythms, dances)
Modelling; crafts h ( /’{

Language games. »

Sorting and classifying objecfs'and matérials

¥
L3

Informational books

-

Cooklng, carpentry, experimenting (science)

£

Water play

Puppet theatre '
Listening,pbst'(or similar equipment)
Comme reial Reading games
ﬂeacher:prepared'worksheets

a\
Speech cards

Reading workbooks 7

€

Discugsion: . .

The teacherswere asked te réSpohd to the ffequency of use in terms of
"Daily", "Weekly" ) Frequently", "Occasionally", or "Never". Free play (a),
Library books (b), Painting (c), Music (d), and é.H{jﬂfkeeping centre (e) are

o o
JOU

-
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. S ,
used "Daily" in 80% to 96% of the classrooms in the survey. Of these,

Free play (a) is judged to E;Zthe most effective activity and Library
books (b) the second most effective in assisting in the development of
.Language Arts skills.

Movement education (£) is used "Daily" in 68% of the classrooms
Twenty pegcent of the respondents indicated that it was part of/the
weekly programme.’ ) .

Modelling and Crafts (g), Language éames {n) , and Sozéipgcand

-

‘classifying objects and materials (i)} are used "Dally" in between 48% and

55% of.the cl;ssrooms. Informational books (3), Water play (1), and
Listening poat (n) are used "Daily" by approximately 40% of the classes.
Iﬂese items ﬁré/osed "Frequently” or "Occasionally" by betwetn 35% and
40% with the Listening post being used less often.

= Items (p), (q9), and (r) are seldom used in Kindefgarten.classes.
v ) .

Teacher Comments:
) &

a
~. One hundred and thirty eight teachers (214) cont;ibuted other -

activitiea to the list Sand play ‘was mentioned moOst frequently, out
Block bu1ld1ng, Puzzles, Teacher-made gamea, Drama, Field tripsland

Key words weré also, included. These teachers are of the opinion that all

Kindergarten activities are complalentary to fosteflng the acquisition-of
knowledge and skills in the ﬁangu

Arts.” . ‘

SUMMARY AND CONCLUSIONS

The rating of practice activities is cohsisfentvwith'the view that
"freedom to usérthé tradd tional act1vit1es and mater1als of the Kindergarten

‘_is preferred over those activities which are specifically d1rectod toward the

'deveIopment of reading skills " .

“fhe data show a trenq\either to prov1de activeties on a complete "Daily"

basis, or else “Frequently or "Occasionally".

In at Eeast 25% of the classrooms all activities and pmaterials described
are available every day. From the teachérs' commenti one can infer that in

he facilities and, space
inhibits their inclusion in the programme '

’ . t el !

wany cases unavailability of either the materials or

AN




In most classes there is a limited use of worksheets and workbooks.

Where they are used, it seems logical to assume that they might be an

attempt to meet individual needs and interests.

%

/
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PART VII. EVALUATION OF ATTITUDES, KNOWLEDGE, AND ‘SKILLS

3

Questions in this section were directed ﬁouard the types and
freqiency of use of evaluation techniques. Reporting to parents

was also examined.

.

i
Table 2-~12 Mean Values*
: Type and Frequency of Evaluation
Techniques

a’ . [

Evaluation techniques
3 ¥

a, snecdotal.records

b. Observation checklists

¢. Informal imventories oE'Language skills . 2.5
d.  Case stud es ) ] : . 3.9
e, Teacher-pre aredf;ests 4.0
£, Stakga;disgi tests - . . 4.1
g. Readiness aorkbook exercises' ) - 4.3

r

*1. Almost always 2..0ften 3. Sometimes g, Rare*< 5. Almost never

Discussion:

Anecdotal *records .(a) are the preferred means of evaluation by 41% of

the Kindergarten teachers who use then "Almost always"; 324 use them "Often;.
. s
'Observation checklists (b) are used "Oftep" .afdd "Sometimes"\by 67% of tZe )

respondents. '/Language skills are evaluated. "almost always" By 25% of the

teachers "Often" by 33%, and ' Sometimes" by 22% through the use of nformal\\\h

1nventories ). . L . . ;
. The dvaluation of popil progress through more formal means, i&:., -
d

cagse studies (d), and paper and pencil tests {e) and (f}, areuse lnfre-

quently Less than 10% of the teachers use them "Almost alwa s" o '"Of;en".'
Readiness workbogk exercises, whic may or may not be §qEEéy(§ctivities,

-

do not play'a large part in the‘evaluation process. Ratings of "Sometimes”
to "Almost never" are ‘given” by 89% of the teachers with "Almost never"

accounting for 59% of the respomses. \

*

’ . < 5~J




Teacher Comments:

T

Day-to-day observation- is mentiongd f Fquently,aeJthe main evaluative
technique with some teachers selecting two children per day for detailed "
wbservation, Records are ‘;t¢pt of Free Play acbhivity choices. Weekly

records of strengths and wedknesses are also kept by some of the ... ... .
3

I
H

respondents. ’ . .

"Stahdardized tests, where used, are Readiness Tests administered at

-

the end of the Kindergarten year.

s P T S ST e

Many of the tedchers. feel that evaluation of Kindergarten children
is inappropriate. Others are of the opinion that the stated goals ﬁndlor
the gurricular recommendations outlined by the Department of Education are
teo nebulous to evaluate in a systematic fashign,

-

Table 2-13 Mean values
Ways of Reporting to Parents

>

-

Report to parents

Fl

as Parent - teaeher conference (special day)
b." Informal parent—;eacheracdnferences

c. Parent visits to the classroom .

d. - Telephone calls ﬁ '

e. 'S Prescribed reporﬁ eard fbrm
£. ' Informal lettef9~
8- rﬁﬁwsleﬁters

Informal parent-group meetings

Home visits

Discussion:

h s

‘It is evidengdthat the teachers use 2 variety of means to report to
parents Although 'Parent- teacher conference (speC1a1 day) (a), appears to
be the most usual. contact with‘parents, an equal number (42%) employ the
Prescribed report card form (e) on an Always basis. These are countered

by the 29% who "Seldom" ©r "Never' use (e). ' Informal.parent-teacher con-

% ferences (b), Parents visits to the classroom (¢}, and Telephone calls (d)




v -
are used "Alwagys" or "Often" by 51% to 59% of the teachers with
the latter category accounting for 41% to 45% of the responses.
Informal® lettgrs (£) and Newslettere (g) appear to be almost equal
in bopular use ¥yet the emphasis differs. Sixty-six percent of the
tteach@rs use (f) "0ften" and "Sometimes" as compared with the 52% who
use (ETF ‘Newsletters (g) are "Never" used by 237% of ‘the respondents,

Home visits (1) are clearly the least-used communication with .
parents, Forty percent regort that_ they ' “Never!l wisit-the—childremts — -~

homes ,* 27% 1n41;ate that they “Seldom" do, while 18% "Sometimes" see

the parents in their homes. , : .

N~

Teacher Comments!

»

Informal discussion with tne parents was mest freﬁuently Qentioned
by the 45 teachers who chose ep comment. Report cards where used, are
sent out, three times perl year. 1In order to further the communication
with non-English speaking parents, in some schoals interpreters are -

callednin during conferences.

SUMMARY AND CONCEUSIONS

'Théte is no clear-cut picture of evaluation and reporting to parents,

Teachers do not rely on a single method but use a variety ,0of informal

technigues.  Observation is the preferred means of collecting data re~ ~

garding the individual pupil's achievement of the goe}s of the Kindergarten:
Since the teachers' ratings of the outcomes, of the Kindergarten )

Programme give third and fourth priority to the early diagnosis Qf learn;ng

problems and to providing a foundation fer the Language Arts (Table 2-9),

it would seem that a more comprehensive, strictured evaluatien programme

is needed. This would also provide a firmer base for the Kindergarten

teacher to have more influence on the promotion of children from Kinder-

Igarten to Grade ! - a plea which is made very frequently throughout the

J
- . - F

questionnaire.




PART VIIT. DEVELOPING THE CURRICULUM AND ACHIEVING GOALS
IN THE KINDERGARTEN LANGUAGE ARTS FROGRAMME °
AY ! ' .
, JUUPEL o . . ‘
this@Bection were directed toward the development of

I A
~~-____ Quetitions iT

il

4

dﬁakindergaften Curriculum. They examined the theoretical bases and

the teachers' perceived ngeds for successful implementation’of the

programme goals. ’
Table 2-14 Perceént ~ .
Theories Basic to the

'Kindergarten‘Programme

*

L

F

Gurriculum theories ° . . . Percenf

The Socialization Theory based on the child's
social behaviour and development (child's -
interests)

The Developmental Theory based on the ;
maturational readipess qf the child (self-
selection and self-pacing)

il

The Instructional Theory based on the
selection AND sequencing of subject-matter
content (Language and sensory-motor.skills)

The Transactional Theorx based on personal
autonomy with reason (Child determines goals
and procedures)

E

A combination of theories '

Discussioh:
P /
An eclectic approach to curriculum development is indicated by 55.6% of

teachers who seletted Item (e) as the one which most nearly déscribed the
curriculum in their.Kindergarten. The theorigé which have traditionally
govgrned the Kindergarten Cpqriculum, Items (@) and (b) are endorsed by
30.6% of the respondents, while an emphasis onrinstruction, Item (c) which. .
becamet a controversial issue during.the 1960's is selected by 11.7%.  The
Transac tional Theogg, Item {d).which is bagic fto "Open' Education is

endorsed by 1.8%.




}>
Teacher &omments: ‘

- -

‘The concept most widely held by the 136 teachers who chose te comment is
that the Kindergarten should be a series of experiences designed to improve
social and persomal skills which also heighten the awaremess of the environ—
ment and the relationshins among those things gf‘which it is cowposed, 1In
addition, through an enhanced self-image and an. awakened intellectual interest,
the way would be paved for the introduction of more formal learnming. There
are a few who firmly reiterate their belief inm early instruction as opposed to

A

incidentalslearning thtough exploration of a prepared environment.

Table 2-15 Mean values*
The Relative Importance of Ways
to Facilitate the Realization of
Goals in the Kindergarten

»

to iﬁprove the programme

Tze total number of children assigned to one
acher should never exceed fifty

A wide variety of suitable materials should
be readily available

There ghould be a clear understanding of the
goals of the Kindergarten among the administra-
tion, the teachers, and the parents in the
school district Y*--

Space and equipment for activh play should be |
available more frequently -

H

- L.

t~ Kindergarten classes shou;§ be smaller {(lower -

pupil- tedcher ratio)
m~

Pre-sérvice teacher preparation should be more
appropriate to the task

There should be more in-sernice and professional
development activities for the Kindergarten
teacher .

The quality of in-service education programmee
'should be improved

*

The Revised Curriculum Guide in Language Arts
should include the Kindergarten in the sequen-
tial development of the.Langulge Arts

The Kindgrgarten Curriculum guide should provide
more gspecific information 2.5

*1. Essential 2. Important 3. Modera@kgimportance 4, Little ° -
_ importance 5. No importance

-

»’ .




bi'scussion:

-

The highest priority is given to the upper limit of the numbif of children
to be assigned to one teacher (a). Of the re3pondents, 89% indicate that it 1sq
_"Essential“ that’ the limit not exceed 56’chlldren per teacher. ‘An additional 7%
feel that it is—an “Important" factor in the achievement in their goals. A lower

pupil- teacher ratio, Item (&), seems to, bhe less crucial as 56% selected it as

i

"Essential"”., 1t is "Important", how!yer, Q\\zgé of ‘the -teachers. ' =

-~

The availability of a wide variety of ma;erials to implement ‘the
programme {(b) is considered an "Essential" ot\"Important" element by 95?
of the teachers. while space and equlpment fot active play (d) would help

to 1mprove the programme of Kifdergartens in the opinion of 91% of the respondents.

The prov1sion of more in-service and profess;onal development actiV1t1es
{g) is seen-to be "Essential" and "Important“ by 767% while the quality of
these actlvities already provided (h), seems moye acceptable than the.
quantity available (65%). Fewer than 37 view chese activities as of "Little"

r "No Importance".

- . —

The undetstanding of goals of the Kindergarteﬁ among all thosge

concerned with the programme, including parents-and those teachers who will
have the children in the-Primary grades, is considered "Essential"’ by 67%

of the Kindergarten .teachers.- Another 26% feel that this item is "Important".
This accdunts'for'QBZ °€ the teachers reSponding to the questiomnnaire.

The appropriateness of pre-service teacher preparatipn (f) is
questioned by 75% of the respondents who feel that it is "Essential or

"Impor tant" that it should -be moré relevant to the task.

Curriculum guides receive the leastxemphasis . The 4nclusion oi the
) Kindergarten in the sequential development of the Language Arts Programme
(i) is seen as "Essential" or "Important” by 62% of the teachers,."Of
moderate importance by 21%, and of “'Little" or "No importance" by 142

ngr half-of thé respondents indicated it was “Essential" or "Important
/-
-.to have more specific infbrmation in the Kindergarten -Curriculum Guide ().

¥ ! »




1Y ' . . .‘P'
Teacher Comments:

A péfeeiﬁéa\need for more contact with other teachers and for the
opportunity to play a more important role-in the continucus progress of
the children they teach was expressed. The teachers would like to have
more influence on the designing of Kindergarten classrooms. More equip- ' (/J
ment is required, espeéially all the materiagls which accﬁagzhy Language Kits.
' . -

SUMMARY AND CONCLUSIONS . -

-

The total number of children for which a teacher must assume .
rﬁsponsibility is of greater importance than the number ©f children in any_@
one class up to a maximpum of 25. As is seen in Table 2-5, in | L

approximately 15% of the Kindergartens in British Columbia the -

enrolment exceeds the 25 maximum figure. ’ j

-

The quantity of materials, equipment and suitable space designed for
the implementation of the Kindergarten programme, seems equally importants

to the majority of the teachers. -

The &uestion of the apprqpriateness of teacher preparation could be - .
viewed as an iudication that training insg}tutions'such ag Faculties of -
Education in the province shoyld revise theiy offerings in this teaching ‘
ared, However , as is noteq in Table 2~1, 38.6% of the teachers surveyedf\\
have taken no é;urses in Kindergarten Education. Inﬁgzaition, 35% have
ho courses in Lanéuage Arts, 46.8% have none in Childfens' Literature,
and 50%.have none in Reading. Coupled with their relative inexperience,
ig 13‘n0§ su%pyising that ﬂhey feel that the pr?paration fbr the task leaves
) mhch to be desired. This would also account for the stress ‘placed on .the

need for more access to in-service educacion In the light of the.infor-
mation galned “from this survey egarding teacher-placement practlces,

Fatulties ©of Education should place more emphasis on this level in the

. initial training of teachers. ) N

The importance éttached to thé‘clarification of goals and outcomes
ﬁtaken.in conjunction with the expregsed wisﬁ for moré contact with other
teachers could be interpreted to meén ;hat the Kindergarten and its’ teacher
*has been. isolatéd from the rest of the Elementary school. Whether th;
goals fg Language Arts shodld-be inciuded In a general curriculum bulleqin g
not as clearly {ndicated. This could be a reflection of the fear that the :

-

6> : '




L
2 -

.

Kindergarten migth&its unique function and become a ‘i‘atered-down

Grade I. There is evidencé\to support the idea that more specific

direction would be welcomed by the majority of Kindergarten teachers,

. o
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PART IX. INTERPRETATIONS AND IMPLICATIONS

E

L -

The following interpretations and implications arise from the

findings of this part of the.report: ' ( \
¥ 1. Since the Kindergarten year is viewed as being very
important and specialized with the teacher being

responsible for the development of the Kindergarten
eurriculum, 7% t18 strongly suggested that teachers with
appropriate training and suitahle experience should be
secured for Kind:argarten classes.

2. Since the curreng practice in teacher placement in
Kindergarten classes appears to favour the lesg- ,
experienced teacher with fewer years of post-secondary
training, tnstitutions responisible for the #eacher
education should put greater emphases on the XKinder-
garten in @mtwl professtonal tr'az.ng f primary

teachers.
ﬂ\\ 3. Singe the pre-service preparation of the Kingergarten
teaﬁher may be incomplete and teachers in the field

have expressed a need for further practical, assistance,
and since voluntary participation in workshops and
non-credit courses 1s not high, {¢ i suggested that
School Boards and Districts should provide and schedule
in-service ogpportunities as a required part of the
pr'ofessz.onal development of Kz.ndergar'ten teachers in
their Districts. ’

t. %. Since a highly~ranked purposeof the'Kindergarten in
the schoeol system is to provide an early opportunity

to dlagnose and correct learning problems, sfeps should
be taken to ensure that either the Kindergavten teacher
be Mowledgeable about these processes or that adeguate
supporting services be available. Also, in spite of
the opinion that all children can benefit from a year
in Kindergarten, there appears to be little special
provigion for the problems and needs of mature children.
It i3 suggested that cdnsideration be given to thoge
children for whom less than a full year *in Kindergarten
18 suffwz.ent.

5. Since Kindergarten teachers stroﬂéﬁ& agree that children
- . -+ of thils age learn best through active involvement with
their environment and concrete materials, every effort
: - should be made to provide adequate space, equipment,
‘ and matertiale to factilitate this teaching procedure.
Also, since much of the "acquigition of understanding,
, = . knowledge, and skills depends upon the quality of the
. materials used, sommercial materials should be seruti-
nized to evaluate their Sontribution to the mplemen—
. ‘wn of the goals of the Kindergarten curmculwn .

- 67
. . X
, : ¢

L

.




/ .
Since the e some confusion as to what

constitutes readiness skills and which of these can
be included in the Kindergarten curriculum withecut
violating its general goals, it is suggested that
attention be directed to the'clarification of the
role of the Kindergarten in this aspect “of the
Language Arts and ite function in the total Language
Arte Programme.

w

T .

Since Kindergarten tgacheré prefer to evaluate throdgh

informal observation and since assignment to the next

level should depend on this assessment, it -is de~

sirable that these informal data convey meanin

. the parent and to the Grade I teacher. It g suggested‘
that obaervation checklists should be standardized to

accommodate the affective goals of the Kindergarten

and the cognitive goals whzah are pre-requisite to

success in Grade I.

Since the teacherd' comments indicate a wish to have
more contact with othér teachers, to have more influence
on questions concerning their pupils and on education
in general, it i8 suggested that efforts be made to,
ineorporate the Kindergarten as fully as posstble

into the whole school system. .

L

LS

See
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READING : . \
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Compréhend and evaluate ideas, apgf; éklll& apd techniques approprlate to

n‘-. "

the materials, lotate and use 1nf0rmat10n eff1c1ently, attack new words.
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ABSTRACT
-

Teachers gaiﬁ_ideas for class acrivirieslmainly from colleagues and froﬁ
th&ir own previous exﬁérieq;e; grades one and‘fﬁ?@é teachers also use guidebooks

<« .
extensively. In general teachers.seem to use the prescribed materfals, although

‘at k1l three levels they indicated that library books were the most important

instructional material. . )
s ]

-
-

Pupils are usuallﬁ grouped on the basis of reading achievement. Teachers

i

spend extra time with pupils havihg difficulty.

¢

Reading instruction time averages typically about two hourd a day in grade

¢

one but is reduced to about one hour ‘a day in grade seven, Teacher directed skill

lessons and group discussions of stories are the most common reading activities.

Teacher poals reflect a reasonably bj%;ﬂEéd programme with enjoyment listed

as most iﬁportant at all. three grade' levels{ Reading a4t the~grade devel average

iMgof only moderate importance to most teachers. .
& : . o,
*

Questioning fg'fhg main strateéy used for checking masteryvéad application
- of réading'skills- Teacher .prepared materlals are used more frequently than com—

mercially prepared materials, although more commercial materials are desired.

Teacher obéerqation and daily pupil performanc¢e are the two evaluative tech-
4 ¥ .~
niques used most often. Pupil confidence is the most important evaluative -criterion.

Contenr'matgrials; especially science and social studies, are more difficult for
s .

pupils to read than;liﬂrary books.
¢

-

Teachers indicated that they would like spgeific reading Quthgmes for each

grade level and greater freedom of cholce for reading materials.
> +

. -
]
¢ .
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| Al
ORGANIZATION OF THE CHAPTEQ\
. ‘_' ) ) . . ‘
This chapter is divided into sections correspondlna to those used iﬁ\gga—\
Reading Questlonnalre booklet. These sections are as follows:’ o

i
LS

Part.1 The Kil:ld and Extent of Lear'ning Experiences
Part Ii The Nature and Organization of Teaching Procedures
Part I11 The Nature of. Learning Activities )
Part IV Learning Goals, in Reading in-the Present Programme
Part.V. ° The Application of Knowledge and Skills -
Part VI Th.e -Eva.J:u'at.ion _of sAttitudes, Knowledge apt-i Skills

Part VII  Achieving the ‘Geals of a Reading Programme

Part VIII Interpre‘tat‘ior&s_w Jmplications \‘_‘r %
R - .:it;?~;7* SR R €
&' / * - - '1‘ . — ' -ﬂ--,.__ g G *
Sections. I & VII each r:onsig?of questionnaire results pres&nted in table

.

. form, followed"by brlet'“discussions o‘f, these results, condeﬁsations of ‘applicable -
L L )
teacher coments and a summary and conclusions sect:.on ’Throughout the chapter,

*

_questionnalre results- nela@mg to‘ learning oute_omes will be men‘ti,oned These

fmd‘,ngs were pubflshed 4in an. eerlie_r rep ;t, Report, Dealing with Goals These

"references 'yill be for thes pu.trgosﬁ of*o ing intended goals with instructional « .

pract icesl

»
o

B.C. Dept. of Education, Report, Dealing with Goals Victoria, B.C., _
Department of Education. 1976. . . . .

, .t ’ ) " P &

1
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Part 1. THE KIND AhD EXTENT OF LEARNING EXPERIENCES ) "
v "t . . \

Ll

Questions in this section focussed ©n the sources of activities, materials

used, and the.point of ‘view on which the prograrme is‘baeeﬁ. '

- L ' ‘ ,Table 3-1- Mean Values

; -~ : Usefulness of Resources for Planning
L . . - ) \
™ ' . ) . N )
- © ’ . :
) ¢ . 6r.i 6r.3 . Gr.7 ’
2 lndicate the uszfulness. of the following ) .
resources 4s you plan;the day-to-day { ’
reading actiV1t1es in your classroom. *
a, Ideas from colleagues ~—2.1 . 2.0 2,2 BN
“®b. Activities in previous yeafs 2.1 . 2,3 2.3 ..
¢. Teachers' guidebooks accompanying 2.1 2.1. . 2.9 '
Reading Series - T Cr
d, Ideas from im-service activities , 2.4 . 2.5 2.7 ’ .
) e. Materials fiom the district : 2.6 2.6 - 2.8
Resource Centre . v ) K ‘ , .
. £, 1de® Books - - : 2.7 2.8 7 130 ' .
"g. Pupils' suggestions ’ . - 302 v 3.1 . 3.6 )
® H. Professitnal journals Y “8:2 a1 . '35
- - 1. Ideas ftrom uniuersiiy courses 32 3.4 3.3 - p
j.- B.C.T.F. Lesson Aids- i * 3.5 34 . 3.2 .
t . + * )
k. School district specialists 3.3 3.5 3.7 )
1. BIC. Language Arts Curriculum Guide . 3.6 3.6 3.7 ’
m, A reading programme developed by 3.9 3.9 . 3.7. y
this school : ' -
n. A reading programme developed by 4,0
, this district : ‘ '
.+ . Dbiscussion: ) L N ; B .o
L, . ". B . - I' . - /

- r

Teachers.were asked to rate tife usefulness of o variéty of resources as

" they plan the day-to-day activities in their clafsrooms: - A five' point scale was

used? l.‘"Host Useful'; 2, "Very Useful" 3, "Wse ful*; &, "Fairly Useful", and

5; "aAlmost No'Use'. Teacherg at all thtee levels gave the highest ratings to.

. - . 1
y o N .
.t bee 5 . -

. [ ’ . i 4 ] " . *
. . - L} .




(a)."ldeas from Coileaﬁues",aod {(b) "Activities in~+Previous Years'". Teachers
from Grades l and 3 included (c) "Teachets' Guidebooks accompanying the Reading
Serles in thls same category. » Not far behlnd in usefulness were (d) "Ideas -

. from in-gervice activities', and (e) “Materlals from the dlstrlct Resougce Centre"
The lowesn4;at1nga were given to “(n) "A readlng programme developed by this
distrlct, and (m) "y reading programme developed by this school". About 207 of
the teachers dld not rate these two items at all and the remamde‘gave very low
ratlngs to them so it seems likely that many schools and/or districty have not
yet developed thelr own reading programmes or at least oot in a form that teachers
consciously use for ﬁay-to—day plann ng. fhe comparatlvely low ratings for the
. Curriculum Guide (l), Lesson Aids (j), UanGrSlty courses (i) and School district
SpeClal}StSe(k) require furtuer analysis. 1Is the problem lack of‘access - é.g.
"There are no Legson Aids in our didrict? or lack of worth, TThat University

course I took didn't help at ail™, Thié analysi$ would seem to be particularly
. ‘ B

; - . LT . : e
important for University courses as this training is required before certifica-

. tion.' . ] .. - v

The low rating that "ProfeSSLonala]ournals received is consistent with
L
the flndlng that fewer than 5% of the teachexs reported membership in- organiza-

Ltions that have journals,
&

4
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Table 3-2 Mean Values - .
. Importance ‘of Instruction%i‘fitsrials

L]
3

Indicate the reléti&e importance of each
of the following.instructiodal materials °*
to your reading programme.

4

a. Library books K S . Lo, 1.6
b. A prescribed basal ﬁfading Series - 1.7

¢. Teacher made materials . 1.7

d. Supplemental reading skill‘
develqpment materials 2.0
Other Reading Series . o . 2.1
Books'for.individualized instruction 2.3
éooks“related to the content areas . 2 2.4
. Sl:ories written By the pupils # 2.2
Workbeoks accOm;J/ying The Reading Series 2.5
. B.C.T.F{ Lesson -Aids . T 3.2

1

'Newspapers and/or magazines . 3,5

[
[ -

) ',,’ L *
D%cmsMn: ,//ﬁ

Teachers were asked to indicate also the importance of geveral type
of instructional materials for thelr réading programmes. A4 five point scale
-was used: 1, "Essentiai"; ‘2, 'Important 7 3, "Of Moderate Importance -

by "Of Little Importance""and 5, "Of No Importance”. Teachers.at all.grade .

._. .

levels indicated that(a) "Librgry books" were the mosk important instructional
materials. .Grade 1 Eeachers 1ndicated that (b) "A preseribed basal Reading
Series", and (c)"'Teacher ‘made materials" were'as important as (a) "Library. Books".

‘Grade 3 teachers felt that (b) "Basal readers" were almost as important as

(a)"LiBréry Books“ Grade 7 teachers pneferred(d)“Supplemental skill develop—
mént materials as second choice. The relatively low rankings for content

bgoks (g), and (k) "Néwspapers and/or magazines may indicate a lack of awareness

1

that reading skllls must be taught for these.materials as well .as the story-type

-y

materials found in'basal readers.', Thesd materials are. also useful for helping
-

" the gridé seven student disoover the-world beyond their own immediate experiences.
¢
Il . ! ‘ a (q c\ . LI " I‘
. ) * " “:\-w-\
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* Teachers were asked to name the reading series and sup fementary
materials- they‘use. The great majority usé the prescrlbed materials. The

Language Patterns series {Holt, Rinehart & W1nston) appears to be sllghtly

more popular than ‘The Camadian Kéading;pevelopment series (Copp—Clark) in

Grade ‘1 while The Canadian Reading Develppment series seems sllghtly more

popular in Grade.3. §.R.A. kits were the mqst frequently mentmne&upple-

mentary material. . .

It should be noted that even though lkbréry books are_ the most impor-

tant instructional material, teachers. rated Emproved library services elghth

in. 1mportance from a list of fourteen prlorléles for impr¥ved language arts

programmes (see Table 1-6). ‘ E .
1

v




Table 3-3

[

Percentages
Reaction to Prescribed Texts

*

]

d

M

*
-

Indicatg your reaction to the
following prescribed texts.

-

"0£f to School

Come klong With Me
It's gtory Time
Tracing QurlLetterg\
Listening'LetEeés‘ .
Laughing Letters
Magic Letters
Advéntures With Mac

+

4 4

-

Stories of Fun.and Adventure,
.Book 1 o

Stories Of,FBR and Adventure,
» Book II . . '

S .
ﬂﬁngs of Wonder
o .
;Fligh s Near and ¥ar

"
»

Texts:
,/Accent on Reading .,

,' Favouriteé Plays for Classroom
Reading . . .o

yords oq‘ﬁingé
Poems to Ehjky.
f Hovels: * »,
Word to Caesar
* A Wrinkle in Time
Baﬁneriin the SKky »
Capt;in of»ehé’Discoyery.

Rascal ‘
Big Rf:g- . )

Sense and Feeling

+

GRADE 1

Used,

Success— Fair

. fully

)

53.4 -
49.3°
50.2 .
47.3
53.4
53.2
50.5
48,4

GRADE 3
43.2
42,2

42.4
3.3

GRADE 7

»39.4
10,6

. 8.0
11.7

33.3
38.0
46,7
9.2,

40,1 -

390

1)

Used,

N

Used, .
Used, Not " Have -
Nothing Success+ Never

Results Betrer ful . Used

b

23.
26

25

-
-

-

- 23.

-

25
22

-
-

5
7
6
8

26.0.
6
4
6

28, 8
31.5
24.3

20. 3

E

34.0
28.6

24,2,

26.5¢
28.2
23.7
31.9.
30.%‘ g

57.3 - 25

8.1+ 2.0 8.8

9.5 1.8, © K9

7.2 2.0 9.5

3.8 3.2 15.2

7.0 2.7 . 1o

6.1 2.7 7.7
3 1.1
8

2
8 2
2.9 1 15.8

-
-

-

2.5 8.2

9.9 2.2 7.4
6.5 3.5 a4 1.7
5.2 5.5 . 18.6

11.7 3.5
19.6, - . 'Bpé

15.7... 8.7
19.0 7.7° 171

12,6 ., 6.1  18.8
<7.7. 35 16.0
6.1 /-1.2 14.8
12,9 15.3 . 26.8
8.0 ' 1.4 11.0
8.7 2.1 1.3
23 1% * o

A

+

No
‘Response

4.1
4.8
5.4
6.8,
3.8
4. 84,
9.0

15. 4

6.9
6.7

| 43.6
17.1

.?00
8.7

13.%
12,2

9.2
8.2
7.0
12.2
1S
8.2
.54




Discussion:

A five point scale (1 - "Used, successfully“, 2 - YUsed, w1£h falr ’

l results"; 3 - “Used, nothing better"; & - “Used, not successfully ; anhd

51 "Have never used") measured. the reaction of the veachers to the pre- -
scribed reading texts and noveLs; The great majority of the teachers

indicated they have used all of the prescribed materials at one "time or
another. Grade 1 ,jteachers appear to be more satlsfled with the materials

than the Gtade 3 or Grade 7 teachers. Approximately §OA of the Grade 1

teachers responded "Used, succeésfully for each of. the readers listed.

The correspond1ng figure for Grade 3 was 40%. Grade 7 zesponseg showed a
‘wide rahge; 57% indicated "Used, Sucgessfully" for Sense and Feeling "(k),
but only 8% mede the same elaim for HWords o ings (¢)- Grade 7 teachers

do not report much success with Words on wiigs.{—iCd?;a;n‘_ﬁ the Dlscovery,

Favourite Plays for Classroom Reading or Poems no Enjoy. B Re~exam1nat10n

of the use of these partlcuiar items is needed. Elther more su1tab1e >
materials should be provided or more suitable methods of using those materials
should be made available to Grade 7 teachers. (Note: Chapter 5, fChildren‘s ’

" B _* *
Literature", contains further comments regarding the sixshovels listed. See

! fable 5~3 and the accompanying discussion.) L




- Table 3-4  Percentages
- Source of Word~Recognition Programme

L
.o

Check.the source(s) of the word=recogni- Pegiegt Ye? Gr.7

¢ tion programme used in your- classroom. ' =
'a. As outlined in the reading series " - ' te
Heing used . 84.8 8.1  _45.1

5
" LS N

b. As outlined in a ‘supplementary ..
reading series

_ 30,1 - 33.7  23.2
¢. A special phonics series 32,67 38.2 o 8.7 .

¥

»

d. A programme developed by a committee v
of ‘¢ducators in the district ' 3.2 3.5 2.1

+ A programme developed by the teachers in
the school ' s :

A programme developed by yourself from a
variety of sources

L

As outliné&'in the B.C. Language Arts.
Curriculum Guide, =~ »

-

Discussion:

A° varlety of sources for the word~rec0gnition programme was listed and
‘téachers were asked to ind;cate which they used. The petcentages equal more ”
than 100 as there were multiple responses. The most common source for grades 1
-and 3 was "As outlined in the reading series being used" (a), followed b; "A .
. programme deveIOped by yourself from a variety of sources" (£). Grade 7 fZﬁchers
reversed this pattern. The response rate for the school or district programme~
wvas low; this_is’coﬁ%istqnt with’theflack of ldcal currié?la°mentioned.egriiep

(see Téblg 3-1).




Table 3-5 Mean Values
, Attitude Toward Statements

Attitudes

)

a. There is no one system of teaching,
phonics that is significantly better
than any other system.

Reading systems which are based on
phonics are superior to those which
stress meaning.

Current revisions of basal reading
series such as Ginmnn and Curriculum
Foundation Series show an earlier and
more intensive- empha51s on phonics in-
struction.

The effectiveness of a rgading programme
is dependent upon the approach and ex-
tent of its phonics programme

Phonics is just one of sevetal basic
word recégnition techniques.

Poor readers benefit more from\é strong
emphasis on word-recognition skills
thad from any other type of programme . 2.9

The role of the intermediate grades is
to ensure the development of comprehension
skills, .

2.5

LY

Reading for details must be well-
developed before pupils are expected}
to read critically.

Ozal reading should be a part of all
teacher-directed reading lessons. .

Extensive .gllent reading is essential
for reading skill development.

Discussionr

L4 S L)

A series of stateménts was included in an attempt to measure the poxnts

of view of teachers on "a number of issues. ‘Whidle mean scores ind/;ate mlld

-

agreement for these statements, the dlstrlbutions for each item show auch- disagree-

ment among teachers, Teachers at allilqﬂtls were “split on the issue of phonics -vs,

b




(S

. L |
76.

~

A meanjng approach, but tended to suppogt the idea that a programme's effectireness
depends on‘a phonics component {?5 énd,then were undecided about the mo;t effec-

tive remedial treatment (£).! The role of oral reading (i) is unclear, but silent
reading (j) is generally sdppbrteﬁr Many teachers were undecided about statement (&,
: which' may indicate a lack of informarion about available materials or lack of

evalueation of them.

Teakher ComQEnts:

a‘ -
{/ Throu!hodt the comments, offered with regard to the teaching and us:s of -
reading at 4ll three levels, there‘rups a theme of recognition of vast,differences
o between pupils in ability and attitude. This disparity; already noted by kinder-
garten teachers in their remarks, is obvious on entry to grade d%e and although
a majoricy of puplls may mask many of their differences e} reachlng a minimum
standard. of achlevement, the divergence between those who have difficulties and
-those who axe able to cope seems to become ever wider, so that teachers of Grade-
Three are. found to be expressing mlegrvlngﬁ about the gverall effectlveness of -
programmes, while-é principal concern of grade:seven teachers, accdrding to their
remarks, is how to reconcile the vast range of ability which rhey encounter with
the heavy demgnds of a pre-secondary course-load which‘wéuld appear to havk been
predicated upon the assumption that most pupils would, Ey this time, have vauirEd
+ language skills which were‘adequate to the tasks, particula;ly in readagg.
Grade one teachers commented-on the individual.needs of pﬁpils. émall
classes were seen as the ?est method of dealing with individual differegces; some
felt that class size wOUid not be reduced Signf%icantly and so wented more aides

provided. One group requested additional learning assistance services while a

,similar number felt tha£¢Sﬁejigz;agliﬁteryention at thig beginning level aggta- .
vated prob}ems.’ - . . ) , . '
CF " ' . . 4 * — )
Oral languegé was seen as the besis for developirg reading and writing !
N skills. Phonice was seen as the prime concern for beginning reading.’ Clasg-
wide reading programmes Were "favour ln the comments though some reported
- groﬁﬁﬁng after an initiai period. -lipeated requests were m;de for small at-
trhctive readlng books, of‘high int®rest but low difficulty, and with a wide

variety of stories and subJect matter. : . .




]

Grade three teachers expressed concern for the overall effectivenegesof
thh. programmes. Available books seem to lack interest. They echogd the Brade
one teachers’ request for more supplemental materi;l of high inEfrest and @lso
materials appropriate to children from other cultures. A strong plea was made

to avoid-'split-grade classes.

* 2

*An eclectic method of teaching J;s supported by the grade rhree teachers'
comments. The major aspect of teaching reading is a search for meaning though'
analytical techniques were reported helpful. The deve10pment of pupil interest
is seen as paramount, though feedback to help pUpllS understand the readlng
broceés isialso stressed. Teachers should help those haV1nghdlfflculty whlle
auxiliaries assist more able pupils. '(
Gradelseven teachers ﬁo not seem to seeftbeir role as oroviding dvert,
formal reading instruction but rather to provide the opportunity for pupils
ko read acgording to their comments. The needwar higtt interest, low dif-
ficulty material was repeated. Substantial remedial help was requested through both
chaﬂglng the types df coursework and the additicn of specialists. The
wide divergence among individual puplls was compounded by heavy course loiap
(whlch some compared with the lighter load of the Eecondary teacher) Reading
.is seen as gaining information from a variety of materials. Many admitted a
lack of detailed information regarding reading methodology, though there was
some acquaintance yith phonics which was seen as helpful to the poor reader

but inhibiting to a reader searching for subject matter information in other

studies. . AN

>

.

Sl The following maceriéis were listed as being in use i addipion

to the prescribed materials: . \

- Grade 0One ‘ .

Gage - Lanpuage Experience Reading Prozram
Just ‘Tor Me [level 2A) For Me (2B)
Follow Me {level 3)

Authors: Thorn, Elizabeth; McCreary -~ Juhasz, Anner
. Smith, Audrey C; Munroe, K.D., Richmond3
Irene. ‘

W.J. Gage Limited, Toronﬁo, 19700




Gxnn integrated language program level one.

Pre- prlmer two (and three) -'Martha Kambeitz ' ‘v*

’ ]
_ Toronto,. Ginn (1968-69). | : .,
l{ Levels two and three (Up The Beanstalk and Rockets Aw‘ay)r@ ,

also by Martha Kambeitz.~ .
Level 4 - All About Me - by Bernadette Bouchard

. $.R.A. Reading Lab. ' N ' TN .

Teacher's handbook by Don H, Parker . _
Reading lab collaborators: s Emily Tuttle :

Chicago: Science Research Associates (1969)- - ,ff

" Ginn_Reading 360 ° - o @

Level (1) Learning about Sounds and Letters by ’
Theodore Clymer, ' g . 3 - v
(2) My Sound and Workbook by )
£ Theodore Clymer, Thomas C., Barrett. -

- » Ginn and Company, Boston: 1969, '
(3Y A Duck Is A Duck ..
+* (4) Helicopters and Gingerbread by
Theodore Clymer, Billie Parr, .

Nelson (Scott-?oresman)

% Open Highways,.Book 4 (Curriculum Foundation Series)
¢ guidebbok by Marion Mongoe (Qggaafhers) .

Chicago: Scott,~Foresman, 1965,

Gage Curriculum Foqgﬂatxon « R
— - ' Streets And Roads by William S. d}ay, —(\}
ies

Basic Readers = Curriculum Foundation Ser
A revision of the Elson-Gray Basic Readers,

_— . ' - .J. Gage ? Company, Limited, Toronto

Individual Read)ng From Scholastic Reaching Qut,
(Primary level I and II).

. ' ) General cbordinator: Priscilla Lynch
Copyright 1972 by Scholastic Magazines Inc, - - :
Scholastic Book Services, A division of Scholastic >
Magazines. *

Richmond Hill, Ontario.

-

5 ~ . Miscelianéous Maaexials ) . . <~
4 ‘ Puppets oo . ) .

Charts . L o7 ‘.
. Workbooks - R ' .

- Books brought by pupils . .
' ~ Children's magazines éfkf | :- E N

L}

Books s _ . i

Audio/visual devices




o+

Grade Three

Gage: Follow Me (level 3)

Cut And Away (lavel'4)
.- Flying Free (level 3)

Authors: of Language Experience Reading Program

. Thorn,s Elizabath; McCreary-Juhasz, Anne;
Smith, Audrey C., Munroe, K.D., Richmond,’
M. Irene.

.. W.J. Gage Limited, Toronto, 1973,

Neison-(Scott-Foresman)-Curriculum Foundation Series,

Open Highways, book 5% GuideBook by Marion
Monroe (and others). Chicago. Scott- Foresman. 1965.

Funny Surprises (level 1)
Kittens and Bears (1)
Pets and Puppets (1)

The Toy-box (2)
" Mr. whiskers (3)

Authors: Editor-in-chief John McInnes -
Assot, Editors: ﬂargaret Belfry
4 Althea Collins
' Margaret Gerrard ,
Joun Ryckman o ‘ ’

Themas Nelson & Sons (Canada) Limited, Don Mills, Ontario. lQ?O.

=
Gxnn Inq_grateﬁ Langu age Program. (level 3N

. Rocaeta Away by Martha Kambeitz and Denise Burns.
. Gipn and Company. Toronte, I'968. .

- - ’ . s *

. Distar Reading I, 1I, III part of Distar Instructional

System. tar Reading I1I developed by Siefried -
Engelmann ad@ Susan Stearqs. ~

5.R.4. Don Hills, Ontario. 1973.

Dent 'The Canadian qer1tagﬂ’§eaders'

" -Happy Highwa gif(é).,‘ceneral Edltor
* " F. Henry Jo nson . .

J M. Dent & Sons (Ganada) Limited.
“Toronto: Vancouver 1962.

*
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Reader's Digest Reading Skill Builder

Prepared by 'Guy W. Wagner
Gladys L. Persons .
Lillian &, Wilcox S

The Reader's Digest Educational Serﬁice, Inc., .
¢ Pleasantville New York - 1951. oo
. 7. . .
Lipplncott Ba51c Reading_§eries - Grade 3 - Reader 3-1,3-2

Lippincott Basic Reading H
’ Glenn McCracken and Charles C. Walcutt,
J.B. Llpplncotc Company Hew Yoxh. 1964,

Bank Street Readers :
Revised edition by Bank Street Collnge of Education (gr.l-3).

;1acm1’llan 1972-73. {
. -
Random House - Random House Readiug Program-
General Editor: Roebuck, Flora V.

Ranépm House: New York (1969 by Random'ﬁouse School and Library Servic

- * L
S.R.A. - Reading Lab. e
Teacher s Handbook by Don H. Parker ﬁ:

. Rdg. Lab dollaborator Emily Tuttle’. v

S

i

Merrill

Chlca30%§§c1ence Research Associates (1960).
. . -

Linguistic readers: reader -6

Edited hg Charles C. Fries- v
. Columbus, Charles ‘E. Merrill Books 1966

.

Phonics Is.Fun - Louis Krane ". . _— .

A Big, Big Han pre-pr1mer 1.1.16,71In the Teat pre-primer,2. 1.20,

"A Mule On A Kite pre—prlmer 3,

Modern Curriculum Press, ClevéMand.

Sullivan Asscciates

Programmed Reading, book 1-2.
Tuenty-one series 1-3, by Cynthia Dee Buchanan.

New York: McGraw-Hill, 1963. ] . :

* Scholastic Books & .
| j - s A
Individualized Reaqiﬁé from-Scholastic deacher's guide)
by Priscilla Lynch R ' : .
Copyrlght 1969 by Scholast1c Magazines Inc., Rlsbﬂond Hill, Ontarlo
Complete reading program Grades 1,2,% £
Reaching Highet: Grade 3. {

Scnolastic Book Services, Richmond Hirl,.Ontério.

3 !
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"Dr. Stott Kits: Programmed reading Kit 2
. Developed by B.H. Stott .
- Jlge Educational Publishers 1970.

¥

Satellite Readers: A Language Patterns Book
e.g. Captain Mac¢ by Dulce Could
Woodland Gnomes by Antonie Belcher - .
General editor: Dr% .John R. Linn; 'Holt Rinehart, & Winé!;d.
Toronto/Montreal 1971. - : - .

Reading and Thinking Skills = :

Reading and Thinking Educreative Systems.
Cambtidge Reading Work-a-texts gr. 1-6,

Slingerland, Beth H. Multi-Sensory Approagh t t3” .
Language Arts for Specific Language Disability in Chlld;en

L]

Educators Publiahlng Services. Cambridge, 1969-7%,

L) L)

Miscellaéeous ;‘*Iate_»l:_‘l'.ale;:m

Flash cards . -

‘Phpdics workbooks

-

Word puzzles ¢

céivity cards L
1a es, and filmstrips™’
Duplicated skill exércises

af ¢




Grade Seven A ) w _

Eéﬁllsh\Throng Experlence by G.A. Nelson apd N.E. Nelson i
Toronco Copp Clark, 1968.. -

c . e ) . . o.
Broad Horlzons (6 ‘ I
General Editor F—’Henry'thnson . h \

-
J.M. Deént' & Sous (Canada) L“E?ted Toronto, 1963. \\

Al

~8.R.A. Reading Lab. ’ - . R
Teacher's handbook by Don H- Parker
Reading Lab Collaborators: Emily.Tuttle.
Chicagof Science Research. Assoc. 1960. A
CurriCulum Foundatron Serles - Nelson (Scott- Foresman)

.Bookﬁ

6, Open Highways Guldebook by Marion Monrog & otherg.
Chigago Scott, Foresman 1966._

[

Reader s Digest Skill—Bu;*ders

’ Prepared by: Guy W.éWagner
Gladys L.yPersons
H William A, Wilcox

The Reader's DlgéSt icational Serviib Inc.,
Pleasantvllleg New ¥ork 1951.

A

Reach For Stars 'by Ovida M.. HcIntosh

Totonto: Gion 1965, .
"’(Canadiaq;clnn basic readers)

7 Be A Better Reader

5

Book one through gix by Nila Banﬁan Smith

Scarborough Oatario: Prentlce Hall of Canada, 1974

Grouch Reading Skills o

Scholascic BOoks - Available for grades 7 - 12 in
Junid& Classics mythology, poetry, short—stories and
anthologles ete, .- -

Scholastic Book Ser&ices, Rithmond Hill,.dntar;o.

.Cbntroiled Reader .~Vgcabulary orogrammed instxuction
by Stanford, Taylor, Helen Frackenpohl, members of
. Educational Developmental Laboratories, gubsidiary of
. McGradeHill, Huntington, Ny, 1968/1969 !
¥ : .
WOrdly Wiseo(E.D.L.) }/ 2 )
N T

- u

--ﬁiscelrﬁnaous Materidls
Novels

5o

Com'ic boqke
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-SUMMARY "AND CONCLUSIONS

3

-~ . Teachers 1ndicated that they use the materials prescribed. Thez_éenerally
receive ideas fram :helq.previous experiences in the classroom or from colleagues;

. prima eachers also make extensive use of The R&ading Series guidebeoks.

. .Teachers of grades one and three feel :hat library books;.a basal Readlng Series
and :eache#-made materfials are the most important instructlonal mat erials, whlle
*%ade seven teachers prefer library books and supplemental skil; ma:erlals. The
word rec'gnlcion programme is developed by the individual teaches\bu: rel;gs .
heavily on the basal reading series. -, . o

- ) " . L
" While a -decentralized currlculum has béen’ discussed for sope time, few

schools or dlstr}cts appear to hgve developed readlng curricula (see Tables 3-1

and 3-4), although iadividual geathers develop a curriculum as they modify and

adapt ideas from several/spurces. ' !

. *
: .

The role of university courdes, discricc specialists, The Curriculum Guide

“and B.C.T.F. Lesson Aids need clarlflcaclon and evaluacion {see Table 3-1). ~ Several

of cne grade seven materléls require re evaluatlon (see Table 3-3). - ‘b

- \-.,_'/ € b »~

‘/j

4 i -




.- Part . Y1 THE NATURE AND ORGANIZATION OF TEACHENG PROCEDURES

‘I‘able 3-6 Mean,Valies
Ar.r.u.ud@'Toward Sr.ar.emenr.s

]

,

—~
L3

K

In order to cope with the wide range of
achie.vemenc in a class, the teacher should:

a. Spend extra time with pupils having
dlfflcufr.y 4

. Group pupils on ‘the basis of reaciing
achievement .

. Have-r.he better readers jn the class
help those having difficulcy_

P{ovide different experie-nées for
each pupil b

. Have paraprqféssionals, ‘e.3. tee;(':her\,
aids, help chose hav1pg difficuley

A

. Ex{éct less progress from pupils N
havmg dlfflCElt}'

fave pupils. choose heir, owﬁ readmg
* material . . -

. v ia,
Sperid 'less tigd 1nsr.rucr.1ng the more " _: -
"gble pugfils ' v .

- -

. Send the bétter readers to a higher

"gradﬁ read;.ng-
4 . .

Discussion: -

1
k]

Pupil d:wersicy is a faqr,of dife in elementary classre ', Teachers wexe

rasked to reagt to several methods of cop:.ng wlch the wide range of achlevemenc 111 .
“a ciase', A WScale from I.- .Strongly Agree' ‘r.o 5. 'Sr.ronglv- Dlsagree '\

N uak used. *“Teachers favor "Sptnd extra £ime with pupils havmg dlfflculty" (a), -

. and "Group pupils on the bggis of reading achievement" S,b) Agreement wvn sr.ar.ei-
?ent (a), ang disagireemenr. w’.th .statement (h) would seem gncradlctory id is .noc

. clear tiow one 1s accomplished without the i‘ﬁer - Teachers generally disagree Qich i
sending good readers co a,higher grade (i}. “In-class cutormg (c) teceived slighcly.

more supp@rt tnan the use of paraprofessionals (e). Few of the, teachers were




-

k.

E] ' . . B
Undécided” about expecting less from pupils having difficulty (£) but out

‘equal numbers responded "A'gree" and "Disagree@,’“making the gro';.lp mezn - approach
'findecided”" even though individual teachers are not undeci ded, Overall, j'io@ré‘ver,
there isino g\lear preference on this point. LA ‘

3

1
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able 3~7 ¢ Mean Values
VA Word~-Recognition Organization

k-4

Lesson Organiéation-

-

a.'Grqup lessons as part of the regular
) reading period d1rected by the teacher

. As the need arises on an 1nd1V1dua1
basis,
:lAs'part of the spelling programme :‘

Group lessons on a special needs basls,
e.g. in“grder to.undertake a special
project,

Grgup 1essons in a separate pertod
de31gned to teach word- recogn;tlon
skills -

£. Group lessons on a remedial basis

8. To the class as a whole

»

-

. Discussionw R / . -
\'1 - - e
-'.I -

The word recognltidh programme in Grade 1 is, organlzed 5§1mar11y around
group léssons (a), with extra help for 1ndiV1duals as the need arises (b). The
“Grade 3 programme also uses group le essons (a), with indlviduai help (b), and it ~alsg
_ makes.readlng a part of the spelling programme (c) In Grade 7 the word recognitlo
L progfamme is. bu11t into speiling (c), with‘ind1V1dua1 help prov1ded as needed (b).

The word-recognition’ programma shifts its emphasis from intake treadlng) to *

I

outpat (Spelllng} as pupils move through the grades. -

.

.Tgachér Comments:

\

As indicated in Part 1, oeacher comments from all three levels nndicated
ﬂoncern for the wide rgnge of pupil achievement afd an underly‘ing frustrat’lon ins

not belng able to adequately deal wlth this phenomenon. There is some indica-

).‘ a tion that more attentlon 15.£ocussed on those students haV1ng difflculty whlle

y 1ess attention is given to those who~seem to be getting along.
[ * " ~

+ 4 - A . T > .

' - ]




SUMMARY. ANp CONCLUSIONS- -

N -

Teachers generally organize their reading programmes so they cam provide
extra help for students having difficulty and group students on the basis of
reading achievement. The yord-reéogn{tion-programme changes from a reading to

‘a spelling emphasis thropgh the grades. Research has shown clearly the hafmful

'autitudinal:effepts of permanent groups based on reading achievement, and the,

. X . 1
dublogg achievement gaine made .with such g¥Fouping. This information does not

seem to be available to teachers or else alternate organizational] strategies
L] N .

.

,are hot known or can not be used for some reason. ,

1
Q - '

. . N LT - E
The mixed response as to whether or not pupils should choose their own reading
‘ L
material (Table 3-6) was unexpected; an earlier report had indicated that pupil

. ™
selection of reading material was "Important” at all three grade levels. This °

’ apparent discrepancy may have resulted because the item did not Speﬁify if

K 4

students] should sometimes have the opportunity to choose their own reading

material or if Chey should always choose their own reading material. The
‘evidence Eromﬁbther sources ¢learly indicates that teacher guided self-selection ,

[ & . .
of recreational reading matetrials increasgs.students' reading enjoyment and

should therefore be included in the reading "crogramme. Instructional marerials,

»

hOWéVGE. are more effective when ‘chosen by the teacher;

-

. .k »

1Da{rtd Russell and Henrf Rea,'"Resea§QQcnfteaching-réa&ing" in N.L. Gage (Ed.)
Handbook of Research-’on Teaching. Chicago: Rand McNally, '1963.

-
"
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'Pa\f';: TII  THE NATURE OF LEARNING ACTIVITIES

+

« This gection is copceined -with the nature of lrea.;:ning. actfvities used

and their frequency and duration, - . N
-i‘ - + £ N

Table 3-8 Percentages '
Weekly Reading InstructloU:Lme

— / —

]

'] R
Instrucgimﬁ Time per Week: P;rcent responding
: : ) Gr,1

N 3

a. OAe hour or less ' . 2,5
by One " thrée hours , 3.6
ci Three = six hours ) o " 5.0
" d. Six - n%ne hOf.trs . ) —;Z.l
e, Ten or more hours : .7

f. No‘- response: - 1,1,

, Y ¥
Discussion:

-
!

7 - ' e
~ The amount of reading instruction time ae)creases at higher grade levels.

About 60% of the ‘Grade 1 teachers indlcat% that theip reading instruction period
avera\ges ‘two hours or more- each&iay, about 40',’/ of the Grade 3.teachers 1rﬂicated

gna‘f; their dally reading period is abput one hour and a half while about SGA of the
T

ade 7 teachers indicated an averagé‘daily reading instructron permd of about

one hour,




Table 3-9 Percentages

/ord-R'écognition ctivities
: 8

a

Approximately how’huch réading .
instruction time is spenk in these ~\

activities connected withAvord-
recognition skills? .

Instruction by the tea;her
More than one-half
Oéi—galf .
One—third”

One-quarter
§Less than one-quartg} |

No response

Work books ‘
More than one-half
'One&hglf
bne—thirdx
One-quarter
» Less thaﬁ.one-quarter
No respggge .

LAY

+ - =

Self-selected learning materials
More than oﬁe-haiﬁ
One-half ‘
One~third
One;quarte;
Lesg-thgn one-quarter

1]
No response °

*

Teachers were asked to indicate how much of the reading instructional time

>

L]

L3
*

was used for selected wj[j recognition activities. Unfortunately, "Related




Teacher- prepared Materlals was om’itted from this section in error. The
responses show that word—recognltion activities occupy a decreasing proportlon
sﬁ tiMs grade level increases. As the total reading time also defreased with
grade level, the gmount of time for word—recogmtion activities is dramatlcally

redul;ed as "grade level 1ncreases. )
] * .

-
. -

. Some general comments are poss:.bleeabout teacher prepared aterials. A
~majority of teachers at all three levels indicated that they develop their word
recognition programme from several sources (Table 3-4) To do so, they would @

have to modlfy exist;l.ng materials as well as prepare new materlals. Grade one

] tea‘.hers commented that teacher prepared matera.als are an 1mportant 1nstruct10na1

— o an P - ==

: 'F/'res,x)urcev, . . v

-
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Table 3-10 Mean Values . AY
Frequency of Activities

e

&«

" Indicate how frequently students are
involved in each of the following
 activities. . ”

Teacher d1rected skill development
lessons

Group discussions of stories read
Silent reading 1n‘teaoher-d1rected
lesson '

. Experiences to provide a background
for readipg .

. Oral reading in teacher-directed
lesson

Reference book reading
Sight word drill

.’Individual teacher-pupil Conferench
Oral book reports

. Written book reporfs

Discussion: » T
)T N
A five point scale from 1, "Always" tq 5, "Never'l_ was used to determine
how frequently several learning actlvities were used with pupils. hInHanndept
Reading' was inadvertently omitted froﬁ'this list; this is particularly“unfor-
tunate in view of the 1mportance given to library books as an 1nstruct1onal
\materlal (see Table 3- 2) Pregumably, "Independent readlng would be an 1mportanf
component gf th# instruct1onal programme at all levels. Grade 1 teachers usy

"Group d cussions of stories read" (})) and "Teacher ‘directed skill qsévelopm ng

lessons“ (a#laost frequently. Grade 3 teaohens use—ék1ll development lessogs (a)

most frequently while Grade 47 teachers e discussions (b), sk1ll developm at
lessons (a) and silent reading (c) mosS%zften. "sight word ﬁrlll" (g), and ora
‘reading *(e)-are used less frequentlylrn ohe upper grades. “Writtén book repor s?'.
(3), and "reference book raadingG (£) assume greater importance through -the grades,
Sllent reading received equa;,éalue at all three grade vels while it mightebe
expected to become more impartant through éhe grades H/jF . ‘ '

v T s {. & .

&J ) -




Teacher Comments: . )
/’ H .
p Il .
o

The importance of oral activities to the beginning reading p{pg:amﬁe was

mentioned in Part 1. Grade 1 teachers also commented that the programme was

-

inter-related so” that language activities surrounded the reading act and made

;.feading part of the ¥anguage programme. N

* ]

¥ s

Crade 3 teachers' comments emphasized an eclectic approach with the need

LY

-

p for'a wisl variety of materials. T, .
/ * ’
—-..__,_\

.

Comments by Grade 7 teachers stressed the need for students to eESpunter

a great variety ¢f printed materials including many from outside the school

setting. ¢

’ - * A. - : . -
Addgpfyqal instructional materials and accivi;}p@ that were suggested for use:
. » ﬁ -
- -. -
Grade 1 . . . »
Charts '
. Scholastic Individu®Reading Kit
Library books 2 -
Puppets
Plays

Grade 3 ) .
Story wrifing -~
% Chalkboard exervises
$ilent resghRs
_‘Oral reading
Wcabulary -
Qra;e 7 ; »
’ Tgachér prepared materials
Projecté e
Directed.free reading ) » N
."anl'readipg~of Pupilsxvawn comﬁbsigi?fé;//

" IS

'y

Dramatizacion

Research




SUMMARY AND CONCLUSIONS

4

), .

Reading instruction time decreases through»the grades, The “proportion

of reading rime devoted to word-rzcognition also decreases. The types of activi-.

ties uéed with pupils seem unifiorf except that oral reading and sight wbrd drill

decPine in 1mportance whlle reference reading and:written book reports increase

‘in importance through the grades. ’ .
X y

v

These findings are consistent with the idea that pupils learn to read
durlng primary grades and read to learn for the.remalnder of school; and also that
once word recognition ‘skills are mastered at the primary level, relatively little
instruction is needed to maintain them during later school years. The types of‘

instructional activities seem rélatively comstant through the grades.

hY

ERI
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Part 1V  LEARNING GOALS IN READING IN THE PRESENT PROGRAMME

This section is concerned with the }earning goals in the present reading
» o . N .

Programme.

- 3

Table 3-11 Mean Valugs
r .Desired Goals of the Present Program

L3

2

Indicate the relative importance
0f pach’of these outcomes in your
present programme at your grade
leyel. i .

The total reading programme should:

a, Make reading enJoyable

b, Help pupils to reach their reading
potential .

. Systematically develop the required
reading skills =

Encourage the pupils to read
habitually .

Introduce pupils to a wide variety
of print materials

. Enable pupils to find information
efficiently

Develop critical thinking skills

Ensure that eacH}pupil reads. at grade
level

‘Discussion:

1

 Teachers at the three levels agreed ‘that they are most concerned that pupils
enj oy\j

eading and least concerned that pupils read at grade level. The ‘five point
scale used for.this section was'l,'"Essential“° 2, "Important"; 3, "Of Moderate
Impor;ance 374, "OFf Litele Importance ; 5, "0f No Importance". This means Enat
enjoyment of reading is con51dered "Essential”_ by thé teachers responding but that
reading at grade lgvel wds considered "Of Moderate Importance ' Responses to the
first five items was similar at all three grade levels, but Grade 1 teachers indicated.
it is less important for their pupils to find information and think critically than
did the teachers at the Grade 3 and 7 levels. '

98




. Table 3-12 Mean Valuegs
vd i . Desired Goals for Pupils

I

Indicate the relative importance
of each of the following

~ . A;//’-

- . .
. .

) Word’RecognitiBh Skills

The;(pi-l should:

a. 'Use phonics skllls to‘denufy
new words

. Acfuire a large stock of common
sight words

Idént{fy new words by using
‘cantext clues

.

Use structural énalysis skills to
identify new words

. Use the dlctionary te afsist them
in the pronunciation and meanding
of unfamiliar words

Comprehension Skills .

The pupil should: ,
. Identify main ideas -+
Identify importan details ..~

Make judggments based on .
informatipn ; 2
I "/
. Make inferences ‘a 1 anticipate
outtomes . // L
~ :4//
: A
Study Skills
The pupil

o é Leocat 1nformation

<

b Orga ize informatiih effectively




|
* |
|
I
|

. -

Discussion:

—_—_——

i
The pupil goals were all seen as important by teachers. Grade 1 teach {

indicated that using phonics skills'was the most important of the pupil goals . L
listed while use of the dig;ionary was' the .least important. Grade 3 teachers gan
highest values and equal 1mportance to using ‘phonics and identifying main 1deas,
while*rating dictionary skills as the” least important of the irems 11stea. The

differences among rankings is not very great, however Grade 7 teachers responded
in-a different . manner .from the other teachers surveyed. Theiramost 1mportant

goals were identifyinghmain ideas and locating information apd 1eqst important
was 'phonics, . . o T .
" L] . » M . . , . PR

The results suggest that _teaghers ats the three 1evels surveyed tried to -

achieve a balanced progiamme of reading instruction as the r%sponses cluster at

rating of "Important™. The results are similar to-ﬁhose found in The Report on

Goals. T . o ' ) >

-

»

. . . ) . ' i
Teacher Comments: - . . - “ i
. " ]

I'

1

The importance of pupils engoyment of reading was'r21ﬂ%0rced in the comments

as was the Grade 7 teacqers"v1ew that phonics is ot -as imporgant as the abikity

.to 1locate, understand anp organize information. R j .

N .
. -

¥

- | e e .8
Teachers' concern that each pupil achieve baaic‘?eading skills was mentioned

L)
in Part 1. Their frustration .at ot being able to achiege this aim was aﬁso 1nd1-
cated earlier¢ i ’

"o
SUMMARY - AND CONCLUSIONS

@ Ll

Teachers reading gqals reflect, ‘a balanced progra&me at least as far as the

items listed in this section. They seem somewhaf frustrated at not being able-to .
 achieve this proiyamme for each pupil-and, as indicated earlier, des1re smaller
classes and greater quantities of mater;als appropriate to the dlversity of pupil

ability in their classes. -

LR

(3




. Patt‘v IH.E. APPLICAIIONIOF KNOWLEDGE AND SI(IL.LS

.

A :‘.‘

.‘C:\« *This secclan ﬁeals with procedures and actl

-

‘master reading skills and Rnowledge .
_ e éﬁ K s i . 4

.

“Table 3-13 Mean Val

*

ues

§ .

.- Activities for-Application *

-
-

~

. How ﬁrequen:ly do youtuse the following:

vitaes

A é&ﬁeral acti
' *
v, “a. OraL answers to teacher-queétions
dtit:en answers to teacher-questiong

e Pupils pafaphrase or summarize-the
passage

l/-.

-

dn ?upils dramatize the passage'

f: Pupils 1nterpret the passage
' artistiCally, e.g. song,*pictures

f Pupils lead’ discus$ions

B

. R
5

.y

Ipapher-prepared matenials

1 .
g Chalkbeard exercises = °

4

h%gbuplicated exercise
Reading job*cards

8
. b
3 1- M - :'. .
j eBeading gaﬁeg. cards, puzzles, etc,

5

_p. Coﬁmerciallyhprepared méterials
ks Reading hits, e. 8. S.R.A.

1. Reading games, puzzies

L

*
‘.

m, NOIKBOORS accompanying thé readers

n. onkbooks accqmpadying a supplementary
. series, oY Special word-recognition
skills book !

H

u -
Ca .o ( .
D. Fuhcfional application of reading skills

.; o. Individualized reading in books which
v ‘are. pr0vided -as par% of -the, basal
‘Reading Senaes \

p. Individualized reading in, another seraes
q. Individualized reading in’ storybooks

r. Individualized reading in informational
¢ trade books - f !

ip the content
. subjects, e.g. prescribed rexts °

s.. Reading“in bookg. related

1

16

1.9
2.1
2.7;

/éf}i

P 2.9 %
2.9
2.9

-

tie's 'used to apply and

‘\‘f




AN

-

Di‘scuss ion:
2lscussion

AY

- H L] - -

"'A list of activities for applying reading ékills was puepared. Teachers
were asked to indicate how freﬁuently they used each of the activities,,(l "Wery
Frequently to S, "Nevér") At Grades 3 and 7 "Oral answers to teacher-juestions"
(aL and "Written answers to teacher- -questions' (b) are the most common activities.

At Grade 1*"0ral answers to teacher guéstions" (a), and "Chalkboard exercises" (g)

. 4 -
.are used most-often. The results indicate that Grade 1 teachers use a greater

number of activities with greater frequenty than do Grade 7 teachers. Thls is con-

<
sistent with the longer reading periods in ‘Grade 1 (See Table 3 - 8). The em-

phasis on questloning is apparent at- all three grade levels., Teacher-prepared

ﬁg:;rials are  used more frequently. than commercial materials, altpough it is not

<known whether this is by choice or as the reSult of a lack of commercial macerials-

It should also be noted that consumable teacher—made materlals (chalkboard and
duplica&éd activities) are. used more frequently than non-consumable mater}als
kjob*cards and games, puzzles, étc.). Individu@liZea'feading‘in various types
of books occurs "Often .or "Sometimes" ;nd ranked near thé midpoint of the ac-

-

tivities listed infterms'of frequency,.

-




Table, 3-14 Méan Values

-
*

‘Practice Activitfes' Evaluation

?’ ¥ ) . Grl?‘
Indicate your methods for checking
daily practice activitles: v
RN : . .
a, The activities/exercises are checked

« with the children each day as part
of the reading block or period, .

b. The teacher checks the activities/
exercises and the children make the
necessary corrections ‘on -the same day

*

. ¢. The teacher checks the activities/
-+exercises and the pupils make the
' corrﬁhﬁions in a special period the’
Afollowiug day ./

4. The actxvxtles/exercises aré;mainly
self-checking thus eliminat{ng the

e
.néed for teacher assessmentf

e. The activities/exercises are gearéd
to the independent level of the pupils
so they can mark each other's work under ~
the supervision of the'teacher

Discussion:

"Teachers indicated thaﬂ they generaﬂly check children's mork dpring the
same period or the same day (b). Péer-marking (e), self-che;/}ng (d) and
checking the next’ day {c¢) occur moré often in Grade 7 than id Grades 1 or 3,

_but even in Grade 7 these methods are used - -only- ?So@etimes .

* * . * . L




feacher Commgnts : /Z'

©
‘l

- - . — k™ hY
L L)

-The following application items were- added bf:Gradé 7 t&achers:

Indlyidual reading of maganines and newspapers
Librar& books

Novels related .to conterit subjects ~

Pamphle:s

The following commercially prepared ma:exlals wvere added by Grade 3

teachers:” - . N had

Duplicated skill activities.
Filmstrips and tapes
%

Grade 1 teachers added the following.methods of checking pupils{ dailyryork:

-

Spot - checks ..
..Individual conferences

Comprehension exercises

-~

» * =

Thei;omments followed a unique pattern, each grade level commen:ed‘izou: a.

different aspec:-of :his secfion.' Grade 1 :eachers suggested addi\ﬂ nal daily~
checking me:hods, Grade 3 :eachers dngges:ed additlonal types of commercially
prepared materials; while Grade 7 teachers added func:ional skilf“application
-me:hods.\ This pa:tern reflects the Grade l :eachers concérn with individnal
progress, -.the Grade 3 :eachers concern with additional materials and the
Grade 7 ¢ achers concern with diverse sk!ll appllcations that were mentioned

earliér see Par: 1)

»

l

SUMMARY. AND CONCLUSIONS T .

P ]
L

S . . . .
gQuEic;oning is the strategy that teachers indicated.they use most often
for mastery\and abplica:ion of reading skills, Guszak's researchl indicates -
that improved ques:ioning reshlts in improVed ﬁupil comprehenaion. Questioning

s:rategies would seem to be a.jprofitable in-service toplc.
L ' i !. * ..

. - . {
1‘See Guszak, Frankile'e.chers quest ions and levels of. reading comprehension.

R

In T. Barrett (Ed), The Evalua:ion bf Children s Reading Achievement.
IRA 19%7 pp. 97-110.

J -




PAFullToxt Provided by ERIC

o

Teacher-prepared materiaié are used more frequently than commercial
materials at all three levels; cé@éénts by Eeaghers indicé{éd,they would like.
a greater quéntity‘;qd greater variety of commercialiy erpared materials, "*
.-presuﬁaﬁly to lightea their preparation load, \.Increased use of non-consumable;

teacher-prepared materials might algo-qase teachers’ preparﬁtioﬁ load» This
would appe;r to be.another useful in-service topic. The lack of sufficient .
com@ﬂréial maie;ials m?gﬁ£ be Fhe result of lack of funés or lack of infef@f-

_"tign about available materials, More information could be gained.about com-

_~mercial materials through more extenSiye_use\of publishers displays, by {hviEing

representatives to in-service and/or teachers' meetings or‘by designation of

individuals or groups who would report on new or ﬂ;rticularly.usefuI‘materialé.-

-
.
.- - -

.

£
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Part VI  EVALUATION OF ATTITUDES, KNOWLEDGE AND SKILLS

—
. *

a -

This section deals with the evaluation of re;?ing and the estimated

'performance level ©f classes.
. N\
j ' Table 3-15 Mean Values )
Evaluation: Techniques

- =

v . o Gr.) Gr. 3

¥

. Indicatg the place of each of the
following evaluation techpidues in
your reading programme:

a. Teacher observation of pupils'
/ readlng behav10urs

b. Performance on day- to—day act1v1t1es
‘in woqkbooks, games,- ete.

c. Gheckllsts.(teacher—preparéd)
d. Teacher—grepered tests
.et Standardized reading tests

£, Tests prepared at the School
' District level

8. Tests prepared for use throughout
¥ne school

h. Informal inventories (commerciglly= .
lprepared)

<

Diecuséion:

LY 3
.ﬁ

. On.a five pelnt scale'from 1, hEssentlal" te 5, "Of No Importance” teachers
were asked to 1nd1cate the impb?tancé of severhl gvaluation techniques ’Téachers
at all three levels indicated that the most impor;ant technlques were observation (a),
and daily performance (B). Standardized tests asSume’ more, importance as the grade
Ievel .ircreases. Tests prepared at’ the district (£), or school (8) levéls received
a low rating, consistent with the ratlngs given td local curricula (see Tables 3-1
and 3- =4). . '

1"

-




Table 3-16 Mean Values
) Evaluation}

\

Indicate the importance you attach
to each of the followitig in evaluatlng
read1ng atfitudes and skills:

a. The puplls show confldence.in their 7

ability to read

. The puo}Is use many clues.to help
them recognize words.and meaning

. The pupils use a gariety of technilques
suited. to their purposes for reading

Practice exercises are usually completed
snccessfully

. ‘The pupils select teading as a free—
choice activity

. The pupils cr1t1cally evaluate what
they read

The phplls sound out all the unfamiliar
wogds encountered in any type of reading

»

The pupils Perform satisfactorily on -
tests of reading, skills

. The pupiis consult a suitable reference
book t:o) find angpers to their questignms .

-

. Discuséion:

L4

-

* "Teachers were asked to indicate the importance attached to each of a . ™\’

series of reading behaviours usinéQa'fivefpoint scale (1, "Essential” to 5, "0f No
Importance"). ‘Teacﬁeré at all three levels agreed that confidence (a) was the,
most important pupll behaV1our.. Flexibility in reading seemed to be given second
importance as 1nd1cated by using many clues (b), and a vag}ety of techn1ques ().
Tha comparatively low rankamg for performance on tests (h) is con31stentew1th the
/‘responbé 1nd1cate¢ in Table 3 =15, ., The only‘!%em to show mech dlvergence between
grade levels was use of reference books (i) with Grade ]fteachers finding thlé

" much less important than d1d the teachers of Grades 3 and 7.
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fable 3-17 Percentages

« Reading Level

Reading Level-
&

How many of your ﬁ?ﬁ%%nt
class can' read nd under-
stand the foilowing:

-

Library Hébké of -their own choice

Almost all
three-quarters
oe-half--*’
one-quarter
Almost none
Bo answer

- . -

Local newspapers
¢ 'j' Almost all .
6h;ee-gparters
one-half
, oﬂe-quafter
‘ximost none

»

" Ng answer

Social studies téxts at their
graﬁe/year level
Almost all’
three-quarters
one-half
one-quart;r

Almost none -

S
No answer -
'. bl

Science texts at their grade/year’ level

Almost all .

three-quarters

one-half

+
H

one-qguarter
Almost none

No answer
oy

Grade
.3

- ¥
Lt

) Grade

] u .
. 3.8

4.4 -

18,3 °
8.1
1.4

-

/68,2
25.3
5.0
9.5
0.2
0.7,

"




. ' N
Table 3-17 Percentages - Continued

* "
%" . ' : . * -

Reahing Lgvel "

-

ttow many of yodr present -
class can, read and under-
"stand the following:

£ T w

f . '

Mathematics texts at their
grade/year level =

Almosgegll
three~quarters
one-hal £
one-quarter

" Almost none .

No answver

L]
n

> " .. e

Encyclopedias at their grade/year
J:eve 1 - ™ .

Almost all '

three-quarters

-

one-half
one-quarter .
A;mbét néne .
‘No answer

-

" Dictdonaries at their grade/year
-level .

Almost all
'phree—qugrtérs

“one-half "

one“qﬁafter
"+ Almost none

i T
* ‘No answer- &

ok
B ]
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Discussion:

. \.)
- In order to determine the degree of match between students and various

.available materials, teachers were asked to indlcate what proportion of their

class’ﬁculd read dlfferent materials._ As was expected, library books (a) ) .
could be ;ead by a greater proportion of students than any other materiai listed.l'
This' may be~one reason for the importance of library books as an instructional

tool (sée Table 3-2).- Mathematics texts are easier for students to read than .

the socials or science texts but the proportion of students who are able to read
the math texts decreases significantly between Grades 3‘and 7. The relatiﬁh&y
poor showing of Grade 1 students in gcience and social studies areas, no doubt’

reflects the lack of materials appropriate to this grade 1eve1. The ability of

‘most’ students to nn&erstand mathematics text\knay reflect ‘the e&phasis given

to math 1n most elementary classrooms or lower readability level for mathematics_ '

tents. e

ar




.Table 3-18 Percentages
Word-Recognition Proficiency

) 1 Gr,3’
J - ,

. Approximately how many pupils '

are able to use the word-

recognition skills appropriate

to-their level? .

*

o Almost all.
thxee—qnarters
awe-hal £
one-quarter
Almost none

No answer

Discussion:

-

. Teacne}s Were ,also asked what proportien of their Elass could apply -word- .
recognitien skills apprbgriate to their rsading level. Séudent proficiency seems‘
to decllne\khrough the grades. This seems-to’ contradict the belief that once word—
recognition gkills have been mastered, relatively little instruction jig needed to

maintain them. (See Table 3-9). This decline could also result from. less impor-

~

tance being given to word~recognition skills by Grade 7 ;eachers._a

" L

*» Teachews weée also asked to list the factors that are the main reasons for
satisfactory and unsatisfactory progress*by students. The most frequent reasons e
for satis factory progress were interest L1 school and/or learning and a wide range
of experiences; The teasons for unsatisfactory.progress were diverse but were
generally factors COHSidéréd beyond the school's direct oontrol, guch as family
problems or immaturity; ina?ility of the teacher to. give sufficieﬁt individual

attention, howevet, wag also mentioned. Schools could'compensate for some of these .
- “ . .
factors if sufficient resources were available.




Teacher Comments:

v

Teae;\}s\echoed théir ear%ler concern and apparent frustration at not

having the time to adequately evaluate individual progress nor the résources to

’

'
t

help those students who were in obvious dliflculty

SUMMARY. AND CONCLOBJIONS - E : B

o
L}

= a -

Teachers ind%eated that they most often check pupils' work the same da§, b
«often the same period. Pay-toéday performance and teacher oHservation‘are the
most 1m§ortant'evaluatiod'EéEhniques. Confidence and flexibility seem to be the
most important student behaviours. In general, pupils can ready Iibrary’bdbks they
choose,- but have some difficulty with other materials, Mathematics texts seem -~
easier for students than other subjeet texts, probably because of the emphasis on-
. -~ § madthematics 1n the elementary programme Students' ability to read math texts
e sgems to decrease .between Grades 3 and ? but no pbvious reason for this could be
identifiea. The main reasons listed for unsatisfaatdry progress of students)yere

generally beyond the direct control of the school, although teachers would like

additional time and resources to compensate for these problenms.

’

S ~ .
L]
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Part VII ACHIEVING THE GOALS 'OF A READING PROGRAMME

! ’

Pable B-19 Mean Values
. WOrH-Reco§nition Development

"
Gr.l “Gr. 3

_Iudiqate your degree of agreeuen or

disagreement.

a"‘Word-recognition skills are alnecessary
part of the reading programme bf the

' edementary school.,

b,. There is a need to continue instruction
in word-recognition 3kills in the
- intermediate grades.

¢. There is a need for a systematic pro-
gramme of word-recognition techniques,
from Kindergarten to the end of| the
elementary school.

d; yost word-recogﬁition skills ar
learned by ‘the end of the prima
grades.

e, If there is a need for word-rec gnition
skills to be taught in the intermediate
grades it should be done on a remedial
basis,

Discussion: -
; ‘Teachers were asked toireact to awseries of statements fegardiné the
' develgpment of a word~recognition programme’ In general, teachers agreed that word-
. recoénition skills are a mecessary pdrt of the reading Programme (a), that the
_programme should *continue in the intermediate grades (b),and that - qhe programme

ehouid continue from.ﬁindergarten.throﬁgh elementary grades (c).

-
[N




Table 3-20 Mean Values- -
Reading Materials Selgccion

L

o,
—
*

s ' " -
a. There should be an outline of the/
minimum learning outcomes at each
level or grade, to guide the tealher

in the selection of reading activigies

b. There should be several recommended
reuding series to allow the’ teach T
to chogse freely. ' j?

-

co There should be no prescribed
reading series.

d,* There* should-b® one prescribed
*+ reading series for bha elementary
grades,

. , \
* Discussion:

L]

"

When asked about’ prescribed reading seri&ayrteachers preferred several

Prescribed series (b) accompanied by ah onflégigffjginimal outcomes for &ach

level or grade (a) This indicates a desire guidance withi‘ a framework
rathet than a strict curriculum Qr;ne/ﬁﬁidance The comments that were made
also indicated a desire for sﬁécific outcomes with a wider choice’ of reading
series and greater availability of supplemental books for independent réhding




RN .
“Table 3-21  Mean Values f,f
f Improvements Needed

,\

E

Rate each statement below with respétt
" to the degree it would assist in
improving your reading programme :
a. Pre-service teacher-education should
. provide more appropriate training in
READING. :

Curriculum guides in READING should
provide for a sequential developgent
from primary-to intermediate ehphasis. '

Materiads associated with the READING
-series {or with individualized methods)
e.g. gu1debookss charts, pictures, word
cards, etc., should be providgd in
greater quantity.

Puplls should be more c0mpeten2/in ]
basic skills of one level beque pro—
-ceeding to ‘the next.

Attention should be given to the develop-
mental levels at which specific¢ READING
skills are introduced to‘the pupils.

-

f. The quality of in-service programmes in
“*READING should be improved.

g. There should be more in-service and ~
professional development actlvities in
READING.

Cont inuous progress and the various
levels should be 'reconsidered and

amended.

Curriculum guldes in READING should
provide more specifid directions. )

Currdculum®guides in READING should
be less detailed.*

Discussion:
. . ” L
) . . . L . ;
: Given a list of suggestions fox improving thefr own reading programmes to
rated on a five point“scale (1, "Essential"-to 5, "Of No Importance!), teachers

) indicated ‘that more appropriate‘pre-service training’(a) was most needed. A

L

sequentially developed curricuﬁrm guide (b), more materials (c) attention to skill

*

15 . |




-

. development leveld {e), and greaber pupil competence at each level {d) were

|

qext in importance.‘ Less detailed curriculun guides (j) were not important.
h '

' l\gacher Comme nt g™

.

' were also mentioned.

+i

b 2
f’i Grade 1 feachers feel very stuongly that class size be reduced, also they

*

inéicated emphatically that it be possible.for students to work ﬁt the1r own

*
fy Vo

.‘ .
.rates. The need for, a greatfr thoice of reading series and for more_supplemental
;.

books for 1ndependent reading was reiterated, as was the need for standardization
oF reading so students could trarsfer more, readily from place to place. . Improving

the quantity and quality of in-s eryicg offerings and having more resource personnel
-ﬂ" .t

» * ’
1 » . Y -

te
-

o ' The comments from Grade 3 teachers mainly reflected a concern for 'the
ellmination of split c¢las s and a need for good primary dictionaries. They

agreed with Gtade 1 teachers thatﬁﬁlasses should be smaller and that more- books

N =

should be available, especially for different cultural groups. They wanted more

rededial specialists available and better teacher Eraining ‘Less use of oral
reading was also mentioned presumably th¥s refers to Grades 1 and 2.
oo L)

e e et

*

Provision of preparation tim%}as &ell as smaller classes was mentioned by
Grade 1 teachers. A greater number and variety of books was requested language

texts W1th grammar sections were specifically mentioned Their coriments also
T
reflected a need for curriculum guides that are more specific. :

-

- B S

hd “

SUMMARY AND CONCLUSIONS

-

1

In order to achieve the gqals of their reading programmes? teachers would
like both more direction and more choice. Teachers want more direction in deter-
mining the goals or out'comes_ of the reading programme while requesting more choice
in the selection of matexials. This could be accomplished by developing a read1ng
programme with carefully spelledqout pupil outcomes and then keying these outcomes-

to a wide vaflety of materials, thereby producing a series of specific outcomes

-
Y.




ERI

PAFullToxt Provided by ERIC

: w:.th many

in-service training in‘ reading 1s .dlso needed.

) . RER Y
lte'rrate ways to a‘chleve them. It has been l-:notm for sotne time

»

that usinga variety of matenals improves the reading prbg‘i‘amme l' B
- -y . ! ' >
* " . Y [3 ! .

-Bétter pre-service reading instruc ion is consmdered very 1mportant.
As only 60%.of the teachers indicated comiletion of any reading training, the
majority of teachers prbbabiy have had no pre-service re‘adlng training. Improved

+

See William $. Gray, Improving Instruction in Reading: An Experimental Study.
Chicago: University of Chicage Press, 1933.




Part VIII # INTERPRETATIONS AND IMPLICATIONS *
. . [ &

- a -
T Ea =

This section will suma*rize major findiuQSa&-om the other secr.:fons and
e -

" suggest action to be taken S, s‘ . #e
. L

:
U % q'

As few districts or schools appear to. have. developed their .own reading
curricula, the Depariment of E‘ducatwn shou?,d contz?‘me to' provide an
"elementary readmg curficulum, at l.east “for the time being The form
of this curriculunr should be alt’ered t;o indicate sgecific pupil putcomes

— -
at each level. K ‘ . 5’ , .
B . . %P B

Since prescrlbed materlals, includmg a basa.l, reading series, are used

5

in most classrooms, and Beachers :Lndicate that‘ tl’rey want more freedom
in choosing, the “basal matdrials and a greater variety of supplemental
materials, the Deparment of Education shou’ld ‘bake stepsgto allow
greater’ freedom in the acqmsstwn of matemals y schools. An expunded
list of prescmb’ed nfatemals and a gﬁeataar qucmtm‘;y of auppzementaz
- matez%als ‘would be a uséf‘ul f‘wst step N a
- . . e T, %

i -.". e . o h

L3, _(-“ As r;eachers do pot seem to- find universi;;y c‘bprses'&iscritt specialists,
' .“the Cutriculum 'Guides 'or B.C.T.F. L 5§ "Aids particularl icial to
o Jr_}\. urr1 ulum Guides ‘or e on s particu w:.ef ¢

thé:l.r day-te-day planning, the ‘role. of ‘gach of tbes’e needs to be evaluated
and clarified. o -t ‘ . -®

R I »

« ~ . ) N . .
_Ag*harmful- eénsequences. seem to result Erom pupil grouping baged on
;reada.ng achievement, the posstbility. of‘ eneoumgmg other types of pupil
' gmpmg needs to be explored. Careful planning would be needed to ~avoid

.

) reg;ressing to a patte'rn of full-—time,, whole clas&.teaching.
' t

L t .
* - » Fa
h "

; : Foea D %
Because variety in materials i5 considered-important, pupii seledtion
- (with teacher gmdmce) of recreatwnal readmg materiajs should be

encouraged, ‘while teacher wlectwn of z.nsﬁr&c}wna?, matemala should be_
\

Ll

. retamed : A %

.Y . ‘
. . . o
. - ® .A
Since teachers indicdte that they want to achieve A bala'nced programme
*in reading, they should be encowaged to. contmue 3tm,vmg f‘or this

balance.




major strategy for mastery and application f reading skills, imprsving
questwmng stmtegtes shauld be pa:r't of the in-gervice pzf'ogmnﬁef

'.\ .. . o : ".;él

"As teachers indicateée the né%d for great®r quantities of commercially .

3\_.

prepared materials, the in-service pXogramme* should include information on

the availability as well as the evaluation of availablé commercial m/tem'.az};.

+ .o

[y
-

Because .content mate{igis, particglarly'in science and socials, are
viewed as ore difficult for pupils to read than’story materials,
speecific stmtegws for helping puptls read and understand content
text materials should be tncluded in the zn-sermce programme*. In
addition, readabz ity level should be ome Of the important eriteria

. Jgr the selection /o pz*escz}ibed:' texts in the- content a&"

10. Since teachers desire speciftt guidance in readingkgoals, .

as.

Ca) Thé ﬁeadmg curriculun for B.C. should 'mclude specific
out omes for each lavel.
(b} ‘Prescribed reading m&temals should be keyed to thege

»

pupil goals

’. # : A
. , 11. Because university prefgervice\pro rammes need to be evaluated in

FXS

light of: teachers' current classroom sityations, pre- 3ervi52:teacher
tmzmng §'hou1d include reading methods and stmtegzes for dealmg

Dith pupil differences, including syggestions for workzna’mth othew
cultures and those who speak other lanauages. *

- »

* The in-service programme i{s specifically mentioned as this -is addressed _
mainly to practicing teachers who completed the questionmnaire. It is
assumed that these same fomponents woulﬂ become part of the pre-service

programme also. - 1 ~

.e

:GJiISJ
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'WRETTEN Y LANGUAGE

i

WRITTEN LANGUAGE )

>

Uses written language fluently an¥ effectivkly. Exhibits skill in the - -
use of varidus kinds of writing (narrative, descriptive, expository) for various.
purpases and in the use of structure and unity, Shows concern for appropriate
use of the mechanics of writing such as handwriting, spelling and punctuation.

»
-

W0




ABSTRACT

N ’ ’ ¢
The sources of the curriculum in written language seem to be

largely Lhe British Columbia Language Arts Curriculum Guide (1968) and

the various teit bBooks available for use in ‘the classroom. Host teachers

3

select. spelling words from many scurces including,Spellers, word lists,

interest words and “the subject areas., Teachers in Grade 7 use texts and
g

commercially prepared materials more than teachers at other levels.

This was indicated by 56%-of teachers at that level.,

’

The average amount of time allocated to written language, spelling ’
and handwrltlng suggests adequate treatment but\jhe range tends to be very

broad.” Integrated instructions in Grade 1 made the guestionnaire difficult
for teachers at that level to complete The majoyity of teachers use

separate class‘periods in Graae 3.aud Grade 7 for spelling and handwriting.

~

Ay
In ranking learning.goals of the présent programme, teachers rated.
. _ s R
most highly the improvemenl of basic skills in written language. Strong

support was also obvious for simple, toncisé and correct writing._

-

-
-

In comparing ratings of learning outc%mes for "1deal” as opposed
to "Present” programmes, three outcomes - those dealing with vocabulary,
grammar aud punctuatiog - were substantially higher in "Iaeal" ratings.
Teachers would like to improve their teaching in the basic areas if time

and rébources are at hand. ’ . .. "4 ~

.
E

. Many excellent follow-up activities ar% used by teachers of written
A
language. Teacher-oriented activities such as marking and sharing with the

teacher seem to have priority, éspecially at the higher grade’ levels over

_pupil-directed actiyities,

..-

1

Concerning factors that. adversely affect the’ Language Arts Programme,

teachers are critical of the current Curriculum Guide, of pre-servi%e, and -
" to a lesser degree gf ip-service teacher education! and of the texts” and

materials available for teaching written language.
.




~ This chapcer is divided into several sections corresponding
in content t& the divisions in the writtsn Communication questionnaire
« * booklet.. These sectigzs are as,gollowsn P

I .The Kind and Extent of Learning Ekperiernfs

¥ ) i
. The Nature and Organizgt{on of Teaching Préocedures

. o o -
The Nature of -Learning Activities :

s
+

Leefning Outcomes im Written Communication in the Present

. . Progranuue . -»

PART Applicdtion of Knowledge and Skills

t — ' ‘d t,
PART VI? Evaluation of Knowledge and Abilities -

PART ‘WII 'Achieving Goals in a Written Communication Programme
’ v
. -4 ) *
PART VIII Interpretations and Implications

J ‘ ' » . } ‘ B
Each of the'Secﬁio,ng to VII c0nsi5ts of daka presented in

table form followed by a discussion of the data written comments

of teachers taken from the questionnaire and a. summary "of and conclusions

arising ‘from the findings. . ] . e e




PART I THE KIND AND EXTENT OF LEARNING EXPERIENCES

[}
¥

Questions in this section were concerned with the sources of
curriculum in written'language. the use of text’ or other commercially
prepared materials for the development of written language skills, the

" activities prouidéd as preparation for written languzge and the sources

.= of words for the spelling progfamme.
. A
Table 4-1 Percent .
- ., Sources of Curriculum ig Written
language‘, . .

Sources . ‘ Gr. 1 Gr,

a. No specific curriculum reference used _ﬁ34 38
b. The British Columbia Language Arts | N
) Curriculum Guide ' 60 63

" the programme suggesged in a text
. book.,

45 43 ,

-

The programme suggested in a reference
book., 13

—-

q.

Table 4-2 Perxcent .

UEe_of Text or Coﬁmereially
Prepared Materials -

-
d

N

O . ‘
Use of pupil text or other coﬁmercially +Gr. 1 Gx., 37 Gr. 7

0

| prepared matérial for development of
, L ¢ LIS
written language skills. . -

]




» Discussion:

-

L]

The sources of most programmes would seem fo be a combination

of the British Coiumbia Language Arts Curriculym Guide {1968) and the
various text books available for use in the classrooms. Th@‘large‘
‘ number of respondents indicating 'ne specific curriculum” can noe be
interpreted as a casual attitude on the part of teachers toward curric-
" ulum developmeut in written language. The possible reasons for the large
’ number of respondents citing no sﬁecific curriculum will be discussed in
;the.supmary sections of this report. The fact is that the Curriculum .

[, 3 L]
Guide and text books are important sources of the curriculum and should

be of high qualit} if the programme is to be df‘high quality..
3 + . » - . "~

-
L

The use of a text or of other commercially prepared materials was
indicated by only 31 percent of Grgde 1 teachers. The number using such

materials increased to 41 percent in Grade 3 and 56 percent in Grade 7.

Table 4-3 * Mean Values ,

Activities as Preparation for
Written Language

/

Pregaretion for Written language 3 Gr, 1

r—

a, A common experience™ N * 2.0 2. 2.4
An-experience from another subject area 2.5 2.5 2.4
Experiences from background of children K . 2.1 2,2 2.2
A motivating ideajtq;build ‘fantasy 2.4 2.1 2.4
Discussion . ¢ : 2.2 7 2.2 é.2

Deliberate vocabulary and language ’
bullding 2.5, ' 2.6 2.8

i

Creative drama or -puppetry T 3.1 3.2 3.6.

The visual arts , 2.7 3.0 3.5

_.Note taking . ' N 4.6 4,2 3.6

Reference,materials\ ' 3.5 2.9 247
’ . y

hi .

-t - . v w 1 +
* 1- Almost alwayg; 2- Often;~ 3- Sometimesjy 4-Rarely; 5- Never

+
~




Teachers at all three grade levels use a wide variety of activities
as preparation for written language. Common experienceé end experiences
from the backgrounds of'childree along with discussions are most frequently
used to help prepare children for the experience of writing. Creative
-drama, the Visual arts, note taking and reference materials were kndicated

‘ as being used rather infrequently. Systematic vocabulary development as
part of the preparetion for writing is certeinly not routine.
" Table 4-4 Mean Values

Sources of Words for Spelling
Programme

+ =

3\

Word Sources ' & ™~ Gr. 1 Gr.'3 Gr. 7

a. A vord list *3.3 3.2 3.2

b. A speller ' 46 2.7 3.1

€. Words from gther subject areas . ) 3.5 3.8 3.4

- T : . /
d. Words in which the children are interested - 3.6 3.7

1
-

e. Lists of errors 4.0 3.8 3.7

- 1Y

* 1~ Almost allj Z:Three-quarters; 3—0ne—ﬁa1f; 4= One quarter;
5~ Almest none :

Disdussion: . "\"f

, Teacrers-in all grades canvassed use a veriety of soerces for--the
words .in the spelling programmes. Word lists of various kinds are import—
ant sources for all grades, constituting “just under one-half of the words
used. Spellers are not used {n Grade 1 but are thessingle, most important
source of words in Grade 3 and Grade._?. Words from other subject areas,
‘worda in which the children are interested and lists of errors are all used
but are sources of lesser importanee except for interest words which constit—

rd

ute§3the most important source for Grades 1.

-




TEACHER C TS ' \

! - o 2 *
Grade Jateachers expregsed concern ‘that the questionnaire could not be used

" to indicate clearly the nature of their highly integrated programmes. Respondents
from grades 3 and 7 seemed to.feel thaé the questionnaire ‘gave them the opportunity

* t0 communicate in a satisfactory manner.

w

In terms of the Sources of the clrriculum, the following text and reference

books were cited.

Grade 1l: ' -

Canadian Reading Development - Sefies
The Copp Clark Publishing Company Limited; Vancouver Toronto Montreal 1960

Language Patterns ‘ ‘ '
Holt, Rinehart 5hd‘W1n5ton of Canada Limited; Toronto,ﬂontreal 1971

Ginn lntegrated Language Program N

g

"Ginn and Company;.Toronto,. 1968 gj,
L]

T Language Experience Reading Program
W.J.Gage Limited ; Toronto;1966

Spelling in the Language Arts
- Thomas Nelson and Sons fCanada) Limited . Toronto, 1963

'\u

. Ts : jrv- o
3: J— S
Canadian Reading Development Sgries o~

The Copp Clark Publishing Company Limited;' Vamgouver, Toronto Montreal 196Q“.

‘Language Patterns
Holt,Rinehart and Ninston X Canada Limited;Toronto, Montneal ,1971

Reading 360 ‘
Ginn and Company; Boston Massachusetts 1969

~

The, Canadian Language Development, Series )
The Copp Clark Publishing Company Limited; Vancouver, Toronto ,Montreal 1963

La e Comds Alive .
J)Fﬁgiﬁt/ﬁnﬁggons(Canada) Limited; Toronto,Vancouver, 1960
n 3 a

Grade 7

The Canadian Language Development Series : 5
The Copp Clark Publishing Company Limited Vancouver,Toronto), Montreal ,1963

. 4

'Spelling in the Language Arts o~
Thomas Nelson and Sons {Canada) Limited Toronto, 1963

Sense and.Feeling '

The CQpp Clark Publishing Company, Vancouver Ninnipeg,Toronto 1968

English Through Experience ..
The Copp Clark Publishing Company; Toronto,ﬂinnipeg Vancouver, 1968

/u

» . -




SUMMARY AND CONCLUSIONS

-

-~
- .

4
Teachers at all grade levels canvassed develop curriculum

from a number of sources: The, British Columbia Language Arts

Curriculum Guide, various text books available,,and from reference
books. There are some obvious conclusions. to be drawn. First, ‘
the Curriculum Guide and the text books (the two most important
sources) must be current and of high quality if they are to exert
such an'tmportant influence on the curriculum of written languagea
in the Province. Secondly, teacher®.are developing an eclectic
curr}culum from various sources, a process that reguires a high
level of professional skill built on excellent teacher education,
both’prenservice and in-service. Currently, the Curriculum Guide
and ;any text materials lack specificity and are out of date and
the teacher education programmes leave much to be desired. Indeed
the amount of time permitted for teacher education in itself milit—
ates against true professional performance in curriculum development.

Greatly strengthened pre-service and in-service teicher education

prog%ammes, includigy imstruction in curriculum deyelopmenti must be

developed if teachers are to play a professional role in determining

curriculum.

o
i Vil .2
AT A Pt e T e




PART JI THE NATURE AND ORGANTZATION OF TEACHING PROCEDURES

—

The questions in this seg¢tion were concerned with the frequency —__

. LS
of use of the' various types of written language; with the instructional
'patferns in written language, ‘spelling, and handwriting; amd@yith the
* v

alphabets ?nd’ﬁ%iting instruments used at the three grade levels.

e

LA '
ST '
-7 Table”4-5 _Mean Values*

. ; . X . 4
o , Frequency of Use of Types o;
Written Language *

Types of Written Language "
]
a. Practical writingE . 2.9

"b. Creative writing, 2.0 2.0

¢. Social correspendence ‘-, 4.6 % 4.3 . 4.5

-

—r

, ) |3 -
* 1~ More than .once per week; 2-Weekly; 3-§E;éfainper month;
4- Monthly; 5- Less than once.per month. '

4

.- Table 4~6 Percent

R ..
Character of Pro mmne in
Written Language*

éharacterisfics of Programﬁe\ <
~ *

No 'plapned activities to develop
gkills . '

5

An integrated langudge arts programme 74

* -

A progrémme integrated with listening
and speaking ’ 63

A programme integrated'with°re54ing
. .and literature . ) 62

A programme to-develﬁidwiitten
language skills 37

' % More than one ph@;gftﬁ:iatic could be‘garked. "

) v . . 128 Lo
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Table 4-7 Percent

y fnst;uctional Patterns in
* Spelling#*

&

%

.

—

Gr. -1

Instructional Patternsf

Separate class period

Whole class instruction .

+

Small group instruction

Individualized instructioh
3

Integrated spelling instrudtion

. b :
A combination of the abbvei

r
Y

27
37
44
44

44

-

28

?r.
75
40
43

21

kil

z 56

“ % More than one characteristic could be marked.

L3

Tagiﬁgé;s_
-

Percent

LT

Instructional Patterns in
Handwriting®

rd ’ t M

» Instructional Patterns

a. Separate claéa.perioda-

Whole class ina&ructiqn
Small group instruction
Individualized instruction

L3

A combinatibn of the above

o

~

56

. Integrated handwriting instruction 33

- 26

* More than

-

one instructional pattern could be marked.

129




¢
Table 4-9 Percent
Alphabet Used in Handwriting

Alphabey Used ]

a.-, B.C. ﬁanguage Arts Curriculum
' Guide (1968} ‘-.1

, Commercial Handwriting
Programme e

L

No particular alphabet

1

Other '

R

T

" Table 4-10 Mean Values

" +
", Instrument Used.in Handwriting

1 A

Instrument k‘m Gr. 1 “Gr. 3 I\ Gr. 7

————

_Primer’ print pencil 3.6 - 4.8 4.9
. S.tandardtencil ’ 1.2 -1.1
Ball-point pen ‘ 38

Fountain pen g 4.9

Straight pen - ' . 4.8

Crayo’n ' . 4.0

Chalk . . 2.8

*. 1« Almost always;




Discussion:

%

‘ The use of creativ} writing exceeds practical writing in both

Grede 1 and Grade 3, " iIn the%e th»grades on the average, children write
creatively about once each week and use practical writing several times

each month. Social correspdndence is used less frequently than pnce a
mdnth. In Grade 7 practical'writing is most common, oreative writing next,’

with social correspondence being used at about the same level of frequency

as for the other twoig;ades s

4:
I3 . Velt . .
H L]
j Written language in Grade 1 is very largely integrated with the
other language arts., Of much less importance is thatpartsof the pro-

gramme in Grade 3 and Grade 7 are very 5imilar except that the amount of
integration decreases while more*gkill development in written compéeition
- '-‘ ] - - '
isaparried on separately. - ) N
% ’ .

Y

H . Ao
i~ In spelling the instructional patterns depend vér;&much on grade
b3

levelI In Grade 1 for example separate élass periods are used by only

slightly more than one quarter bf the teachers in the sample. Instruction
spelling in Grade 1 is 1ntegrated with the pthep language arts with

small group and individualized. instruction both used more frequently than

the whole class 1nstruction.

-

1 - -

*
Handwriting instruction in Grade 1 and 3 is somewhat siuilar,‘ .

although Grade 3 teachers use more separate class periods and.mpre whole'\
class instruction. mpatatively few Grade 7 teachers (15 percent) use
separate*class periods for handwriting instruction. At the Grade 7 level
handwriting instruction would seem largely to be integrated with the~

writing tagk itself or to be individualized. _— . %
. . B

The‘handwriting alphabet in the British Columbia Language Arts
Curriculum Guide is nsed more frequently by all teachers than any other\\g
alphabet. A slight majority of Grade 7 teachers use "no particular
alphabet" sand nore than one of ten teachers in Grade 1 and 3 find a specific

model unnecessary.
» T




&

A standard pencll 1s the most popular writigg instrument in both

Grades 1 and 3”;;p1aced By the.ball-point pen in Grade Z. It is inter-

g
esting that the straight pen is.still. used by about 2. S/hercent of Grade 7.

pupils "almost always' "often" . ?

*

. SUMMARY AND CONCLUSIO&S

b

- g

‘Widespread concern was expressedlbyhcrade 7 feachers’about the low
level of achievement 'in reading and_all asbects of writtenh expression
among the students‘entering Grade 7. Table 4-5, shoﬁing‘gﬁe;frequency of
use of types of written languageﬂprovides an interesting commentary on -
this problem.' In Grade 7 the moSt: common type of nricing‘practised is
practical writing showing_a gradual decreasé in the prominence of crﬁstive
writing stdrted iniGrade lk Grade 1 and 3 teachers emphasiae skill in
writing creatively: Grade 7 teachershexpect th rerequisites for effec-
tive practical wrlting to be present. \rticulatlo amoﬁg programmes :
throughbut the grades 1s essential 1f sk111 development is to ge sequential.

LI
- -
- B
- . >

-

Apart from rather obvious. trends in wgitten language programmes
from grade to grade the fact that most teachers proV1de both integreted
and separate instruction in written lapguage the a pical hnswersﬂproV1de
fascinating food for thought. In Table %76’for example, five percent of
teachers in Grade 1, three percent in Grade 3, and four percent in Grade 7
provide "no planned éctIV1ties ,to develon skills" in written language
suggesting that it is believed that students “J.earn by wr‘.ng.

s .

pre »
Instructional patterﬁs in spelling and handwriting provide inter-

esting parallels. Separate class periods for instrqction in thesé areas,
while popular especially in the m1dd1e axades ‘afe certainly not used by
all teachers. Instruction to various sized groups and individuals sug-

gests flexible grouping for varying purposes.

\




PART III THE NATURE OF THE/LEARNING ACTIVITIES IN WRITTEN LANGUAGE,
SPELLING AND HANDWRITING

v . , /

L} . .
This part of the report on written language is concerned with

the amount of instructional time devoted to writing, spelling and hand-

writing; an estimate of the re¥etive importance of those written language
areas with which pupils need help; the methods of providing for individual |
differences in spelling; énd'the frequency of iﬁ%truction i the various

components of the handyriting programme. -

Table 4#11 Percent

Time Spent in Typical Week in
Writing (Compositiom)

P

-

Time Per week for Writing

0 i.l% hours
1%~ 3. hours
3 - 4% hourg
4%~ 6—houxg

6 or more hours - : \\;,

-

ITable 4-12 Percent

’ Time Spent in T§pica1 Week in
Spelling '

r

3

Time per week for.Spelling
0~ % hour

-

% -1  hour
11.= 1% hour
d. 1% 2  hours

e. 2 - 2% hours

+ 1




Table\é—l?- Percent -

Time Spent in Typical-Week in
Handwriting ;

¢

Time per week for Handwriting N 3 Gr, 7

0-% h.our . ; i . 7 59
-1 hou? ' 28 ' . 26
1 - 1% hours 32 ‘ 7
1%-'2 hours ) . 14

2 - Zk:hours . 17

LT

-
-

' Table 4~14 " Mean Values*

* . .
Priorities in Teaching Asppcts of
Written Language f),rp

' /

| | L e

Language Aspect ) . Gr,
a. Usage . - . . 1.7

-Ha&éuriting and Neatness 2.1 2.4

Story Structure . . 2,2 2,2

Spelling ' : 2:0 1.9

Grammar . . o } 1.9
& - . ;._"'1.—‘____.—--—"'__""—‘-‘_‘__1’_
Creativity and Originality 1.8
e, h o

Vocabulary | -t 2,1 1.9

-

Punctuation and capitalization . 1.9 1.8

Fluency 2.8 Z+7

- B il

Precision and succinctneés h 3.3. ~2,9 l 2.5

* ] Essential; 2- Imbortant; 3~ Of modirate imporiénce;
4 ~ Of little importance; -5~ of no importance -1:33
. o
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Table 4‘15L Mean Values qu

Frequency of Use of frovisions for
Individual Differences in Spellfng

Provisions - " . ) Gr.l - Gr.3 ° Gr.7
Differing;expectations 2.1 1.9
Varying number of words 2.2 . I3 2.9

c. Varying difficulty of words _ S 1.9 ‘ 2.5
Varying difficulcty of exexrcises T 2.0 2.5
Grouping pupilé . 2.3 . 9

. Enrichment Lo ' - 2.6 2.9

. Diagnosis and Remediation  ° ‘ 2.4 2.4. 2.7
Ad3u3t1ng methods for independenn study . 2.9 . ‘ 2.8 ‘& 2.9

i . Excuse from Spelling lnstruction , 4.2 3.9 ce 3.7

3 ek

- - *

# ] = Almost always, 2 - Often, 3 - Sometimes, 4 - Seldom, 5 - Almost nevér.‘,l

+ R p + f
! Table 4-16  Mean Values* B

,Frequency of Use of Instructional
Cémponents in- Handwriting

Componen t JGr.d " oGr. 3
Basic instruction in printing ° . 1.5 2.7
Basic instruction in cursive writing . .4.6 : 1.6

-

Letter form ; o, 7 1.5 1.6
Spacing ) .- 1.4 1.9

size ! . ' 1.5 1.8 ‘
Slant - o © 3,1 2.1 34
Alighgent 2.2 2.1 9

Neatness . '. .- - L4 1,9
Speed of Writing , | .3 T34 3.6

;- Handwriting Movement . ‘ . 2.6 3.8

L]

Sittiné position \\\\\\ .4 2.2 3.3

- aaa -

% 1%~ Almost alﬁays, eﬁgften, 3 - Sometimes, 4 ~ Seldom, 5 --Almost never.

oo

f




Discussion:

Table 4-11 indicé{gﬁ.the amount of time actueliy spent by pupils
at the three grade 1evels in writing. The average time for each grade,

-someuhere between category 3 {3-&% hours) and category 4 (4%-6 hoﬁrsL

- 'suggests a sub‘tanotial amount of.practﬁe in-writing for each grade..
However, diséribution should also be examineé. For Grade, (1, for eiemp1e~w
even the category containing the least, amoupt of time was checked by over

10 percent of)the teachers. Sh%ilar phenomena may be'noted, at both ends
of the_scale,fgr all grades. Again, the averages for time spent in spell--
éng andw'.-gritj.ng instruction indicate a good emphasis on instruction

in these areas but the range'of‘responses{'ust be examifed.
: . & \

Instructional emphasis on the various aspects of written language
are indicated 1n'Tab;e 4-14. Creativity and originality have high.priority,
along ;ith usage and handwriting and neatness; in Grade 1. In Grade 3,
cteativity and originality again rank the highest, followed by usage,
punctuati:n and eapitalization, spelling, handwriting ‘and neatness,

gfaﬁﬁar and vdcabulaky. The priorities in Grade 7 are usage, punctuation

and capitalization, sPeilfhg'and grammar, o
i

’ » ®
* - -

Provisions for individual differences in $pelkling seem well used
in the grad&s examined. (Table é~15). Differing expettations as "well as

1varying the number and'difficulty of words and Exercises are popular.

T

Table. 4~16 indicates the frequency of use of’inséructional
comgonente in handwri?ﬁﬁgg Teachers in Grade 1 and G;ade’S are
. concerned about virtually all insgrquionél components. * In Crade 7
handwriting instruction in terms of specific componerts seéms to be

focussed primarily on neatness.

v .
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SUMMARY AND CONCLUSIONS - , L. s -

.t . . ]
L .

ALY . Y " - N

The allocations of time for composition, spelling and handwritiﬂg
are startling and disturbing While the averages in each area andwfor
each grade are reasonable, the distributions are not, although some -
discrepancies may exist because of respondent's definiéion of writing.

In Grade 7, to take one example only, 5 perceht.of the ‘respondents
teach in classrooms where less than l's hours per week is spent in

writing while 19 peréent consider six or more hours to be!aPPIOPriate-
LU - g

[y
&

+* The priorities in tEaching aspects of written language (Table 4-14)

are surprising. -The same teachers in allocating impqrtance to the learning
goals in written lahéhage‘iq?an "ideal" setting judged originality to be
less _important than the other content subskills across all three grade
lenels

written language, creativity and originality rankéd highest in.Grades l

and 3. Perhaps it should be noted that the statement of learning goaléu
mentioned above stressed "ideal" 1ettfngs while the present question
solicits information about existing priorities. Also, the relatively

. high ranking of creativity here is %upported by the amount of time used *

-

in Grades 1 and 3 in creative writiﬂg. « . ¥
s e vy

The change in priorities and in the use of instructional components
strongly suggests the need for articulation in written language programmes.
Prigrities in teaching pmust be shared if learning outdomes areqto“be

4

realized.
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PART IV OBSERVED LEARNING OUTCOMES OF WRITTEN LANGUAGE
2

’
A

This gection was concerned with learning outcomes in written

“

language, speMing and handwriting as Bbserved‘in present programmes,
- Ls ‘- .

-
+

. toe L %

Table 4-17 1Meah ValLes*

‘Observed Learning Qutcomes of

# Written Lanﬁﬁage ﬂ

.

Qutcomes y : . Gr. 3 6Gr. 7

”

Content: chooses a topic of )

appropriate. interest and scope. : 1.8 . 1.9
Vocabulary: expresses ideas .

precisely, : ; 2.1 2,0

Style: uses stylistic devices
appropriately and effectively. _ 2.5

Grammar: produces simple, clear,

structure, . \ LT
. !

Punctuation: uses the conventions of

punctuation, ,

.

* 1- Essential; 2~ Importance; , 3- Of moderate impthance;

4= OF litele importance; 5- Of no importance ™

v




Table 4-18 Mean Values#*

-

Observed Learning Qutcomes of
#Spelling

| . ¢ .
* \-ss\ .7
Qutcomes . l Gr., ¥ Gr. 7
Learns to spell a basic high frequency
spelling vocabulary.

2.0, 1.6 1.7

Y

Understands-the importance of correct

spelling,

1.9

Desires to correctly spell words needed

for writing.

1.7,

Able to spell words needed for writing

through undg:standing_spelliﬁg principles

-

1.9

1.7

1.6

1.7

A,

-l

1.7
1.7

1.9

Table 4-19 Mean Values* -

1

&

Observed Outcomeé- of Handwriting

|

a.

b‘

o

d.

Outcomes

Writes legibly.

Writes easily,

Writes

S
Writes
organization

with reasonable speed. .-
>

neatly am

~

{‘with gpprOpﬁiate”

6r.1 Gr,3 Gr.7

- 1.3,
N

1.8

¢ 2.5

1.8

L

1.3
© 1.8

2.4

e, 8

»
T4
2.0

2.4

1.8,

1- Essentiai;

] ~

2- Importance;

. Of little importance; ot

.,.

\_3- Of moderate’ impo

5- Of no importance

13y




"DISCU§SION:
. i - v
All learning outcomes for written language in the present
programmes were ranked comparatively highly with the possible axcept-
““ion’of the outcome having }o do with the‘hse of stylistic-derices.

With that one‘exceptién}/911 outcémes rated at or._near the "Important"
- \‘. ‘V ) .

category.’ . ' .
. i Iff #.gb
-The learning oute&ﬁes of present spelling programmes all fated

.at or above-the "Important' .category. Those having to do with hand-
writlng rated vetry highly too except for the‘QutcomE having to do with
the speed of writing

!
7

‘\
SUMMARY AND CONCLUSIONS
Fal

y N
. The ratings of outcomes of present programmes in written A
danguage, spelling and hand;riting would seem to suggest an endorsement
of’programmes to improve the basic skills of written language. Compat-
atively few outcomes 5t.gpy grade levelyrated below the “Important"
category with tpe’ExceptiQn of speed of handwriting and the use of
stylistic devicés in written composition. Strong support was obvious

»

t
for simple, concise -and correct writifigh.

-

— . - N . * -
RELATIONSHIPS BETWEEN PRESENT vs, IDEAL PROGRAMMES 1;§bRITTEN LANGUAGE

- : S

It should be noted that only a sampling of the "Ideal" learning
outcomes were included in the questions which gave respondents an
opportunity‘to indicate the importance attached to present learning

cutcomes, Any eonclusions drawn,ktherefore, must be tentative,

-
-




(L

Fo¥ those learning outcomes dealiné with yritten language_
two seemed to be.rated at the same level for both "Present" and
"Idealf programmes: the choice of a topic of apprépriate interest
and‘écope apd'the use, of approprfate and effective séylistic
devices. Three ocutcomes, those deéling with vocabulary, grammar and
punctuation, were»subs;antially higher in the "Ideal" ratings. It =
seems likely Fhat teachers would improv% their teaching of,fhese basic
writing skills if time, nfterials and better teacher education would

provide -the means. The: pattern obsérved for written language of the

superiority of "Ideal" to “Present”, persisted throughpuf the spelling

and handwriting comparison.

L4

"
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Part V PROCEDURES AND ACTIVITIES IN WRITTEN LANGUAGE PROGRAMMES  **°

-

LY

“
H

] - A [
Questions in this section were concerned with the frequency of use LARIC N
of follow-up activities in written language, the teacher's estimate of the

number of pupils writing at or above the instructional level and with the

frequency of use of kinds of experiences in spelling and handwriting.

- 1

ey

<
Table 4-20 Mean V‘alqes*

&
« - Frequency of Use of gollow-up
" Activities in Written Language

/

Follow-up Activitied’

-

Sharing with teacher and/or parents

Sharing with other pupils

Teacher .marlcing and correcti'ons
Individual consultation’with teacher
Revision 3," .t

Cooperative déveloﬁ‘tﬁént of criteria

‘Development of kills as indicafed
by text &

Developrent of skills as indicated
by pupil's dwm writing

4

Y -4

-

* 1 - Almpst always, 2 - Often,3 - Sometimes, 4 - Selcfom, 5 - Almost nevei-.
N _ ‘ 1
% -
$ . Table 4-21 Percent

Pupils Writing at or Above
Instructional lLevel in Written
Language’ ,

S
~Pupils Writing -at or above
Instructional lLewvel
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Table 4-22 Mean Values * ‘L

: Fréauency'of‘ninds of Expériences"q

in Spelling

4

*Kinds of Experiences . - G ?

a. listening Activities - ‘ 2.2 2.6
b.,\sgpgakipg" Activities. . . ' 2.3 . 2.8
¢ Reading Activities ' . " 1. 2.2 . 2.5
d. Writing Activities ) -7 1.9
e. Activities to Build Word Meaning 2,3 ° 2.1 2.2
£, Btymology or word history - C b =_ 4.0 © 3.4
g Phonics - 1.2. 1.6 3.0
h. Morphology or sttudturallanalysib . 2.6 2.4‘ 3.0

Proqfreading ) ‘ 3.3 2.6 2.3
j. Use of the dictionary 3.6 2.4 - 1.9
k. Word games 3.1 2.6 ] 2.9
1. Team games ) 3.6 2.9 3.4

Projects 4.5 4.1 3.8

1

4
.

*

k 1l- flmogt alwaysl, 2 - Often, 3 - Sometimes, A(Z:Q%}dom, 5 - Almost never.

L3

I

-

&

- Table 4-23 Mean Valueé*

Frequency of.Kinds.of Experiences,
in Handwriting .

-

DR
Kinds of ExperieRces
- ¥ ’ "

~a. Special provision for left-handed

‘b. Use of a large alphabet
.€. A commercial practice programme
d. Use of'; handwriting notebook

e. Provisions for.good writing ja - 1.4
subject areas

t
T =

4 - ; - -
*°1 - Almost always, 2 - Often, 3 ~ Somerimes, 4 - Seldom, 5 - Almost never.

143




Discussion

-
-

The most frequently used follow-up activities in written language
(Table 4-20) are teacher marking and correction (c) (for Grades 1, 3, and 7);

and sharing with teacher and/or pareﬂis ta) (for Grades 1 apd 3); and

development of skill as indicated by Bupil's own writing (hl‘(for Grade 7).

Individual, consultation with ‘teacher (d) and sharing with otbe;;@upils (b)

also ranked highly. . " \i .

When teachers at the three gtade levels were asked to. indicate the
success of pupil writing at or above the instructional level, they were
unanimous in the judgment that real success is seldom attained. ' Teachers
appeared to be more dissatisfied with their pupils' degrees of success in
writing as the pupils progressed from Grade 1 to 7. '

f Spelling activities wmost frequently used (Table 4-22) include phonics (g)
andlreading (¢) in Grade 1, phonics (g) and writing (d) in Grade 3, and
writing (d) and use of the dictionary (j) in Grade 7. '

2 in handwriting the most popular activities are the use of a large
alphabet (b), and provisions for good writing in subje%t areas (e) in- .
Grades 1l and 3. 1In Grade 7, provisions for good writing in subject areas- (e)

was the only experience rated as being used "Often” (Table 4-23).

-

. . '
-

SUMMARY AND CONCLUSIONS

L
-

In their choice o follow-up activities in writtgn language, teachers °
use many procedures. .Teacher uarking,'consultation and' sharing are neces- )
sary and effective. A comparative lack of emphasis on such experience$,
however, as pupil sharing and the development of eocoperative criteria suggests
an emphasis on Ebmmunication with the teacher as opposed %0 communication
with other children. Such communication among peers takes written language

out of the "?Lsywork" category and makes it genuine and purposeful.

ot




- 3
The decline in the value which teachers at increasing grade levels
L ~

place on the written language of their pupils is an interesting phenomenon,

Are Grade 7 teachers more demanding ot less’ realistic?. Are their pupils

coming into the age level when high achieveﬁénp‘is unpopular? The fact is

that, in the judgement of the teachers, dchievement in written language

) declinies with increasing grade level,
.—rﬁ""—"—-f ' '

"Many useful experiences in spelling are common practice at all grade-
levels. Phonigcs plays a very important and perhaps too important a’part at
‘chg Grade 1 aﬁq Grade 3 _levels: The aﬁﬁgfent émphasis on other language artg

-

activities seems gsound.

L
v [}

L]




Part VI  MANNER OF EVALUATION IN WRITTEN LANGUAGE SPELLING AND
HANDWRITING 0

-~ \ - ..

The present section deals with the frequency of the :echn&ques used

in evaluating written language, spelling and handwriting.
: T . —n
"o . b o %.

C o, t L

Table 4-24 Mean Va%yes* )f

Mannet of" Evaluation in kfrir.r.en
Language .

Mannergof Evaluapéin

= -

Children's reaction during“shariﬂg
Tests, formal and informal

Self-Evaluation of‘no:eboqks and
folders

: Readlng and analysis by teacher
Brief comments by :eacher \'
Comprehensive marking by . :eacher 2.}
.Identiflcacion of errors L . - 2 2 i\ '
Grading of papers on 5 sgale: « T 4.6 .
Ranking by comparis‘?n "wikﬁ-h;,a ,ﬁgéndarc{ . &S

No pupil evaluation 2 - L 40 7
téL . {a',’- ' 4.2

No teache¥ evaluatd
, .

» - —

* 1 - Almost always, 2 - Often, Wy « Some:imes, 4 - Seldom, 5 - Almost.never. !

»
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Table 4-25 Mean Values*

: Manner of Evaluation in Spelling

L}

Manner of Evaluation

iest of week's words at bBeginning
of week ;

Test of week's wofds at end offwfek‘
Standardized spelling test \
Teacher -made spelling test .
Pr&ofreading "
Dictation of tﬁe weekly liéf:of words

Words dictated in sentences or
‘paragraphs

Examination of spelling in written work

Self-marking and evaluét%on=

~

. o
/ .
Table: 4-26 Mean Values*®
) Methods of Evaluaqlon in Handwriting

r
Yoo

\ !
Manner of Evaluation

h ]
Pupil self-evaluation

Analysis of handwriting as a basis T 2.3
for teaching’

Analysis of process as a basis for 2.5 -
teaching

Use ofj personal file holder - <0 33
’ . .

Commeycial handwriting scales 6T 4.8

»

-

* 1, Afmost'always, 2 - Often, 3 - Sometgﬁé§, 4 - Seldom, 5 - Almost never.

s

L

>

&




Discussion:

The most commonly used techniques for the evaluation of written
language include, in Grade 1, r?ading and anaiyéis by reacher (d),#brief
comments by teacher (e) and identification oferrors (g), closely fol-
lowed by chiildren's reactions during sharing (a) and self—esziqation of
notebooks and folders (c), For Gra@tlh the, techniques most frequentlx
used_seem to rank about the same. In Grade 7, there is less emphasis on”
pupil orlented evaluation and a correspondingly greater emphasis on

: teache; evaluatlon. None of the teache‘s use formal testing to any degree.
The usg of spelling evaluation in Grade 1 seems to depend on the
“use of many informal techniques. Grade 3 and Grade 7 teachers tend to
rety mainly on a test ‘ar the end of the week's spelling unit (b) and on
\k4fn examinatian of rhe pupil's wrirten work (h).
The evaluation of handwriting at all three grade levels seems a
mix of the ana}ysis<of handwriting, both process and product, as a basis
for teaching and the use of pupil self-evalugrion. )

»

SUMMARY AND CONCLUSIONS -~

»

ipe evalu;Eion of writ{en langhage, spelling and handwriting séems
varied and sound. An argument might be made for more pupil involvement and
self-evaluation, particuiarly at the Grade 7 level, and for less émph§sis
on pupil error as opposed to pupil success but the evaluative céchniques
uséd'by the typical. teacher should be effective. Self-evaluation through
the use of ﬁroofreading and pupil analysié, would probably strewgthen the
evéftation of borh spelling and handwriting although again, in both areas;

the evaluative programmes seem $frong. -
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Part VII WAYS oF IMPROVING THE PROGRAMME IN WRITTEN LANGUAGES

v L ‘ .

The questions in tHis secE}on deal with the imporrance of the ways

. of improving the' achievement of the goals of written language.

d

[

Table 4-27 Mean Valueg*

Ways of Achievidg Stated Goals in
Written Lénguage .

7

\
Ways of Achieving Goals

More pprOpriaté pre-service'tfaining
Less directive curriculum guidés
More specific curriculum guides |
More appropriate point of view in
curriculum guides ; .

4

Sequential develow&nt in curr&culum
guides ' i
]

Greater attentionm to written language
in curriculum guides

More texts and materials available
More suitable texts and materials

More in-service and érofessional
development .

Better in-service
More time for written language
Greater emphasdis on written lahgpage

Gredter competence in pre~requisite
skills ~

= v //-

* 1 -~ Essential, 2 - Important, 3 -° O0f Moderate Importance, 4 - Of Little

Iﬁportance, 5 - 0f No Importance.

4




Discussion!

Teachers in all thrée gradbs‘consider sequ;ntialfdeuélopment in
t curriculum.guides {e) to be the single most important way of‘makiqg pos—
sib1e~{mprovement in acﬁievement in the seétea geals of writfen'language.
. Cufricglum guides are not too dirept?ve according to respondentg‘yut-

should emphasize written language to a greater degree. .

i Ll

.

’ More appropriate pre-service training (2) is an."Important” priority

with more and better in-service training (i,j) rankiqg'somewhat lower.

r

Teachers at all three grade levels, but’particulanly.at the Grade 7
level, wish for greater competence in pre-requisite skills (m). Grade
- .

* - ! 'Y .‘_‘f
and, particularly, Grade 7 teachers exp a desire for.more and better

» L3

texts and materials (g,h).

SUMMARY - AND.CONCLUSIONS

Vo Teachers are critical of ghe current curriculum guides,ipre—se:vice
N ' i
teacher education and the texts and*materials available.

+
a
&,

.
- . v L '

Curriculum guides should place more stress on written~language and,

I
Il

most importantly, should coﬁ%ain whene possxble, descriptions of the

sequence$ which constitute development.
] .‘ ’ il ‘!:
e ¢ -
Teacg£rs do not pe eive pre—service education as providlng the neces-—

sary preparation for teaching writtén language. ’ In—service educan;on, too,

should improve in quantity and quality.

All teachers, but é;;;E:;IE;:ERQSE in Grade 3 and Grade 7, netd more

and better -texts and materials.,~




* Part VIII  INTERPRETATIONS AND IMPLICATIONS

.
- . ’

¥
-

*
*

1. Since substantially different programmes in written language are -
be1ng planned not only by teachers at dJifferent grade level$ but by dif-
, ferent teachers at the same grade Jeﬁgff.teachers must be involved in a
eontinuing dialogue about written Zanguage‘foaussed on the local level
- but‘taking-developr‘{ents in b}'oader spheres into account.
- . . " H
¢ Hany specifIE_EQEE§IEEMW; behctted which illustrate the nee
¥ for dialogue resultlng in coord%%ation an R ulmtion. All teachers,
but partlcularly those in Grade 7, are uphappy about th““prcascqu;saég
’ skells pupils have on entrance: expectations need to be shared. The“
range of times considered suitable for practice in yriting ig extreme:
teachers must discuss such Probléﬁs on the way to a??iving ag reesonable
solutions. ) . -

’

2. Because the t¥achers who responded to the present survey ard.

and there the teachers themselves are critical of their pre-service and

coping with cons;deraile success with a multitude of intricate p;oblems

. & -
in-servicé preparation for the tasks which face them, programme deve lop-
ment in teacher education must be a .conmtinuing process and must inelude ~

all those concermed with the education of children.

» - .
-

¥ ‘ In tﬁet the pfesenb.survey indicates clearly that cqy§icu1um guides
are dmportapt sources 0f the local written language curriculum and that
- teachers expect curriculum. guides to provide them with a sequential pro-
gramme outlining the development of written language skill, highly direce-
* tive, detailed guﬁdes‘whiah preseribe activigies do not seem to be what is

© ) uanted. el
. 3 N
. LI t"L , " .

4. Since teachers, pakticularly at the Grade 3 and Grade 7 levels. rate
basic writing skills such as grammar, vocabulary and punctuation more highly.
the, sequence cf skills ip curriculum guides should reflect this view. More
compiex skills such.as the use of stylistic devices should also be included.
Because teachets, d150, need materials and texts as sources of learning :
experiences, resource centres containing new materials eould facilitate-the
teacher's search for bﬁtter tnetructiondl vesources. ¢

151




"CHAPTER 5

ELEMENTARY i LANGUAGE ARTS-LITERATURE

&

LITERATURE

%
‘The student: Is developing a wide famifliarity with the best in literature
of all types., 1s mdstering the art of making useful associations between literatyre
and the world -as it is experienced . : -

Fry,,




ABSTRACT

I
1

Teachers reported thé& the resources they regard as most 81gn5£1cant in
developing a literature programme were experience and knowledge gathered from

ngachlng and researching. The B. €. Curriculum Guide was reported as being

.

used only moderately.

. . we
]

Grade 7 teachers reported a fair degree of success in teaching five

of the six novels prescribed for the level at which thézﬂiﬁﬁeh. The sole
Canadian title on the list was reported to be Ehe one with which least

M ~

suflcess was experienced. . .

Most ;ibf;ries accessible to children in British Céluﬁbia'schools
frere reported as having a collection of books that range in dlfficulty and
interest Most teachers reported they pursue\a planned but flexible

llterature pProgramme .’

a
‘L} A majoéity of teachers at alL;grade 1evgls reeprted that they read

aloud to children at least three or four times a week.

Y - "
- k3 N
- - . #*
. = % .

There appears to be considerable diversity among teachers with regard

- endorsed outcomes were familié;it th a wide range.of literature, improvelent -

to the learning outcomes of a )1itiure programe.‘ The most frequently

. of reading ability and development of literary taste. v oo

k)
- . . -

With regard to responses to literatufe teachers tend to prefer a wide
variety of exp¥essjve Qodes. Primary teachers tend to prefer artistic

' responses while Grade 7 geachers temd to'bBe more oriented todards - meaning and

.understanding. i ‘
. " ’ " - -,

.
" A majority of-teaéﬁers provide oﬁportunfiies, at least once a week,

for childrén to express how they have been affected'bx various pieces of

literature. ~

B

+
v

Teachers report informal observation as the preferred mode of evaluation

in a literature programme. Y . s Ssa® '
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1Y

ieacherf reported that they see an increase in material as the most sig-
nificant way in which to improve their literatﬁre programmes. Inéreased
in-service and pre-service are ranked next in importance. Changes in the
curriculum guide Were not perceived as being a particularly significant

means for improving current offerings in literature. N

L4 I}

“+

ORGANIZATION OF THE CHAPTER

EY
[ ¥ L

- In this chapter the data based on.the responses to the elementary

literature questionnaire are présented. in tabular form.

»

The chapter is broken dbwn into eight'gprts based on the organizing
princiﬁles around wh&ch the original qyestiqnnaire was fbrmulated. The
\topicg presented a;e: resources in d?veloping a literature programme, teaching
procedures in a literatu Programme, tﬁe frequenc§ of learning activities,
learning outcomes in literature, mastery and. application in l;te}ature,
+ evaluation of attitudes, knowledge and skills in a literature programmes
further development of a literature programme, and interpretation gnd
implications. _ - by ’

. ]
L -

» ' -

Followfﬁgneach table is“a commentary on thérﬁbfé gsignificant findings.
' . . e . ;

- LY

-




Part 1. RESOURCES USEX IN DEVELOPING A LITERATURE PROGRAMME |, -

Teachers were asked to indicate the freQuenc& of the use made

of certain regources in developing a literature "programme.
. .\ .

Table 5-1 Mean Value's . <
*~. Resources for developing a
literature programme ¢

Ll

Resources for -Developing a Literature Programme Gy, 1 Gr. 3
a. B.C. Curriculum Guide 3.1 3.2

b. ?rofessional tekxtbooks (e.g. Huck .
and Kuhn, Arbuthnot) 3.0 3.1

. ‘Professional journals (e.Eﬁ Instructor,
Grade Teacher, Horn Book)

Personal expe
9niversity course work

Personal expertise develuped from
in-service training

Personal expertise developed from
experience in teaching

Advice from,colleagues (supervisors,
schoﬁ%ﬁ}ibegiian, teachers, -
princ¢ipal) , ‘ a

L]

B.C.T.F. Lesson Aids .

. ' Commercially prepared anfhologies,
programmes or kits (e.g. Random
House Literature Progfamme)

District Instructional Haterials
Cen:re

.

Library books authorized for use in .
public schocls in British Columbia,

. Suggestions and materials from- -
.children . '

Classroom library . ’ ,_

Sch;ol I{Lrary e .. L

A-V Media (Record, tapes filmstripg)_‘
Personal library ‘

terials presgribed for the gkade(s)
ou, teach (evg. novels, poetry),
anthologies, drama, bobks)
Locél publi¢ library
Materials loaned by colleagues

Commerical book cldbq.(e:g. Scholastic;
TAB)

School broadchsts

T
.
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The resources_reported as being used most frequently by teachers at all

gradé levels were expertise developed from experience (£}, and the school *
library (n). . \ .

.

4

Teachers éenerally reported moderate (somewhere between "Often"
and "9ometimes") use of professional journals (¢), proficiency developed
in university (d), expertise developed in in-sexvice training (e), advice °
from eolleagués {(g), authorized library books (k), éﬁggestions from
»children . (1), A/V media (0), and personal libraries (p).
]
'Generally speaking, less use (somewhere between “"Sometimes' and "Rarely")

seems to ‘be made of the B.C. Curriculum Guide (a), B.C,T. 'F. Lesson Aids (h),

. professional textbooks (b), commercially prepared programmes or kits (i),
district instructional paterials centre (i), local public libraries (r),1

materials loaned by colleagues (s) and commercial book -clubs (t)
’ L ’

' The majority of teachers report that they use school broadcasts (u)
"Rarely" »r '"Never". \ s

-
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Table 5-2 Percentages
’ " v Availability of.library materials

No /0

No ResPonse

. Ro you have a library of any kind? A0 2.3 0.7
, - : * ‘ 0 0.7 0.2

1'1 '0'9

¥

"That data in Table 5-2 are based on simply asiiﬁg teachers whether any
kind of library was avallable to them . The overwhelming majority of teachers

responded positively,

; ’ N
Table 5-3 Percentages

Estimated degree of syccess met
?in teaching the prescribed novel
listed - Grade 7 only.

. r\ ‘ - FA

)Prescribed Novels

© Treage; Word to Caesar
" L'Engle: A Wrinkle in Time
Ullman: ‘'Banner in the Sky

Haig-Browm: Captain of the
- Discovery

North: Rascal
Kjelgaard: Big Red

. The Grade 7 :eachers:were asked to estimate the degree of success they hed.
met in. teaching the novels preecrihed‘forfﬂrade 7. * Tne teaehers were asked to
. make a rating on a-1-5 scale using the follpwzng descriptions. 1 - "Used
successfully"; 2 - "Used with fair results"; 3 - "Used nothing better"

4 - Wsed dnsuccessfully”; .anﬁhﬁ ~ "Have never used', 6 indicates "No Response .

[ 3
s
. -
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With the exceprion of Captain of the Discovery every novel has been

»

used successfully or with a falr degree of success by more than fifty per
cent of the teachers re?orting. The substantial perceptages in caéegories
5,and 6 should'not be neceséarily taken as a rejection of the booi_fn‘.
qgés&ion, The rgasoqglfor teachers reporting they havg never uéed p?e book
or failing.to Ep.responsive at all may be gnrelatédvto their opinion of the

book in question. :

#

t

TEACHER COMMENTS * °

-~

. . 'With regara to teaching resources in their written comments teachers
were unanimous in their requests for improved library facilities always
stipulating thatya full-time librarian sﬁﬁuld be available. A demand for
h;gﬁ‘interestflow vofabulary reading materials was expressed by teachars at

. all three }evelsa The stimulation of interest yas emphasised by all groups
and the use of non-print materials to achieve this goal was mentioned
frequently. ' ’

' Many teachers at the grafle one level ca%menfed that the curriculum

'guidé'was not well-suited to the circumstances under Which they t;ught. Such
comments wéra particularly mdrked from teachers of children whose first language
was not Eﬁglisﬁ or teachers who had a h;gh pfbportion of children with learning

difficulties.

-t | .

Grade 3 teachers listed the following as teéching’reso“tces used!
mounted pictures,- television programmes, resource .persons (story tellers),

magazines, and pewspapers. Specific novels mentioned: Dr. Doolittle series,

Winnie the Pooh, Charlie and the Chocolate Factory and Charlotte's Web

{prescribed for Gréde;43.

Grade seven teachers shared the concerns of the primary teachers
) wiih regard to improved library services and’a need for high interest/low
vocabulary reading material. In addition they noted a concern regarding
sexist attitudes embedded in much df the literature now available and called

for this imbalance to be redressed. The prescribed hovel, Captain of the

~Discovery was singled out by some teachers a% being ill-suited for grade,

‘seven students.

[

Specific titlaes récdmmended by the grade seven teachers included

Kidnapped, Shane, The Thirty-Nine Steps, Grizzly, Wilderness Champion, Call of the
hild, Treasure Island, The Hobbit, A Christmés Carol, Curse of -the Viking Grave

¥

and Never Cry Wolf. ) . ..

w
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The date from Table 5-2 indicdte the vast majority ofvchildren
have access to some kind=0f library through schools in British Columbia.

The small percentage who do not might well give rise to some concern.

-
L

The results from Table 5-3 indicate that Grade 7 teachers appear
. &

to have felt they have used five of the prescribed novels wirh some
Success but the remaining one is. generally felt to be less useful. This
novel is the sole Canadiaﬁ representative on;the Grade 7 list. If we -
are interested in stimulating and maintaining an interest in Canadian
litarature it may be that'Cenadian booke;likely\to be more appealing

to teachers ang students be added to the list of novels prescribed for
Grade 7. o -

o

‘ . -~
In their wyritten comments several teachers noted the sexist

overtones in many books available in schools. It is of interest to note

that only one. Book on the Grade 7 prescribed list, A Wrinkle in Time,

has female characters as main characters and even In this case the roles
.are shared by two male characters whereas the remaining five titles have

N
a single male figure as the central character

“

The rather moderate use of the B.C. curfitulum suggests that steps
be taken to produce a document that will be perceiyed as more useful and
relevant to teachers The data from Part VII of this chapter suggest that
revisions should be in the direction of providing more specific information and

direction regarding a literature programme.

The relarively low usage made of B.C.T.F. lesson_aids and distrlct

instructional centres suggests that some more detailed investigation be
made to determine the reason for the situation and that action then be taken

_to increase the level of usage.

i




The results tabulated in Tab],‘f% indicat:e that Banner in_the Sky,

Rascal and‘Big Red have in generazl b ﬁ'presented with a fair degree of.

SUCCess. Word to Caesar'and‘Wrinkle in Time have been used within the

range between "Fair success" and "Nothing better". Captain of. the Discovery,

the only Canadian book on the list, received the lowest rating. Ip their

written comments,several Grade 7 teachers described this book in_negative

1 - *
L

terms. . o e

. ] .\

SUMMARY AND CONCLUSIONS .

¢
! ‘e -

The data in Table 5-1 indicate that thckmost widely used resources are
expertise developed from experience and school libraries. Heavy usage is
indicated where literary material is prescribed‘(Grade 7). The response at
Gradesland 3 to this item is puzzling, The qdestion was included so that Grade 7
teachers could respond and it was expected, Sincé no literature materials
are prescribed for Grades 1 and 3, that it would eliCit no response from
teachers'teaching at those leoels. It may be that teacher$ had in mind the o
reading instructional. material ghich includes some literary selectionts but

such speculation cannot be verified on the present- data. -

[
- 4

‘_The data regarding expertise deseloped at‘Unioersity,and-frmn,in-service
training indicate that they are having some positive effect but room for
improvement still exists. The data regarding the 'use made of advice from
colleagoeé is encouraging since it represents a _form ‘of "hidden in-service

mhicﬁ might well be fdrther encouraged. ) -

* e
A a
. &

\‘.

1f the authorized curriculum i$ sSeen as a core around which programmés
are developed the relatively low use of t dhe B, C Cdrricurum must give cause
.for some concein. .The low reported usage of the B C. ;hs lesson aids,

district instructional material centres, and schogl b dcasts'suggests thats

®

the literature component of these resources be'improved or wider Publicity

" be.givep to” existing literary materials.
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Part II. TEACHING PROCEDURES'Iﬁ A LITERATURE PROGRAMME

- 4 v

"Table S Mean Values )
Characteristics of Libraries available
in Schools

Library Characteristics

Books other -than textbooks available
in the library for recrea;ional
Leading.

Provision is made in the .classroom
go that children can read in the
library rather than at their desks.

Library includes displays of pupil-
made materials.related to books.

Library includes stories or other
forms of literature written by the
children currently enrolled in
your class.

-

Library 1nc1udes displays of

materials designed to motivate
the reading of books (e.g. posters,
questionnaires, motiVational

quizzes) . L ?

Libraky includes a variety of
reading Interests.

Library includes a wide range
of reading difficulty

bibrary is comfortably furnished.

Audio-visual forms of ‘literature
(e.g. records, tapes, filmstrips)
are available. in the library)

L3

—

S

<

The data from Table 5-4 suggest that most libraries accessible to
: chilﬁren in sehools in B.C. contatﬂ‘hooks other than textbooks‘Jan—iaeLude_Hh
a variety of interests (f) ranging widely in dlfficulty (%}ﬂ Somewhat fewer

.jrch %ébraries make provision for reading in the library, Cb), include displays
L] .
. . N

! * . .‘ 4 ' ¢

161,

*
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(¢), are comfortably furnéehed (h), or contain lfterature in audio-visual

form (1). Even fewer 1nclude materials writtep by children.

Table 5-5 Percentages .
Organizational Characteristics
of a Literature Programme

Organizational Characteristics of
a Literature Programme

e

I

I usually adhere Lo a planned
programme’,

I have a planned programme but
incorporate materials suggested
by others (e.g. children,
colleagues, etc.)

1 do not have a planned programme
sifice it depends entixely on the

, interests of the children 1 ant

* teaching - e m—— - =

I do not have a literat?re
programme.

e

.

; The data from Table 5-5. indicate the majority of teacher Eollow ar-

. ‘planned literature programme into which they incorporate suggestions from
’ others (b). Rather more primary teachers than intermediate teachers rely
solely on~the current interests of the children in determining}/he literature:
programme (c). And,about twice as many intermediate teachers as primary
teachers stay closely to the programme they have planned (a). Only a very

small percentage of each grade level irdicated that they have no literature
programme (d). . . .
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Table 5-6 Percentages
Type of Schegule'for“Reading Aloud

t0 Children

Schedule for Reading Aloud

ﬂ*‘

a. I have a regular schedule which
I usually followf

"1 read to the class only whenever
there is timefto spare.

I have a regular schedule but I
also read aloud if there is time
to spare.

I never read aloud to the children
I reach.

Stories and poéms‘are read:only in
association with a social studies
or s®ente unit. )

I have a regular‘schedule, I also
use spare time and I incorporate
reading aloud into teaching in the
the content areas. .

‘ The data for Table 5-6 indicate.phat the majority of primary teachers
and a substantial minority of Grade 7 teachers read orally to children accordiﬁgj
to a planned schedule which they supplement with spare, time¢™and reading related
" to the content areas (£). A ﬁurther 14 9 - 16.5% of teachers” reporting follow
the same gombination except that they do not incorporate the oral reading of
area paterial (c). *Between 8.4 and 13.1% of the teachers follow a
regular schedule which they usually follow (a). Only a tiny pergentage, 0.2

actually a single tqgcher) reported no readipg et the Grade 1 level {(d). At

' the Grade 7 level 2.7% reported that they peeer read aloud to the &hildren they
teach (d). + ' '




TEACHER COMMENTS

[N

" Teachers gt all three levels ﬁentioned,the value of pictures,

audio visual material and realia in promoting an interest ap literature.

- Comments from Grade one teachers streseed that approaches to-
literature at this level should be primarily oral A wldeSpread desire
Lo achikve flexibility, was noted g0 a8 to exploit to the full the
children's interests and needs. Many teachers mentioned the usg of real
and vicarious experiences, games, classroom visitorsj’puppet theatres,’
and audio-visual material. . ' &

-

Grade three teachers mentioned attempts to get children to
. L~
produce literature for their peers. Many teachers commented that they took
- ’ hl . '
note of the curriculum but did not feel bound by it, preferring to use the

ongoing interests of the children as a guide in selecting suiteble material.

lp——

SUMMARY AND CONCLUSIONS.

TeacherS'feei that most lit?ﬁries acceésiﬁlg through the school
provide a coilection'of books that Fange in interest and difficulty. *
.Somewhat less attention seems to be glven over to making the libraty an
inviting or stimulating place through the use of soft furnishings or .

motivational displays. ..

.

3
- * L4
-+ *

Most teachers indicatedthay fdll - a planned but flexible llterature
programme. Approximately 17 to 204 of the primary tegchers report that .their
literature programme is based entiyely the Qurreiit- interests of the
children whereas only 11.1% of the Gradé 7 teachers indicated they use
$his idea. ’ )

]

L\* The majority'of teachers read aloud to children accordlng toa ..
regular schedule. Many of them supp%fment this‘with readfng aloud wheneuet

o

time allows and by readlng materla;.gélatqﬂbto the content areas. C,

_— v * P ia




Part 111, FREQUENCY OF LEARNING ACTIVITIES IN LITERATURE

.

Table 5-7 Percentages ™
Frequency with which Children List¥n

! to Stories Read Aloud by the Teacher -

.

' Gr. .3 Gr. 7
Frequency

Every day . . . . 62.5
3- é times a week "19.0 30.4
0-1 times a week - 2. 3.8
Less than once a week ) . ' ' 1'.2
Never - 0. 0.7

+ 0

Ll
-

L)

- Thg data from Table 5-7 indicate éﬂL majority of teachers read aloud
to the children they teach at least,three to four times a week if not more
frequently., A minority of Grade 7 teachers regorted_rEading aloﬁd less than

-once a weelk, . . . <o~
» > . . * "
.- i *» .: . .

-

°The.re is much evidence to show that listéning is a skill which can be
1 learned (Central New York Study Council 1957; Keller, P. W., 1964, Devine,
1961) and some evidence to suggeaﬁ uhat Amprovement in listening will assist

in the development of reading abilit{ (Lundsteen 1971).
2 Lo

» P
+ e " A

P T,
.

TEACHER COMMENTS ' ™~ I

In their comments teachers of grade one and grade three children .

-

endorse an oral approach to 1iterature whereas grade seven teachers
expressed some reserve with regard to reading aloud, suggesting ‘that this

should happen only when the atmosphere was, espeéially suitable“as, for N
xample, arising spontaneousiyagrom a particular enthusiasm for a particular
RPN -'. f.".‘\h--“.:_ .
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The data from Table 5-6 ifdicate the ;ast majority of primary
teachers read to the children three or more times a week. A'reduced
number, but still a c¢lear majorify, of G;ade 7 teachers report they N
read aloud with a similar frequency. Only 'a few primary teachers read -

less than once a week, but a total of 14.5% of the Grade 7 teachers reported

this low a frequency.
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Part IV. LEARNING QUFCOMES IN LITERATURE: , Present Programme

4
-

In gathering dmta on, 1earning outcomes of their present lnitereture
programmes,, respondents were asked o state which two. ‘of a list of leaxyning

outcomes they agree with the most.-

» .

El

.

*

Teble 5-8 F’ rcentages
c'hers Indd:cating most Agreement

= with Outcome of their Present
- “?Lﬂt&rature Programme

- v

W v
_ 'j--‘ﬁ;:__i..,--‘;-"‘- * : ﬁ-‘;g ‘.-_j .
L0 : coer. 1N @rf3 Gr. 7

A .
- 4 . ' - = .
Learning Outcomes for a I;i'tetai'u:e Prcg;-ama
B - . - 4 [N

a. .Chilgren will be’ thoroughly familiar With -
' .a core of first-rate literature (ecgy’’
awyard winner?,. classicsh.’ oo

bb. Children will be familiar with ide
: variety of litépatursd withr to form
and content (ec.g -, wt& -xd of _books
and poems) DS R

N -..a...\

Children will bp. lf_em"i‘u;atwi‘?ﬁ literature
that most adequately:aceis ~'their
* psycho-social needs ,.(e,g\ ..groblems facgd

in growing up). ~I= !
Children will be familiar with litgrature
that will 3381@} ‘them in developing an
appreciation of their cultural heritage

" (e.g. Canadian literature)’

Children will.be famil:l.ar with literature
that will assist the growth of readingsand
~other cognftive skills (e.g. becoming
better.readefs). *

f£.. GChildren will be familiar with literature
that will develop their imaginations
(e.g. becoming’more creative thinkers)

gs Children will be .able to choose
- digceriminately aniong the literatlure
available to them (e.§. be able o pick.
out good book$ for leisure time reading).-

167




Discusgsion®

e e———
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-
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z ) .
The only firm cross-grade generalization that can be drawn from the

data presented in Table 5-8 is that there is a fairlY consistent lack of
endorsement of the idea thét literature should be used to assist children in

. "developing an appreciation of their cultural heritage" (d). To a 1esser

- extent the same observatlon can ‘be made* regarding the idea that children
‘should become ”thoroughlzigemiliar with a core of first rate literature (a).
Relatively few primary teachers endorsed the idea of using literaturdlto
meet psycho-social needs although 21.0% of the grade 7 teachers did select
this option (c). Three options seem to be endorsed fairly consistently across
the grades} (Children will be familiar with a wide variety of literature: with
regard to form and content (b)}3 children will become’ familiar with literafure
that will assist the growth of reading and other cognitive skills (e); and
children will be able to choose discrlmlnately among the - literature available
to theﬁ (g)+. Hgwever, none of these options received majority endorsements
across all grqde levels. A majority of grade 7 teachers appear to‘hahe endorsed th&
idea af using llterature to improve Ieadlng and other’ Cognitive skills (e},
whereas rather more primary teachers than grade 7 teachers endorse ‘the uge

of -literature in develeping the imagination (c). A higher percentage of ~

grade 3 teachers ar® concerned with deuelopihg disfriminating'readers (g)

than there are coheaerned among the grade 1 or grade 7 teachers.
) . ‘




Table 5-9 Percentages
Teachers Indicating "Most, Agreement"

with the Suggested Modes of Pupil
Response to Literature

i
a

Gr.. 1 Gr. 3

L]

Modes of Response in a Linerature
Programme .

\, L

Sa. Children will develop the. ability !
to express verbally how various '
pieces-of'litefature affect thems 29.0

Children witll' learn to express in a -
variety’ of artistic ways the effect ° ° . ‘
that literature has’ on them. 42.0 28:2
. 4

Children will develop the capagity

to express in a variety of ways how,

literature affects them. )

The images and feelings created by

literature are usually too delicate

for communication and children

should rarely be asked to eRpress

how various pieces .of literatyre

affect them. . :

Children will be able to e

ydemonstrate:their understanding

of a piece .of literature.
. Expressive activities relatél tosv

literature should be concerned |,

with determining whether or not

a child has understood a* givtn

piece of .literature.

}

- ¥
Dis®ussion:

“ -, .
. H
V. The data in Table 3-9 indicaias there is fairly uniform ‘support - for the

capac1ty to express‘in a variety of vays

idea that "Children will develop th

hoy literature affects them" (c). There is very little support at. any grade

level for the idea'that The 1mages ‘and feelings created by literature are’
usuglly too delicate for communication...” (d). Relatively-more primary than
LY - " ‘

grade 7 teachers endorsed.artistic modes of expression in reéacting to literature

.

(B). Grade 7 teachers endorsed most frequently the idea that “Children will :

.

be able ro demonstrate gir understanding of the meaning of a piece of litera-“‘
o:.lre" (e) . An evaluativ approach to response_s to literature reflected in ¢
the sStatement, "Expressive activities rela 0 literature should be concerned
with deEgrmining whether or not a child hagejnierstood a given piece “of
. nliterature (f) was endorsed by relatively Few teachers at any grade level
lf)J L - .
N .




TEACHER COMMENTS .

C “

L4

I

The overvhelming majority of primary teachers who'offe;:B—conments
on the outcome of a litErature’programme regarded it as a means of

s associating reading with enjoygent. They qiehed to disassocia
any fofm‘of stress: tPrimary teachers also noted the value of a
‘literature programme in develwping capacity in oral language,

-

) .
"An increase in.grade level tended te be associated with ‘an

increasing demand for an analytical approach to literature with grade one
teachers rejecting ahmosf unanimously any suggestion for analy91s. gradeﬁ

three teachers making rather more frequent reference to analytical skills

and grade geven teachers making the 1argest number of comments inﬁggis .
ents noted

regard. However even at thé Srade seven level several-respond

that any search for deep implications in the material read should be

- -

avoided unless the demand for it came sponﬁanpously from the DuDll
\ yﬁ/} . # N )

SUMMARY AND CONCLUSIONS

The data 1n Table 5—& reflect a diversity 0 opinion among teachers‘
. regarling, the outcomesof their P sent literat e programmea. None of
" the options listed was endorse by a‘majorit of teachers across_ the three grade
levelQ‘ Ralatively speakinE the teachers tended to endorse most strongly
the ideas that children should. become familiar with a wide variety of .
literature, the kinds of literature that will help in the development o
readyng and other cognitive skills. and in the ability to become discrimlna
:tlng readers. The drop in the percentage of grade 7 teachers compared to
the grade 3 teachers who endprsed the 1dea that a literature programme )
should help to develop in children the ability to “choose discriminateLy
among the literature available to them"nmy be of concern if it is- believed ”'

that school experienee should 4331st in the growth in independence of the

[

students. . . : \
o o ‘ * . v .

et Very few teachers at any grade leval endorsed the idea that

sliterature should be used to develop an appreciation of cultural heritage.

1
’
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. The data in Table 5-9 indicate that teachers tended to{ﬁndorse a

variety of means of expression in l1teraturé—related activitiqs. Primary
. teachers favoured ‘artigtic modes of response while grade. 7 teachens showed
b ]
a tendency to stréss the demonssration -of understanding. Evaluative ap-
proaches were endorsed by relatively few-teachers.
P . ' . ) l
Data on teachers' rankings of learning outcomes in an "Ideal"” or

future oriented setting are presented in the “Report Deal1ng with Goals".

These data will be used in comparlngdteachers perceptions of present and

ideal programmes in a Literature programme. :

-
¥

€ v - ,‘

Hﬁ&ationshiﬁ_between Ranking of Present vs, IdealiProgrammes in.Literaturé

In generalv the results from the teachers Jideal and present'pro-_
grammes’ tend to confirm one another. Iﬁ both a positive attitude towards
o literature appears “to be most heavily endorsed_ ‘Followed by a desire g0
improve reading skills Becom ng a disgrimlnating reader tended to be more
‘heavily endorsed in the 1deal than in the ‘present Progra&me‘ The idea
that literature should be employed to inform thg ohild qbout his social

51tuation or td'meet h1s psychosocial needs was é%dorsed by relatively few

»

teachers in[either the ideal'or present programmes. :' v

+ M ‘ , ]
- o’ N *
The relatlve different;Ll among grades w1th regard to usi g’]i

ﬁment and rhrough 11terature than did the ldtermediate teachers 1§ both 1deal

* and actual programmes.




Part V.. MASTERY ANB APPLICATION IN LITERATURE

-

Table 5-10 Percentages
- . Frequency of Book Sharing Activities

4

- . - . ;.
Frequency - Gr. 1l . Gr. 3, Gr.7

Every day , _ 35.2 «17.1 - 7.4
. 2~3 times a week . 23.9 24,2 15,1
1-2 times a week 25.1 38.5 , 34rl

Once a momch’ . 6.8 . 10.9  19.6
Néver ' 5.9 6.4 20.1:

Lo
The data from Taple 5-10 indicate tbat the majority of ’teachers at
all grade levels make provision for some” book sharing activities at least
once or ‘twice a week ¢a, b & ¢}, _Th;s majority 1s not quite as. large at
the Grade 7 level as it is in . the primary grades. Just over 20% of the '
Grade.7 teachers and a smaller percentage of the prima-ry'.t eachers reported’
oz _that _.théy nevet_hold book_sharing sessions {(e)._ .. ____ R

>
" R

hY

~ SUMMARY
The majority of teachers indicate thég some form of book sharing takes
.place at least once a week in their clas‘srooms. A small percentage of primary
N teat:hers and a substantial minority of Grade 7 teachers report that they

.. —]never provide’ opportunities for the sharing of books.,

wr N
. L -
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IMPLICATIONS

-

b if teachers are to put into practice the maxim "4 successful
can express how a givyen

literétu;e programme will produce a student who

piece of 1iterature has affectéd him,.."” which the respordents to the

questionnaire overwhelminglf endorseq elsewhere* then it is obvious that
LN book sharing activities must be $ursued. Action should be taken so that

positive attitudinal and behavioural changes occur in those teachers who

epresentiyado not provide opportumities for book sharing.
. . 7 ot
>

-
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VI. EVALUATION OF ATIITUDESJ_KNOWLEDGE& SKILLS IN A.

r s

LITERATURE PROGRAMHE .

Table 5~11 Mean"Values % . X U
. Frequeney with 'Which the Following
Evaluative Procedures are Used

~ - - -
. . -

Gri 1 Gr. 8, Gr. 7

Evaluative Procedures ' S ' o

Comprehension ‘Test. ", P M 2.9 " 2.7

Evaluation of the structural . . .
characteristics of a literary programme ) . - 3.5 - 3.0-

Evaluation ‘of artistic responges to
.literature (e.g. paintings, models,
dramgtizations).

Evaluation of participation in -
discussions related to literature.

Observation of ‘interaction with

literature (e.g. frequency with

which books .are changed, apparent

enthusiasm for stories encountered,

*length of sustained attention to .
o literary selections, etc.). . 1.9-
£ EMaluation of written book reports. e ."4.0 »

g - Evaluatlon of oral book reports. . 3.5
J_ 0
*1. Always 2. Ofteg 3. Sometimes 4. Rarely" 5. Newver
- . . * ’ ’ ’/?

-
r

‘ - - ' -
It 1's apparent from .the .data tabulqted in Table 5~11 that teachers ::2\\\\
-all three grade levels use_informal. observational techniques more' frequently

than any other foxm of evaluation (c). Participation in discussion is used
™ pnext moet frequently across all gradeelevele (d). Evaluation of structural

characteriStics of a literary selection is ueed rela@ively infrequently ®).

The frequency with which the evaluation of written reports (f) and
comprehension tests '(a) are used increases with the grade level, Primary v
teaéhers use evaluation of oral book reports (g](aignificantly less frequently
than they do participation in disnuesion (d), while for. Grade 7 teaqhere this
‘difference is not significant. Artistic responses {c) are used significantly

more frequently by Primary teachers than by €rade 7 teachersnL - ’

&
-
+

“

Lye




TEACHER COMMENTS

.
Primary teachers who chodse to comment placed the emphasis on
enjoyment without formal evaluation. Likewise grade seven teachers called
for informal methods of evaluation which av;ided placing the pupil in a
difficult position .

* L
-

SUMMARY AND CONCLUSIONS

+

- -

Teéchérs at all éfade levels tend to employ informal obsérvatiop
and participation in @igc;ésion most frequently in assessiﬁg the
effecﬁivenesg of their literaturé programhﬁs. Thesea Qbsegvations correlate
nicaly with the findings from Part IV, Table 5-9 dealing with the outcomes
of a4 literature programme whéfe oral activi;ies.wbre endorsed by a‘
majority of teachers. - Structural characteristics of literature also
tend to pe shunne& by teachers both as cutcomes and as evaluativé bases.
Primary'teachers_éppear to make a2 distinction between the child's oral
behaviour in making a book feporF and his partfbipafion in discussion
in that the former 19 used significantly less frequently as a basis
fdr:gvalﬁation than thellatter. In ediate teachers do nab seem

to make this distinction &s scronglf.
‘]I ~

F}
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Part VII, FURTHER. DEVELOPMENT OF A “LITERATURE PROGRAMME

JT

Table 5 12 Mean Values
Estimated Degree to Which the Following
' Would Assist in the Improvement of a
k Literature Programme.

y Possible Improvémentq

a. Curriculum guide should contain
¢ more direction, regarding
literature programmg

e

b, Curriculum guide should provide.
less direction regarding
literature programme.

N ) .

¢. Curriculum guide should provide
mQre information ;egarding
literature programme.

d. ' The goals of a* literature
programmé set out in the
curriculum guide should be
more practical.

&, \Moré'materials for :eacﬁing
e literature should be made
available.

f. Materials providi for the’

literature pro

should
be more suitable e

g. More time should be allowed
for the teachiﬁ@'pf literature.

h. Pre-professionél training in-_ .
children's literature should
be’ increased. .

i.‘,In-servicebtraining in
" children's literature should
be increased. -t




! w

El

. It is apparent from the data presented in Table 5- 12, that teadners
\~at all three grade levels perceived an increaser in the quantity of matierials
available (e) as the most important way to improve their liwerature programpes.
This finding supports that noted in Chapter I, Suggestionsto Improve
Professional Working Conditions' where a substantial percentage of teachers
»expressed the opinion that imprOVemgntcould be’significantly effected by
the provision of more suitable instructional materials and improved library
services. Many comments from all three grade levels called for an increase
., in high-interest, low-vecabulary material and the full time services of a
libnarian Teachers at the grade 1 level expressed a need for a greater
amount of literature especially suitable for Indian “children.
Pre-professional training (h), (in-service (i) and more suitable
materials (f) tended to he rated as the next most important means. fgt
1mprovement These findings are supported in Chapter I where it is noted
that teachers perceivedincreases in the amount and quality of in~service and
pre-service ag important ways towards improving working conditions.
‘increased time (g) and various changes in the éurriculum (a, ¢ M
d) are perceived-as being of only moderate importance. However “changes
in the curriculum guide tended to be in favour of more information and
direction. Once aga;%'fh:;e findings are supported iu Chapter I.although
a certain ambivglence on the part of teachers towards the importance of
curriculum revision is evident.

N\

T

$SUMMARY AND CONCLUSIONS

L3

Teachers perceivedan increasé¢ in the amount of, material available‘ﬁ/

as the most important way in which they might improve their literature -
progﬂes. This f4nding is echoed in the data in Table 5-1 where it was
: note at teachers make frequent use of school libraries but these facilities

are sometimes felt to be less than aﬁeQUate S
1
’-l'
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-

- Increased pre-service and in-service tra:.nmg and the provision of more
&Jitable materials in children s literature are rated as being next in "'\[

importance as means* for the improvement of. literature programmes. ;
- . ’

x

.

The rather moder’a‘g concern for changes in the curriculum

" is perhaps a reflection of the teachers' perception .c:-f the curriculum,

which, as was note-d in Table 5-1 was not used to a great extent in |
developii:lg 8 literature programme. Such chahge ad was endorsed wasy . /

towards more, .rather than less, direction. ’ .

P
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- Part VIiI:‘_INTERPRETATIONS AND 1H?LICATIONS

¥

The authors present the following interpretations and implications

as they arigo out of the findings from this part of the Report.
SRS 5

[y

from Table 5—{'

"
» o+ . L3

1. The‘high usage reported for- expertise developed th:ougﬁ ekperi&nce
relative to the more limited usage reported for.expertise ﬁev?loped
at University suggests that ways of. increasing the inte}nship ¢om-
ponent of pre-service training b exploved. . .

The high usage of school. librories, coupled with teachers' commehts *°
regarding the inadequacy of the libraries, suggest. that steps be taken to .
improve school library facilities. A more detaile& study of this question
may be in'o;dér but such a study should not be used to dglay astion

aimed at immediate impfoyement. Such a study should certainly under-
take to‘idbntify any schools lacking library facilities, and steps

should be taken to rectzfy the situation immediatedy: '

.

b3, The relatively low usage of the present (gd¥riculum guides suggests FE‘,
that déveiOpment of a eurrzeulum in literqture that will be perceived 'y
. to elevant to the w@de:rapge of teaching.gituations encotmtered .-

W “
across "provinee should'be initiated. . T

, 4+ The"low usage xepdited for the B.Cf?.F. lessoo aids$ district in-’
'stihctional materials centéé% and school broadcasts suggests that ,
action should be taken to determmne (a) if such resources represent
an optunum means fbn-provzdzng support for a Zzterature programne
and (b) “given_that (a) is confirmed; emplore means "by which greatep:”

N use be madb of hede Jactlzttes ak

PR 1
t
[}
L h

From Table 5-2 - ' '

* 'bl -~

L
* 5 The almmst universal access to libraries for chlldren attending

schools in' BIC. is heartening. However, in a modern prosperous

province-tnp fact that any children are depriyed of a school

library may be the source of some concern. v




From Table 5-3

. . 6. Based on the miged ;eaction Ly Grade 7 teachers to the prescribed
) . hovele, it is recommended th?t the pr%seﬁt.lﬁst be, reﬁ?ewed_and

that cenefderation_be given to replacing certain titles or extending
the list with books lifce_ly' tg be moret apptealing than the less piopr,'clar :
titles on the present list. Particular emphasis should be given. to
Ganadian boefzs.a?_@d novels presenting f'emal%s in positive_ central roles.

.
# . . . &

From Table 5-4

-

J. If the mere’provision of literary materials is seen as insufficient
to attract children, éhen action might be undertaken to assist .
teachers to explore ways in which school and class .libraries can
be made into more attractive and, stinulating areas. -

=

. L]
From Table 5=5 - . . g :

. j/&-ether literature prograrmes showld be plcmned or arow eﬁttrely Cout

f current mteﬁests is a phild¢sophical r,ather than a séientific

decision. PerWaps tRe decision car- best be %ade ai the local level on

tne basis of loeql experience. If the tedcher, schgol or district finds
nt -

that one approath appears to work better than another, then local or

© possibly individual arradéemgnts should be made . \

I3
.

~Lrom Tablé'5-6.

L]

9, The_fact that teachers are readlng aloud to the children they teach
* is more 1mportant than the schedule according ‘to. which they do it.’
The only action qeeessary is to ensure that the teachers are given’
acknowledgement for .the excellent work they are' doing in this regard’

and to ta&e appropriaie action in orderto ensure that the small,

percentage o téachers who de. not now r'eaa aeoud to .childver qré
. .brougkt o apppeczate the be:;efzﬁs of this aethtu\’

[

From Table 5-7

10, Ihe. large percentage of teac}}e'i-s whb rapori: they now rea#® aloud o’

)
4

children suggests thaft actidn should be taken to reinforce the oral

1sy




.peading behaviour of most tgache?s and meang of producing attitude
changes in those teayrs who do rot now- read regularly and frequently
(’ to the children they teach should be explored.

From Table 5-8

. ‘ .
» * .
- .
-

11. Puture curriculum developrhe;qt in literature should take note that
“ the most widely endorsed learning outcomes for’ a- litergture pz“o-
gramme were: becoming fmlwr with a wide variety of Zztemtw’e,
deve loping growth in readmg and other eognitive. skzlls, and de-~.
veloptng dtscrtmtnattng readers. 1f the idea that school experience |
should contribute towards growth in 1ndependence then it may, be
felt mecessary to take action to mcrease the- number of Gmde 7
teachers who percewe that, the abzl-a@. bo diseriminate among the

literature avazlab le is, an g,mportant outeome of a literature rrogramme.’

o

"From Tabie 5-9 {

¢

S,
12, Commitfees concerned in Jutuz’e culwn develogment shoyld t&ke

cogmzance of uhe fact thet teachers tend to fer a variety of ’
‘means of respondmg to Mterature. \,

From’!?ablblﬂ’ e C

-
! “s
*

13. If .teachers are’ to put into'practice‘the maxim "A successful’

literature programme williproduce-i studest who can express hew -

¥
"

a glven piece of llterature has affected him ... which thé res— '
pOndents to the questionnalre overwhelmingly"endorséd elsew ere*
then Jt-is obvious that book sharing activities mmst pe purs ed.'
Aetion should be. takerz 80 that posztwe attitudinal and behakuml
chmaes ocgur in thos:.sz teachers who presentlu ‘do not. vromde ¢
0pportum;tws Jor booz< sharing. ’




From Table 5-11

* . . -
Kl o _.

14, ‘The repo€§ed evaluative bases embloyed By-the responding teachers
N o= - .

-

' appear-to'coinc;de nicely with, the desired 1eérning outcomes the¥
‘have identified, Aection should be taken to reassure tedthers that
“they appear o hdve develaped a bogieal. and conszstent i:;;\wmtgnp
‘between the desired leammg out&o% cmd the evaluatwe roceduﬁes

’fbr a Ittenature programme._ L
g - s E .
From Table 5-12 .

-

*
¢

.
- . . . -

)

15f hased on thé high ﬁeed expressed f&r inceased materiais for geaching- '
1iterature,,actwn should Ye undertaken to improve the library semzce
avazlable t; teachers. It may well be’ “that sdme. teachers may net be
avare of the resources that are already available to them)}’ Thus, it
sgenms, advisable to- improve the gqrvice, in the Form of qualz;zed
librarians, who in turn woyld ef ect the necessary improvements, jn
matetial through cons&}tééiou)with teachers rather than simply in-
creasing 1ibrar§ materlals budgets without the assurance that such *

unds will always be spent. isely. RO e L, w

. ggsed on the relatlvelz high need expressed for incredsed pre-serV1ce
and 1nssefvice in chdldren s Literature, auohorzotes concerned wotk ‘:
'*hese rrogrammes® shokld tnves:zgaue means of strengthening the cﬁﬁidrénis.

1 tedature componenu in zket? offerings. . ¢ i \ ;
. “ .

The conclusioné drawq_from this section tend to rei1force those drawn
from Table 5-1, namely that acuzon vusﬁ be taken to e;‘éc? a p031tzve
aztz*udtnal ‘chamge fouards the role of ‘the currtculum in proaramme'
developmenus' The change should,be towards. zncreases in zn,ornuzyon
reaardzng ~hzldnen’§’lzteraoune and, more” "tdhnce in developing a

Zzpe%ature programe.’ .




Centra& New Yorletudy Council Some Helps for Building Ggéﬁ;s for Skill‘
73

" Development in the - La_guage Arts: Liﬁ£En1ng Report
Syracuse: Syracuse University, 1957:

' A

—

: A : . '
e, Thomas G. "Reading and Listening: Jew Research Findingg." Elementary

o
. '

English, 38,.1961, 1970-19%4. . \ ‘

PR ;
Keller, Pael W. Ma;or Findings 1n Listenlng in the Past Ten Years
Journal of Communication, 10 1960 26- 28 . '

(. ; ’ ' N\ s

S
@

léndsteen, Sara W. Liéteniag: Its Impact on Reading and Theiﬁzher Language
Arts. Urbana, I11.: A Clearing House on the Teachiqg of English, 1971.
.‘ - "o




-‘ .
CRAPTER 6.

- ORAL "COMMUNWNICATION

SPEAKING

< o Uses approprlﬁ;e voice and speech skiIls._ Speéks7w1th fluency and

. ©, precisien. Appreciatks the relatiogship between speaking and listening.

"~ ' +Undefstangs the effects of and.is able to use a variety of techniques, in
oral commuuication. ' - -

-

) - T, v
.LrSTEgmcx o LT >

L, Cbmprehends:ful}y afd Accurately in all listening behav10urs . Evaluates
what is heard. apprectat and enjoys listening.experiences. Uses ’'a variety
of levels in _listeningy < et : .
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' ABSTRACT .

, -

N
A Teachers saw the total Oral Communication programme as falling between \.
"Important and ' Essential“ on the prefeﬁanee scale although SpelelC skills
were often, ranked lowerthan Important Variations in rankings occurred as a

L

function df grade level and skill area. The most popular sources . of the cur-
riculumiin Oral Communication were the teacher's own experience aad ideas from
colleagues, with academic tralning and curriculum guides having relatively less
importance. In‘general, an integrated approach to! the Oral Communicatian cur-
riculum was preferreq. Teachers responses showed a need for good quality in-
structional mate{ials. . _,/t ) . .-

Teaching procedures emphasizing various child- centered activities were
host populer. The 1east popular act1V1t1es for, developing oral skills ;ere

R ones which were narrow in scope with respect to skills or restricted in variety
‘/ of activiﬁ . to T
. . . e ) v . ?

\\\\ "{ , Learning activities in'Oral Comnunication integrated with other cur-
riculum areas were given highest.priority gs werxe those based oﬁ‘children s ex-
periences. Logal afd individualized programs werk con31deri@ most desirableja_

: Generally teachers saw relatlvely little need for follow-up activities to pro-

’vide practice for and application of skills in Oral Communication suggesting'

that a highly -informal apgrdach to skill development is preferred. This finding

‘conflicted with teachets' expressed views on the 1mportance of objectives in

-
].Qral.Communication. while all objﬁ%cives in this area were - ranked as ‘at least

"0 Moderate Inportance teachersJappear to see relatively less value incfol(;fing
L 2

"fkq;%ué_learniqg actjvities to insure qhat the objectives are met. > *

L] * . "
.t - I » S .
LY . . o

. A
e In the present programme, as in the ideal one, al obJectives were con~

siaered worthy of development HowEver, in both contexts, the simpler ‘moré"
* basic §kills were.ranked above the ﬁore dompdex ones. Listening skills were

generally considered to bé more important than Speaking skills. Little variation

A

was seen in the viéws on objectivds in acdgal agt Opposed to ideal circumstances

»

g'- . T - . CL 14 .
. ] *
_Teachérs'’ ratings of evaluation procedures in Oral Communicarion followad

3 -

tpe pattem established elsevhere In the questionnaire - In® spit% of considering
LI * + .

8

s &




J

-

r

]

most oral %il.}f.'to hdve a high importan,ce teachers appéared ‘fo beliave that not

only skill development but abs 'skill evaluation is best acoomplished through

. informal means focussed on the more sbasie sk ls 1n this area. -Teachers appeared

to be generally satlsfied w1th the quallty o Speaklng and Listening exhibited
by thelr puplls. R ‘

A . . .t LN
. ~ -

Teaphers saw highly sﬁécifie acaﬁemic.preparaqion, a better supply of

high quality materials and more emphesis upon Oral Communication in the tofal

‘ programme\iq being most importamt to the success of their programmes. They be-

lieved curriculum guides and fncreased tifpe for skill development to be less

crucial factqra-inithe quality of the Ora} Communication . programme.

0

. -

L]

- ORGANIZATION OF THE CHAPTER

-

ThlS chapter is divided imto several sectlons corresponding in content

to the ﬁlvisions in the Oral Communlcatlgp questlonnalre booklet. These sections

" L)

Fa
‘are as follows:

- . .
~-. . »
: )

Part ' The Kind and Exteatiéf'Learning ExperienceSJ‘
Part II The Natore apd Organization of Teaching Propeduréq_‘

)"

Part LII “The Nature okaearding ‘Activities .-

Part IV Lesdrning Outcomes in Qral Communication in the éreeent
Programme

Part V' Applicatlon of Knowledge -and Skllls .

Paxr_VI' Evaluation of Knowledge and Abilitles ) -

A
Part VII Achieving Goals in an Oral Cemmun1Cation Programme

Part'VIII Interpretatlons and Implicatlons T

-
A

-

[

Bach of the Sections I to VII consists of data preeepted in tabie ﬁorm‘
followeﬁ by -a diSCussiod?of the data, written commgpts of teache:e taken from
the qpestionnei:e and a summary of ‘and conclusions arising from the fihdings
Throughout the chapter, ;gference @1l be made to the results of the section in

¢he questionnaire dealing with learning outoomes. These findings were presented




in the earlier'Reﬁort, Dealing with Goals. Reference to these findings

is made for the purpose of a discrepancy analysié;_i,e. to identify and dttempt

to explain the diserepancy between goals of instruction and instructional prac-

tices. . .
) ‘s

ER
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Part' 1. THE KINDY AND EXTENT OF LEARNING EXPERIENCESs

-

. »
L v + -
, "3 L
Questions in this section Were concerned with the kind and extent of -

)

. A
learﬁing experlences in Oral Communication, mcludiﬁg the sourceiof activitieg, .

materials and point-of-vtew upon which the programme is baged.
o, - - N
v S

*

- ¢
L
Table 6-1 ° Mean Values¥*
Views on the Importance of
"the Oral Cormnun:.caﬁ-ien-?rogramme

s

o

~ . ;
Individuals €oncerned,

a. Teachers ) g ) 1.3
b. Children ) . 2.3 )

”~

- ’ A . s
%1, Essentidl 2. Important 3. ~Moderate Importance 4.’ Little
Importance 5. No Importance »

'II‘abN—Z Percent 2 -
- ) ' - + Time Allotments

for Oral Communication

3
L3

~ ° - . -
-1

Weekly Time Allotméats ' ‘br Gr.l ’ Gr.3,.
. N\ e :
LY

a. 2 hrfwk. ot more , ° : '57.2 39.9

‘y

b 1 hr/wk. . ', T2209 L. 3L
* . 45 min/uk. - c b 13.0  15.6
d. 30 min/wk, S 5.0 10.0
e. o min/wk. * . 012 ~ 0.2




#

Discussion:

-

All respondents indicataed M high priothy.fqr skills of oral communi-
. catjon, both in}le pre ént and {deal programmes with most rankings falling
in or near the "Importan " category.” .Fhis regard for spécific skills
‘was borne out inm .their overall ranking of a programme for developing skills
. of oral communication. In fact, the general ranking was betyeen "Important"
* and "Essential" at all grade levels with a very high degree' f’accord’between

grades. Mean responses were 1.3, 1.5 and 1.5 for the Grades 1, 3. and 7.
S e \

o,
Whlle teachers Jegard skill developmenc in Qral Communication _very high;y,

they report that children regard it less importantly, placing it between "Im-
ptrcan;" and "OE-Hodeiate Importance” on the scale, There a;so appeérs to be
a perception pf less'coneern for oral.communication among inﬁqufdiafe children
than among primary chiFdren. o . .
) ;
‘ In addition, the amount of time spent in an Oral Communicationm program - -
is reported to decrease with grade level while in general teachers idenclf!ed
* wdny of the complex Oral Communication skills as having a higher priority jn
later grades At the primary level 2 hours per week or more on the average are
ﬂ“‘“"ﬁeﬁhwhile in Grade 7 it is an ﬂlur OE less. This appears to be a contradiction

/

-
- - between beliefs and pracclces. -~ ’ 4




-t

f .
Teachers' views about the sources of the turriculum in Qral Communication
provided valuable ‘insight into the philosophy and bases of activities in this
"area of the curriculjm. -A summary of responses is provided b2low.
- . > B
S . . P

. ) R

Table 6-3 Percent

T Sources of Curriculmm in
‘Cral Conmunication .

—

. Source of Curriculum
a. The British Columbia Language Arts
Curriculum Guide R

The programme Suggested in another
- Guide (Specify)

Personal expertise developed in
University course work

Personal expertise developed from
in-service training o 1

Perédnai‘expertise deve10pedAfrom
expegrience in teaching

Advice from colleagues {supervisors,
. teachers, etc.)
g. $.C.T.F. Lesson Alds

h. Su@gestions 'and materialg from children
i. No specific curriculum used:-

j. The programme suggested in a reference .
book. (Specify)

Y

- 4
Discussion:

} Teachers showed considerable agreement across gradesxas to the source and
nature of their curricutum. The most common sources were the Provincial Guide,
personal expertise deve10ped from teaching, advice from colleagues, and suggestions
and materials from children. University course work and ‘in-service training

generally received considerably lessiihan 50% of the responses. '(More than one

source was capable of being selecteQJ, B.C.T.F. lessof aids,. also, appear tor}e
,uéed Fo a limited extent. * ) ! ' Ton "L .




L ]

N ‘ ) - : .

Further information regarding the nature of the programme @iiégzggided in the
. question dealing with tRe overall characteristics of the Oral Compunication. )

programme.” This information is summarized in Table 6-4 belgw. -

]
'

Table 6-4 Percent ¢ .
Characterlst}cs of the oral
Communication Program g '

e
- +

Characteristics of Program + ° Gr.l

é. An ingegrated Speaking and Listening .
programme " 89.6

b. A programme integrated with the Writing
progtamme . 36.3

. A programme integrated with Reading -
and Literature

. A programme sPecificaliy degigned to
develop separately Speaking skills =,
and Listening skills 15.6

. No planned activities speciiically
designeéd to develop Speaking and

Listening skills

-
Percent
Use of Text or / .
Commercially Prepared Maberiiy

Use of Text ° or.1'7  Gr.3 6r.7

. a. Use of pupil pext or other
mmercially prepared material for
development of Oral Gommunicatién
“siiifLs :

Discussion: . . Lt . ? -
Yo e T
All respondents favored an integratEd«programme although this was less -
" evident at the Grade 7 leyel than in Grades lé& B.I)ﬁlgo,ﬁa broader or ngre

{




_ . ,“Q
" co- ordinated form of 1ntegration, i e. with Reading and. Literiture or

Listening and Speaking were favored over a narrower one,.i.e. with Writing

13

only. A specific ski%ls_approach appeared to te little used.
- N

” . ™ i . .
. With respect to-materials of instruction teachers appeared to favor
pupil texSs or other commercially brepared materials to the degree of 834

16% . and 837 for G;ades 1, 3 and 7 respectively -

™ : ~ <

TEACHER COMMENTS

!
A

. E
s
Comments made at a.ll three grade levels accorded Oral, Mnlcgtlon a
place of im//Qtance in the Language Arts curriculum, ﬁi!ficularly .n the com~
ments of pximry teachers. Several Grade 7 teachers who commented however,

et

felt that oral work' was tending to be over-em;%351zed of 1ace, lg the detrlmeht
of written language ' . \ :

. . C .

At the Grade 1 level hany statements expressed a desiég‘for more control E
over curriculum decisionsﬁ Several teachers wished to see kiqgergaften méﬁhods
continue into Grade 1. There was also, however, -\ desire for more intensive ’
readiness prigrams to extend "down' 1nto kindergarten Many expre{’ed the view

that Listening and Speéking SklIlS should be intluded in the primaty curriculum.

) At the Gra e 3 level many statements stressed the 1nterdependenc%;of all -
Lapguage Arfé'gﬁa aid it was common practice to integRate work in Oral Commnni- (.
cation with other language work and with other subjects. A strong empjjasis upon
hctive Ppupll park cipatiop in learning as poinjted out and there was :lendencv
among teachers to postpone refinement of skills and a concern for accuracy of

expression until later in the child s Ychoql experience. A number of comments™ "

were madeJyhich expressed cbncern foy. the difficulties of ildten from non-

English-speaking backgroun& and suggestecﬁ that there be bvision of special -ﬁif '
’ &

materials or classes for- tnem. There was a frequent ly- expressedlwish,for mote




- Ll

1

timé for the language-arts. As yith Grade 1 teachers;\there was endotsement

of learning activities oriented «towards "play” and leading to development of -

- . ; -
efficiént oral language performance. 'ﬂu&concept that effective listening and

speaking Were pre-reﬁuisitea td effective reading and writing_were'endorsed.

o ,

) : s
' ' Grade 7 fﬁfchers, along with those at the other levels, showed a strong

. concern for lack of time for preparationm. There appeared to be an even division

between those who wished to make curriculum decisions. themselves and those who

wished these to be made in greater detail by the Department of Education, sug-

. gesting that there was some dissatisfaction with the present curriculum. While
most of the comments endorsed the idea that oral skills in language ﬁ?°k prace-
,dence over, written ones, there was a notable E@ncern aboat written SklllS: Some

. comments Suggdested that the extent of the teacher's task in respect to develop-

ment of writing skills did not permit adequate time for oral work,
c - V4 . . :

A small numbér of,Grade 1 teachers expressed negaéiye'comments regarding

.texts: saYing, that tﬂéy were sexist,.ill-suited to interpretation with the oral

progranme and middle~class urban oriented.

A
. - .

L

With regard'to instructional materials, the following items were identified:®

-

Grade t °

The Canadian Development Series - Primary . .
General Editor: Dr. J. McIntosh, Assoc. Ed. Bé??ett, F., Lewis, C.E.
Publisher The Copp Clark Publishing Co. Ltd T
Vancouver/Toronto/Hontreal 1962 <
\
Duso Kit
Author: Dinkmeyer, Don
Publisher: American Guidance Service Inc.
Minnesota, 1973

Language Pattern
Authors: Linn, Bruce, Donaldson wk-
Ellis Saunders, Trischuk,
. Holt, Rinehart and Winston/of Canada Ltd
Toronto/Montreal; 1968,

-
[
-

L

*Items are not listed in order of priority.
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Peabody Rebus Reading Program
Authors: Woodcock, Richard
Davies, ‘Cornelia
Publishers: American Guidance Service Inc.,
Publishers Buitding, U.S.a. 1969

Talking Time : \
Author: Scott, Louise Binder \
Thompson, J.J. - -

Second edition: St. Louis, Webster Division,
. McGraw-Hill, 1966. . }

"J:\\'
Grade 3

Creative English. (

The. Canadian’ Language Deveiopment Series
Gilford, Marion !
Edmondson, Rosanne

The Copp Clark Publishing Company
Vancouver/Toronto/Montreal 1961

b »

Guidebook to Basal Reader o
Teacher s Manual for "Stories Of Fun and Adventure'
Barbara R Mercer

General Editor: Dr. J.R. McIntosh—
Thé Copp Clark Publishing Co.
'Xancouver/Toronto/Montreal 1965

Language Patterns
Authors: Linn, Bruce, Donqldson

Ellis, Saunders, Trischuk

Holt, Rinehart and Winston of Canada Ltd.,
. Toronto/Montreal, 1968. )

Peabody Rebus Reading ‘Program
"Authors: Woodcock, Richard
* Davies, Corneli
' Publishers: American Guiiance Service Inc.,
Publishers Building, U.S.A. 1969

*

"Grade 7

- . f [ (
. Communication .
Authors: Affleck, Muriel (Caldwell)
Tordnto MacMillan, 1972 (The MacMillan Language Program)

English Through Experience
Authors: Nelson, G.A. and Nelson, N E.
. Toronto, Copp Clark, 1968.




S.R.A. Kit

Nasluid, Rébert . ‘

McClellen, Jack T ¢
Science Research Associate, Chicago, Ill., 1961

Sense and Feeling . i
_Compiléd and edired by R.J. Scortt
The ,Copp Clark Pyblishing Co.
Vancouver/Wifg}ﬁég/Torqnto

1968 .

1

Starting Points in Reading (Language) A,B,C,D,E
by Hooper, Heather. General Editor, Bill Moore
+Ginn and Company

Xerox of Canada Ltd., Toromto .

1973 '

Voyageur Series

The Voyageurs
Andrews, R.J.
(Toronto) Ginn (1969),

<

L]

*

. ‘ .
SIRRARY AND CONCLUSIONS +~ ° T .

v .
a3 . . - i

These findings suggest that while teachers consider the overall Oral

-Cémmdnication.program as falling between "Important” and "Essential", they,
perceive sk;il categories and 1nd161duai skills somehéy lower in prioritY-
This may'be an'examglé of the adage that the total is-greater Fhan the sum of

its parts. . Also, the gyeraging of more favored and less favored skills would®
produce a®lower mean scor€. The teachers' perceptions that children viRwed ‘the

' »‘total program as ranging between "Important” and "Of Moderate Importamce" iss

‘.iikely an éccurate';eflection of children's often ambivalent attitude towards
. éﬁrpiéuluﬁ mgtéerf. ) A

- .




The«apparent disconp;nuitvtbetween the tai51ng of Ongl ommunigacion

e
skills in priority ﬁith increase Ain’ grade level and Eﬂg 1olering 0f ihe amount

Of oime allogated for Skill development suggests:tnat teac ers at higher levels
!

know the importance of»Oral Communication 9kills butédue fo pressures probably )
4

¥
dffom other aspccts of,:urriculun, find 1t necessacy s
4 X . K *- .' .
I &
/évidence on the sources of curriculum reveals a hingy experlentlal base

cUrtail Lnstructions
to the program for all’feachers While ohd B.C. Guide V' @pparently uspd it is
less, 1mportant than airect experlenqr 'Trainihg, also, plays a relatively minor.
role in curriculum development~ Thls evidgnce indicafes the 1mportance of local
curriculum development particulgrly since rhe category reFeiving the second .
highest ranking ”Suggestioos dnd materials from children is’ coupled with the
.. flrst rpnking category Person&l expertise developed from experience in teachang‘

- The relatively low value assigned to academjc and in-service experiences suggests

their perceived lack of signifﬂlance for curriculum develdpment in spite Qf the”

high value assigned to specific speaking and listening learning outcomes.. Teachers.
appearvto feel that they ,cannot learn all the skills from books q: courses but
some are learned froy observing and’ experiencing these skills 1n action. * However,
their percepticns May be somewhat narrow as shown by the preference for che simpler
learning outcomes in the Oral Communicacion programme. This view should be altered

ra

through appropriate educational activities for teachers. R P

.
‘ o

N 3 ' ) LI

The integrated view of the program suggests a strong need f0r a changed
emphasis in the scheduling of activities to avoid frhgmenting 1nstruction as well
as the need for, development or-provision of instructional materials designed to
" build oral communication skills as part of a total language.program. These materials
should especially unite speaking, liscening, literafure and readingdactivities on
the basisfof skills identi{éed in the relevant parts of thfs.tocal survey.
' - The frequency of.use'of commer 'ally prepared Materials reveals a need
for prepared programs and suggests a ZZed for, identification a@d'authorization
of Eﬁitable "materials by Departmental curriculum commit&ees .These materials
should be selected on the basis of their ability to develop skills in af’ in—
tegrated mamner and their attention to skills 1dentif1ed as important 1n-the

areas considered to be needful of integration, i.e, Listening, Speaking, Reading, .

wriEing and Literature.




Teachers comments on ths/;:oleu parélleled opinions expressed in their

objective responses. The integrated approach to developing Speaking and Listening
skills Was stnengly supporte& as was the need for modification of .the curriculum
e1ther locally or pnovinciallya. The problems of sufficient time for instructlon
and Suitable instructional materials wé%e raised Suggesting that Joth local and
provincial aéfhorities must establish curriaulum priorities and seek out or de-,

velop texts and other materidls, "o e
HE

ﬂnstructional materials belng used were' seen to be from the Department s
list of recommended materials as well as other materlals available commercially.
Teachers appear to use ynatever materials are suitable and/or available, suggesting
the need for attention.to quality of materials and availability of financial re-

-

,sources. * - o .
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Part II THE NATURE AND ORGANIZATION OF TEACHING PROCEDURES .

x

- L b p a
. . S ™ - . )
In examiniﬁé the, teaching procedures, 1uestions fere asked, about schedul—

ing of lessons and the nature and source of activities used by teachers.

»
‘3 % L . . *

- - -

) T Tablelébé Pertént_ o ‘_ '
~ » Frequency of Lessons for '
Development of Orgl, Communicationm Skills

. - » .
3 . -
_' = - rg %
3 . .

]

Frequencz_of Lessqﬂ_ Ve o Gr.l Gr.3 Gr.7

: Evety day 5 ' . B J’ei.z 436 16.9

J2 -3 timgs.a week . . " 19.1- 21,7 18.8
'1Cs 1 - 2 vimes a week | L1241 :: 22.6 , 39.3°

d. DPncé’a mooth C ) " 1.9 4.7 13.6

e. Nevef S 35 . 4 6.4

' .
‘ Table 6-7 = M¥an Values*
- Popular Teaching Procedures

L IEd l

: C oy . ' ' . "

- Teaghing'Procédures - S ' Gr.1
A, Activities arising from: | ‘\\\\ ‘

1. 'Personal experience of ‘children

' J
2, Locdl and school experiences

3. Other cur}iculum areas

B Development thréugh ,

1. All verbal and non verbal
codunication activities\

- Much exposure to and practice in
speaking and listening ‘/3

. Evaluative teacher feedback te
- correct errors in usage and grammar
and emphasize factual accuracy and
retentiod : 2.2 . 2.2

- -
-

*1. Always 2. Ofien- 3. éometimes 4. Rarely, 5. Never
“ e ’ )

¥
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Mean Values
Least Popular Teaching Procedures

Teaching Procedures

-

"a. Major concern of programme is
for development only of voice
and hearing -

b. Trained models are presenged thraugh .
audio viswal media 3.6

't. One basic way of speaking and
> listening is emphadized in all cases . 3.0

»d. Oné basic way of instruction is used.,
" to develop all Oral Communication skills 3.1

-

-~
Discussion:
£

& r - . -

Teachers had indicaged earlier that time for skill building decreaeed

"

wilth grade level., This tendency was, eV1denced again 'in the schedule of Qt-
tivities ﬁhe;e primary teachers held lessons in Listening and Speakipg at least
three times a week while Grade 7 teachers planned such-}essons only ‘about once

or twice a week,
P
Of the nature arid sdurce of activities a rather sharp division of

|.f\

opinion was shown. Several kinds of artivities were popular and several herenvx
used less often. - v : ) .

" N ] , * . . -
r

Activities were ranked'on a five point scale with the response cate-

o gories of:_"Alwayé", "Often", JSometimes", “Rarely" and “Never". Or the s¥dle

1 was "Always' and 5 was "Never". AT
P . . o

- M .

Thebmostlpzpular activities used by teache:s range generally:between )

“Often" ahd "Always". These are shown_ in Table 6-7 and are.laréely based-l

on personal experiences of childten which they can discuss’ N

. 1 L
..The "least popular activities used "Rarely" or "Sometimes', are shown

in Table 6-8 and are based on highly specific skill i?tivities such Bs voice'

LI

training or a limited variety in methodology
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SUMMARY . AND CONCLUSIONS o S Lo

]

The responses suggest that teachers perceived a strong link between
durriculum sources amd teaching activities. As shown in the previous section .
teachers believed in an experient1a1 and child-centered source for the curricu-
lum. In this section it can be seen that the emphasis continues 1nEE teaching
) activitiqs since the most popuLar activities involve children's personal ex- -
perience§ of various kinds 1nc1uding those in other aspects of the curricthm -
and fro teacher_feedback. The use of, other- aspects of the curriculum reinforces
the desi e to integraEe learﬂing activitiess. This preference for child-based
teaching ctivities again reinforces the importance of locally developed curricula
and more opportunity for teacher development of learning experiences. Such in-
volvement, of course would require time and resources‘being made available.

“ .

- The leagﬁ popular activities were the most restrictive in scope or method-~

ology suggesting that teachers believe in a wide range of 1earning experiences. s
This reinforces the impfication suggested earlier regarding time and reso:EF
and shows a correspondence with the view uﬁon learning outcomes where the }ull . '

range of objectives was perceived as: being of considerable lmportance

\ - To.




Part II1 THE NATURE OF LEARNING ACTIVITIES

-

* . ¢ -
. - . .

Questions in this section examined the type and E;equency of learning
gctivities for students. Three general categories- Df activ1ties were con-

_sidered; general, specific and follow—-up.

e -
t. f
Table 6—9 Mean Values (
General Learning Ac ivitiesr

L

-

——

General Learning ActiVities ' . G*-3

a. Freq discussion of new activities
Inductive development of principles

Hse of an 1nceg:ated program
involving curridhlum areas

. Use of specific Sklll building
activities . -

Skill building as part of 'a total
Oral Commun;cationnprogra@ )

. T

"

Discussion:

.' g -

! Respoendents rated the variety of actlvities presented in this cacegory as
_being used, on the average, between "Sometimes and “Often with the most popular
acciv1ces being those which are part of some integrated program These were

"use of an integrated program iavolving all curriculunm areas" (c) and"skill build-

ing ésvpartfof a tocel oral communication program"(e).: "Free discuesien f new
"activities”(a) was also popular. Activities generally were reporZZE as:being

used~less as grade level idcreased. T g \\ -




Table -6-10 Mean Values
. -, Specific¢c Learning Activities

¥
-

5 )
{Specific Learning Activities ,

a, Share® comdlq experiences
b, Share an experience -from another subject
e Share experienceé from their backgroénds .
d. React to motivating idea - . .
eﬂ\lnformal discussion

£, ‘Planned formal hanguage building
activities

.
. Creative drama and_otner dramatic
activity

Ay
Involvement in visual arts
%
Use réference material for research
+
N Involvement in misical arts

. Use commerclal skill building
materials . .

-
)

Discdssion: ;
i”

ﬁ\‘ Learniné Activities inlthis categor? were ranked as being used either

.

"“Sometimes" or "Often" on the. five point sca&e "Always - "Often - "Sometimes" -
"Rarely" - "Never". "Always" ‘is 1 on ‘the scale "Neyer" ds’ 5 Most of the’

‘activities appeared to be. used more frequently at the primary levels than in’

the intermediate grades. The oniy exception was "Use regerence materials for

research” (i) which 1s used more often in grades‘3 and ?. -
! . " f %

Of the eleven activities presented several appeared to be more popular,
being generally ranked in the "Often" range of use. These activitdes wére

largely of two kinds - ‘the sharing of experiences (items ay b, ¢, d & e) -
" s

and involvement in visual arts (item'h). cher activities including-: formal




. N ’
LN ;
3
dessons, creative drama, musical arts and commercial programs were ranked

generally in the range between "Somecimes" and YRarely". -These findings

correspond with those in® the general activities section which revealed a

preference for an integrated approach to skill deﬁgldpment. Thé higher usé
of informal sharing experiences in the specific activities section reflects

the discussion orientation suggested bf the preferred integrated approach.,

L3




1able‘6 11 Mean-Values ! .
Follow-up Activities in Oral Communication

-

.

Follow—QB_Activitie a oo

"

a. Teacher provides feedback to the
ciass concerning use of Oral

Communication skills’

" b.' Individual children consult with
the teacher to obtaln help with
oral skills

¢. Children try a second attempt at

"“xxﬁgzlsame oral activities. . 2.8
&
d. Children are involved in co-operative

develapment and thg use of Oral
Communication c¢riteria

e. Children are involved in development
of skills as indicated by a text or.
curriculum guide

£. Children are provjded feedback via
electronic recordimg, e.g, - -audio
tape, video tape ‘

P

kl

. %h, ,
Discussidn:

this category—were rated. relatively low in terms °

. . ,
fell in thé "Sometimes" categoryumhzhé exceptish

falling between "Often" and “Sometimes .. The leasﬁ’pOpular activlty was fougd
“to be Activity (f) - "Feedback via electronic recording". Generally all activi—

ties in this catéga;y were used more frequently by teachers of younge;%children.




TEACHER COMMENTS

(Teacher commepts with regard to learning activities were generally
very similar across the grades. They emphasized an integrated approach and“
identified the, following activ1t1es as being popular: Choral speaking, dfamatic
activities, informal and formal discussions, story telling, discussion of cur-
rent eventé, use of "lidtening lessons Erom reading programmes and use, of the tape
teCorder, quest;on ‘and answer periods agd critical listening activities involving
speakers. Teachers at the Grade 7 level did, however, mention formal activities.
more than did their primarxwég%leagues, especially drama and debates. Also at
‘this level mention was made of media as a 'Source of stlmuli for oral activitles .
QSeveral statements referred t0 non-verbal communication as part of oral com-

munication. . s

N

SUMMARY AND CONCLUSIONS !
=Y L - »

. ‘ : )
Y These findings #elated to general activities suggeSt that teachers be- !

Tieve skill development td be best_ accomplished on afi integrated basis which
f accords with views on learning-outcomes.’ Learning outcomes in all aspects of ~
" oral commpnication were rated highly indicating that no one area of this aspect
' of language arts is more important.than another In addition this view corres-
ponds with respondents perceptlonsof teaching activities where integrated sp-
\proaches were most favoured. Thus both in teachlng activities and learning

activities 1ntegration is deemed to have greatest utility and shoula“bsagx

- - - Ll [l

\\ couraged in ;he classroom

. '
1 . . W haw m

o i ' -

" ‘The drop.in Yhe use of activities with increase in gradejlevel suggests
pless time belng available for skill® development in oral communication or less
time being soheduledc This fact 1s noted in spite of the 1ndicated incredse
in importance ‘of many skills from the primary to the upper elementary'Ievels

These findings imply a greater times period be made available for integrated

>

oral communication activitieg at the upper elementary level.

1
., .
&

In specifi& learning activities the use of informal discussion-baged

experiences re%ﬁforce the evidence presented earlier which revealed tha iteachers
: P : ' . . ) :.
I

-

71, _.; . . . |
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.
]

preferred to develop the oral communication,curriahlum on the basis of child- °~

'ren's experiences. As well, the révealed importance of developing a wide range
o of orak communication skills is supported by the use of a wide ranging programme
of informal acfd¥ities, .

b . ..
] «

The findings suggest that teachers perceive local and individualized
prog;ammes to be most desirableé. However, the preference for such programmes
and the relatively low priority given to formal activities and commercial,
progranmes suggests that teachers may find the nore rigorous and structured
activities in a formal programme too demanding and therefore prefer an in-
cidental or informal programme. I may be that such an approach may lead to '
relatively 1ixt1e°developmenta1 activicty in children. | .

. » -
, ’ \ . N
] . » . o

Cpn81der1ng follow-up activities, the re1ative1v low frequency'of use
of specific foltow—up skill aevelopment activities suggests that alﬁhough
teachers ranked all objectives in oral communication as ut least "Of Moderate
Importance™ and indicated a high use of various learning activities, they see
‘ . relatively less value, in’ following up these activities‘to.insure that skilis
are being.developed. This resultbmay be an expression of the view that as long
as children are active they will be learning and that assessment of performance

and appropriate followﬁup are not essential.

» N -

This conclusion is reinforced by the more frequent use of teacher feed-
back and the re1ative1y greater use of follow-up activities_in earlier grades.
The greater use of teacher feedhﬂck suggests a somewhat informal approach )
skill development. {This was seen 1n the previous section as well). In the
higher grades, where more formal .activitiles usually prevail, teachers indicated

N LY
a decreasing use of follow-up activities. The reachers showed by their res-
. ponses a lack of conngity between their views on, the importance of objectives

and the use of activities needed. to indlire Theif development.

- . ’ . r . &

N . 3 .
Teacher comments revealed a variety of largely informal learning

activities such as story telling and discussion being employed in preference

to formal and structured skill development activities.

.)"Q .




L3 ‘ . £

-\hrk\Lvﬂ//f;égt IV LEARNING GOALS IN QEAL COMMUNICATION-IN THE PRESENT PROGRAMME

- - .
- o
N .

This gection was concerned with determining the relative importance

+

of learning goals in the present progréﬁme in Oral Communication.

‘zﬁyj . Table 6-12 Mean Values=*
' ’ Learning. Goals in the Present Programme

. . . ~ T
~ k3

Present Instructional Goals )

a. Develop voice skills (enunciation,
qualitry, egtc.)

b. Develop appropriate usage-and dialect’
(form, variety, etc.) )

. Develop fluency aﬁd‘pracision in
speaking (vocabulary, organization,
originality, ‘etc.) .

. Use appropriate types and levels of
speech (formality, adjustment by
function, etc.J .

Understand effect of $peaking and
rzlationships hetween speaking an{. .
listening {(non-verbal skills,

confidence in speaking, offect of

technique i ORAL COMMUNICATION, etc.) 2.4

Use speech skills effectively
(prqparing for speaking, gommunicate
tmood, etc.) "

L

Develop auditory discrimingﬁion \\ - \
(patterns and types of sounds, e;c.) - 1.5

-

. Develop cqmpréhsnsidh in listeniné
{(follow directions, sequence, interpret
verbal and non-varbal clues, etc.) 1.2,

Evaluate information in listening* B
(analyze propoganda, use critical .
listening, etc.) , N 2.6

#
. Develop appreciation in listening
(awareness of aesthetri¢ qualities in
. sound, enjoy ligexature and drama,erc.) 1.9

.'Develop appropriate levels in **
listening (hearing, assimilation of o :
words intb meaning, adapt listendihkg .
behaviour to purposes, etc.) aﬁ 2.0 2.0 . 2.2

) 1@;%gwe16p memory iﬂ/llstening ﬁaﬁ&itory, :
'%gory, short term memory, etc.) 1.7 1.9 . 2.3

T

-

-~

*1, Essential 2. ImbPortant 3.~ Moderate Impom{'&cé 4, Li#ttle Dﬁp’ortance
5. No Importance _ e




+  Discussion: .

-

Teachers showed considerable variation in’' their perception of" the
importance of learning goals in the present programme as a result’'both
of grade level and skill héihg,rankedi Alk skills wer: generally highly re-
garded with average résponses ranging from "Essential" to "Of Moderate Im-
portance'. As a whole Listening skills were somewhat more highly regarded

than were Speaking skills. v

_In the area of Speech, development of fluency and precision in speaking.(c)
was the skill most highly ranked by.all téachers, generally being placed in the
"Important'.category. The Speech skills which wefe ranked lowest were concerned -

th the ude of appropriate speech levels (d) and effective use of speech skills(f).
(’JR spondents considered these skills to:be generally '0f Moderate Importance",
Bpth of these Speech skills showed a significant increase in importance ag grade
levil increased cher Spcech skills listéd were ranked, on the” average, in the

"Important" category. ° N y i

)
o H

i

-

Among the listed Listening skills Comprehension (h) was ranked highest
-by teachers at all levels being placed.either in the "Essentialf or -
“Important" categorles ‘Other Listening skills were generally ranked 'Important”

r "Of Moderate Importance". Some dramatic shifts in pyiorities of certain
skills occurred across grade levels. Auditory discriminatitin (g) moved from a rating
in the "Important' category in Grade 1 toa rating of "Of Moderate Impor'tance"
in” Grade 7. Evaluating information through critical listening (i) “showed the

reverse trend, moving from ' 'of Moderate Importance" in Grade 1 to "Important"

\ L]
in _Grade ?. Simpler skills in. both areas were, on the whole, ranked higher than

more complex gkills. ]
e e T . 3 -+

Data on teachers' rankings of learning outcomes. in aft "Ideal" or future
oriented setting are 'presented in "The Report Bealing wi Learning Goals". L
These data will be used in comparing teachers' perceptions of present and ideal

programmes in Qral Communication.




"SUMMARY AND CONCLUSIONS

. . £
. In the case of bot@ Speech and Listening skills teachers generally

ranked the simpler more basic skills higher than the skills which are more
complex or advanced developmentally,‘e g. fluency in speaking and comprehension
in listening wbre considered more important than use of appropriate speech
levels or abi ity to evaluate oral information Teachers appear:to be.more
concerned with developing lower level or more egsential skills than they are
with a comprehensive programme of skill development These views may be the re-
»sult of a dgsire to develop prerequisite skills first or a 11mited view ¢f the

nature of |an Oral Communication programme. .
J . \o
J. - .

1

Th %'obsérved -shifts im' rankings of certain objectives among grade levels

suggests that teachers are aware of the spiral or’ developmental nature of the
Oral Communication programme—where the skill being developed receives increasing
or decreasing emphasis depending on the learmer' 's matuerity. R

"
!

) The,generally higher rankings given to Listening ikills as a whole suggests
that teachers feel a greater‘neeq to develop receptive skills rather than ex-
pressive ones This finding may be due to the importance teachers attach to’

/ liStening as a learnihg activity. It would appear appr0priate to make teachers
aware of the reciprocal nature of speaking and listening and of the need

Ll

_ have skills in each developed. jointly

.

}

Relationship between Rankings of Present vs Ideal Programs in Speaking '
\ SR " -

In general the tedchers at all levels perceived the importance of the skills

of speaking as having a simiiar priority in the two response conditions; present
and ideal. As néted_earlier; the more complex skills were gemerally ranked
higher by-teachets at higher grade levels. There was no gystematic difference
between tHe rankings in the "present"‘contéxt for some sk?i{ categorieé and
those iun-the "idez;'l'l oontext Skills were generally gilven a\similar priority

"upder both ideal and present circumstances This finding suggests that teachers

are presently implementing a speech curriculum as fully as they believe possible.
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. s .
. Relationship between Rankings of Present vs. Ideal Programmes in LIEtening,
In almost all cases mean values for present vs. ideal prograq?es showed a

'somewhat lower ranking of the skill categories in the_ideal'eetting.,mﬂﬁere'this
was not the case, the diffefences were very small. In some cases, e.g.,"auditory
discrimination" and‘"combrehension in listeping" showed rather large shifts

downward in vanking from the present to the idead context. In every case but one,

[}

comprehension in listening", the ranking trend was in the same diréction in both
bresent and ideal contexts. In this category, while the present context showed
. " + . |
3 a lowering of rarkings as grﬁge level increa%gd, the ideal civcumstances showed
M }

a raising of the rank of the category skills. -

- - L » -
However, since the two sets of .reSponses were not made to identicpl stimuli,

i.e. the present context presented only the twelve general skills-.categgries while

o

in the ideal setting\these were differentiated into several subskills ea h, and

.}

{

because of the closeness of the results in most cases, it may be conclud d that

teachers would not change the skill emphasis-in any dramatic Way in futune were

they to have an opportunity to do so.




" Part. V APPLICATION OF KNOWLEDGE 4ND SKILLS -

¥

~*~ Questions in this section examined the Brocedures and activities used,

by.children in the application of knowledge and skills in Oral Communicaticn.

»

Table 6-13 Mean values .
Application of Knowledge and Skills .«

8 - :
A " ‘ 4'.
Application Activities Gl Gr.3

a. ‘9peaking in unison (choral ‘
rdgding and speaking) ‘2.8 2.9
. e
105 ’ . 106

. Stowy telling ; 2.1 2.1
. Puppetry ‘ - 2.8 3.0

Oral reading by' individuals

. Creative ﬁramatics ‘ - 2.7

e e

A 305 ’ 305
4.4

Theatre fér children-

Prepared sp&eches

. Speaking exercises (questioé and
answer, demonstration, telephpne
calls, etc.) " '

iw Digcussion involving parliamentary
rocedlre *

. - . -
j. IMformal discussion with teacher
present ’ ¢

k. Informal discussion by the-child ‘
alone

1. Panel discussions
m. The symposium )
n. The debate

0. The lecture

The interview
. Listenipg to sounds made by people
. Listening games

Listening t0o activities in
content fields {e.g. social studies)

t. Lystening programmes and
k}‘? {commercial)’
-ﬂx. Po€try , . L
."ﬂ i
VeI
w. 'Listening fo natural sounds . )

¥

X. Broaécasts - radio and television

11




Discussion:
—_—— . . .
rs " .~ -

Procedures in this section were\ranked differentia11§ by the respondents,

seversl-being placed in the "Often" range of use and the majority of the items

"+ in the range betwéen "Sometimes" and "Rarely™.

s - . v ‘ Lﬁ‘*

)

.,

) Informal and conventional procedUres and activitJ.es were most pon,uI‘ar‘

" for all teachers while the more formal structured -and mature act1v1ties were
reported least often used. Usage of activities across the grades vqried. .Unce

g more, the 1n£ormal and conventibnal procedures wqre reported being used some—
what more often by teachers of younger children while the more formal activities

.

were reported ss geneyally more popular among teachers of older children. Pro-
v . o

cedures and activities of the first type mentioned were oral reading (b), story,
~telling(‘c),'creative drama (e), informal discussion (j) & (k), listening games
(r), poetry (u) and music (v). Thegeseem to fall into sub-groups vhich include

oral ‘story activities, discuss1ons drama, ‘and listening 1n.game -like situations

-

and in music ‘and drama. ’ _ . . < ;
N PN b ‘
&

L] ' * .
Activities of the second type included a vayiety of speaking and listening
) activities which are generally highly structqred and organized such as prepared

speeches (), panel diseuss1on§!(l) and broadcasts (x) o

SUMMARY AND CONCLUSIONS

.

While teachers reported a high preference for all oral skills they appeared

to:believe that their application shauld be practised through a liﬁited number of
beheviors 1arge1y informal, conventional and unstructured This suggests that
teachers are not well versed in or perhaps not capable of using bkher more struc—
tured techniques through which to have children practice their newly developed
oral skills,_ Perhaps, also, teachers do not see the need to have children app}y
these skills to the use for which they are best intended. It may be that teachdrs
perceive best the need to provide learming’ experiences for skill development buth

,not to fix these skills by applying them appropriately.




_Part VI EVALUWTION OF KNOWLEDGE.AND ABILITIES

n

-

. . * w f

LY

In this secticn the areas of, evaluatiof in Oral Communication and the
means of evaluatlng EHEBE*ETEHS‘“ErE‘tUnsiﬂE

Table 6-14 Meén Values
‘ Artas of Evaiuation in Speaking

}* Evaluation of Spgaking . Gr.l 6r.3  Gr.?

- ) v

- 3

-

a., Articulatory ability . 1.9 2.0 2.2

b.’'Quality and use of Voice 2.3 2.2 2.3
- » .
¢.' Suitability of level of speech in { -
terms of fotmality 3.9 2.9 2.7 °

. Ability ‘to:adapt speech to function 2.7 - 2.6 2.4

-

. Precision of expression’ . 2.6 2.4 . 2.3

Ll

. Fluency of expression ‘ 2.0 1.9

; Acchce of and use of appropriate .
dialect accordiuébto speech setting ~ 3.1 2.9

1

Appropriate usage 2.0

Ability to create appropriate’ effect 2.6 2.4
Ability to orgarfize .2 2.0

2
, Ability to use listening skills 1.4 1.4

-

Discugsion:

Ed

.
€ )
‘

The afeas of evaluation in Speaking were ranked generally'ih the range j

fr;m "0f Moderate Impc»rt:éu’u:e'i to "Essenfiai": with-spec@fic.areés clustering

r Ll *
- . -

into preference groups.

-

Those areas of evaluation which were c&ﬂsidered of most importance had to

‘do with the essentiial and basic characteristi@s of speaking while evaluation of

/////rhe more sophisticated skills was rénked of lesser imporfggce Those areas
4
. focussing on articullation (2), fluen (£), usage (h) -and listening ability (k) °

-




R . ? . - ‘
were rated as belng "Importaﬁt or “Essent;al" Thosa areas. dealing wich voice

qualﬁty‘fﬁ) ability to create effbct (1) ‘and ablllxy tb o@gaﬁ&;e‘}n speaklng (3)
vere rated hekt most highly falling generally 1h ;he range be!ween “0f Moderate

Importance -and "Important”. Those areas c0n51de;ed least impbrtant and falling

-

genexrally in the "Of Moderate Importance" range dealt w1th-comp1ex and sophisti— \
'cated speech skills, i.e, formality of_ speech (c), adaptigg speech Eﬁtfunction (d),

-4

ptecision of expression (e) and use of dlalect (g) . . ; T {




.

1 .
-0 . I
Table 6-1 Mean Values . -
— Areas of Evaluatiof in Listening

]

y
o ey

Evaluation of Listening " Gr.l 6r.3 "~ Grl7

é.ﬁAuditory discrimination . ) 1.2 . 2.2

2 .
*b, Listening for comprehension ¥ 12 1.3 1.5

¢. Listening to evaluate/crifical -
" listening . « - 2.2 . 2.0 R

IS

d. Listening for appreciation/enjoyment 1.6 . HM.6 2.0

. Specific ‘listening skills, e.g.*noting N
details ® 1.9 1.9 7, 2

Specific listening levels, e.g. hearing 2.0 2.1
. Auditory memory . 1.9 .2.1

e

<

Discussion; b
-~ ¢ . . ’ N .

All areas of evaluatidh in Listening were ranked on the aberage asl“Im—

portant” or "Essentfal". Teachers in Grades 1 & 3 generally ranked all areas

of evaluation higher‘than dié teachers in Grade 7. Of the several areas of

evaluation listad, thé more basic skills of "auditory discrimination® (a), -

"listeniﬁﬁ for compreMénsion” (b) and '"listening for apprectation" (d) were
dered most important im eval;ation by all sseachers. Specific_skills of

ﬁistening and criticé% listening Qére considered;gelatively lessg imporE;pE for

purposes of evaluation,;hdwever, even these were ranked mainly'in the "Im-

portanﬁ" category. -

) *

. T»
4+ .
. .
+
'




Table 6-16 /,Mean Values
Means of Evaluation in’ the Total Ordl
Communication Programme ..

=

L

Evaluation in:the Total Programme

“as Observation by teacher
b. Co-operatively developed criterla
c. Se!f-evaluation By puplls,
. Large ‘group evaluation
Small group evaluation
Comments by Eeapher
. Stan&ardized_tests
Checklisrs .

Discussion: - ) &w

k]

'.
. 3

Teacher rankings- of evaluation techniques fell largely into three Eroups

while overall the)listed procedures ranged in igportance from«JEssentlal“ to

"Of Little Importance . Most highly preferred by all teachers of the severil '
means of evaluation were the informal procedures: "observation by teacher“’(a)
and‘ 'comments by teacher" (f). These were rated generally as "Essential” or
"Important”. Next in preference were’ 1ndiv1dua1 or small group evaluatlon pro-
cedures! (b), (), andwge) being rated generally in the "Important" or "Of -
Moderate Importahce categories. F1na11y came the™formal and large group evaln-
ative techniques. Gd), (g) and (h) which were considered to ‘be "Of Moderate
Imp ance" or :Of Little Importance”. Of a11 the means of evaluation, "standard---
'testsd (8)- were ranked lowest, considered by all to be ‘generally "Of Little

. - »
Importance™. Little variation in preference was seen between grades._

'




Table 6-17 Percentages
Estimated’ Levells of Speaking
and Listening erformance

3 A,

-

Percent Pépils Performing at Each Level

—|-Percent—Levels — ~—- - . Speaking | "-Liérening
of Performance | Gr:.l Gr.3 Gr.7 . Gr.3, Gr.7.
* ‘ " "

00 T26.6 0 261 . 17.4 6. 16.8 11.5
- 90 . 29.8  25.6  22.1 ER 20.7  18.8
'80- o 21,00 21,20 191 26.2- 25.9  17.6
70 7.1 9.3  15.3 . N T
%0 6.9. 3.7 8.2 .10. ) 12.9
50 - ' 3.3 4.4 61 . Q0 12.0

' ) 0
2

4

2

9

40 1.4 3.5 3.1°"
30 . 1.4 0.9 1.4)

20 _ 0.7 © 0.9 1.2
10 ‘ 0.7 1.6 1.2

Nil Response "3.1 . 2.6 4.9
. : -

N = 410/423 418/429 404/425. 411/423 4157429 404(425

Discussion?
Discussion .
~ i .

~ Teachers sﬁow&d a reharkable consistency ?n response'with regard to estimates
of Speaking and Listening performance particularly at Ehé_primary level® (Grades 1
& 3) At this 1eve1 teachers perceived about 75% of their pupils performing 3
above -70% of the level “appropriate for their grade. At the grade 7 level
the spread of performance is somewhaf greater with about ?SZ'perfarming between ,
60% and 100% of the 1é§e; apprOpriate to their grade. Generally, Listening was *
spread out more on the performance levels than was Speaking. performance, with
proportionately fever pupils being placed in the highest performance levgls.
Relatively small pr0portions of pupils were placed in low performance levels in ¢

-

either Speaking and Listening ' .

+

Teacher Comments

+

-

Statemegts from teaghers at all levels repeatedly dwelt om the impressio
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speaker and often failing'to follow the mésF cifefully {tated directiong. -Rés-
pondents strongly suspdeted the cause 'of this behavior may be a result of exposure
to the electronic media,‘gspecially~T.V.I This gave considerable concern, es-
pecially in the primary grades; sinﬁe the Belief was commonly held-by teachers
that deveJOme?t of sktlls of Listening and Speahing must always precede reading
and writing. Comments yere also made about the related difficulty of inducing
mgpy children to speak in largesgfﬂﬁp SLtuatlons whereas they would talk a great
deal informakly. e, LS : .

lﬁ* P " = s ol s

The f-?iowing are comments on methods of eval atgén madegby teachérs“at the '

¥
- H

-~
.\

different lgvels; e

District‘teécs‘

Language Patterns
-Alathors: Linn, Bruce, Doﬁaldson
. “Ellis, Saun s, Trischuk
‘ Hdlt, Rinehart andk?inston of Canada Ltd.,

Toronto/Montrealql 8

Workboo. é ) .-

Canadjan Tests of Basic Skills .

Ceneral Edito%: Ethel M. King, Univ. of Calgary
- Thomas Nelson & Sons, (Canada)} Ltd.

Houghton Mifflin .Co.

1967 .

»

!

Metropolitan Readiness Test
Hildreth, Ggrtkude
Griffiths, Nellie. # ‘
McGauv}an, Mary . -
Harcourt, Brace & World Inc.
Test ,Department o
Chicago/New York ¢

Tests in basal readlng and language se:ies

»

+ Checklists® ‘_ - *
" - Teacher-made’ checklists for skills' evaluat ion

S Auditory discrimination, and consonant and vowel
sounds checklists.




QOther Mhans of Evaluétiqn: . :
"~ Vocabulary lists in reading texts

:- School tests
.= Otal questicning
*J“ Day to day written work

.i'1 Informal testing '

-

- 1

-.Canadian Testsof Basic Skills
Geheral :Editor: Ethel M. King, Univ. of Calgary
Thomas Nelson & Sons, {(Canada) Ltd.,
Houghton Mifflin Co.
1967

Stanford Achievement Test

Test Department

Harcourt Brace, Joranovich Inc.

Chicago/San Francisco

Authors: Kelley, Trumag .
Madden, Richard
bardner; Eric ’
Rudman, Herbert.

. - Teacher-prepared -tests
"1

Checklists;

—

1

-/Teacher-made
-~ From the Curriculum Guide

Otheér Means of ﬁvdluation:-

- S.R.A. Listening Skills (S.R.A. Kit) -
Naslund, Robert
McClellen, Jack .
Science Research Associates
Chicago,- I11. 1961 L

.- Oral completlon of stories -

.- Teacher-prepafed anecdotal evaluation -
& -




i

Grade 7

Tests: : 8
~ Canadian Tests of Basic Skills
General Editpr: Ethel M. King, Upiv. of Carﬁary
Thomas Nelson & Sons, {Canada) Ltd.,
Houghton Mifflin Co. :
1967 ’ ‘

Gates-McGinitie Test -

Gates, Arthur

MacGinite, Walter

Teachers College Press,

Teachers. College,

Columbia University, New York %?65

- SlR.Au Tests

Checklists: : .
- ,Teacher-made checklists >
.- Evaluation sheet filled out by teacher and student

+ = Criteria developed by schgol staff

- Comparison with other groups

Other Means of Evaluation:

1
--Perceptual communication skills chart

- .. }
“~ Reader's Digest materials - N\

— Speech competition evaluéf;on sheets
’ _\ .




SUMMARY AND'CONCLUSQQNS
- . T . .
““Tfedchers' ratings of areas of evaluation in sp®ech follpw the paetern
establisﬁed in-other sectiodd of the questionnaire. In spite of considering
' most oral skills to have a h@gh im;ortance teachers appeared to beiieve that
' not only skill deveiopment but also gkill evaluation should focus on the more
basic and elemental skills. fﬁe parallel between rankings dn skill development
and ékill evaluatién reveals a consistency in teacher behavior, however, the
relati’ely low ranking of the nore sophistica}ed oral skills %nggests a restricted -

-

vie3'of the total oral lahguEQe curriculum. ] .
The means of evaluation most preferred by all teache(suwere the less
formai child-centered ones as opposed to formal tesgs in large group- settings.
These views ;fe appropriate and expected in the area of spoken language Where
indlvidual differences and con31derations are paramount. Ieacher preferences
in the means of evaluation also ﬁarallel their rankings‘%f instructional ‘goals
since it is the more basic and straightforward goals that can be evaluated
informally and by observation Teacher comments upon the means of evaluatiegf
revealed a variety of devices being uSed, some only marginally related to Oral
Communication. It can be seen from these comments that good quality and valid
resourcee in evaluation of Oral Communiegtion are rather limited. Teachers might
consider the implementation’ of a more comprehensive and rigorous programme of
evaludtion in Oral Communication skills to ensure that the full }ange of these
skills is being fully developed.
- e
Tg;cher estimates of pupil performance in.Qral Communication suggest that
‘there.is‘general.satisfaction with the’Quality‘of Speaking and Listening per-
,fBrmance at all grade levels ‘although somewhat less’ so at the intermedia;e'ieyel
(Grade 7). Their comments,*however, teveal a rather low regartl for children's
ability and willingness to listen. TIt is espegially the areas of listening for
.directions and listening wit; courtesy thet seem to be most lacking. Speaking
in group situetions was also seen as a serious problem area. Since about 1?%

of pupils are seen as performing below an appropriate level, teachers appear to

accept the need for a structuﬂéd“developmengfl programme in Oral Communication.

-

AR
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Part VII' ACHIEVING GOALS IN AN 'ORAL COMMUNLCATION PROGRAMME

. -
hd -

In this section the ways in which the stated goals in Oral Communication
can be achieved more fully are considéred: Each statement was rated with res-

pect to the degree to which it affeqts the success of the Oral Communication

-
[y

programme.

Table 6-18 Mean Values .
Areas Which Affect the Oral Communication
Programme

Influences Upor the Programme

a. Pre-service tea:EEfveﬁucation

should provide more appropriate .
training in Oral Communication 1.8 1.9

i .
Cyrriculum guildes in oral com- .
ménication should be less directive 3.5 3.5

Curriculum guides in.oral communication '
should provide mérevspecific .directions 2.6 - 2.7

Curriculum guides in oral communieation 7
should be based on a more appropriate i
point-of-view of oral communication: 2.8

Curriculum guided should provide for
a.sequential development Eroq primary

to intermediate emphasis in oral
communication

Oral communication should receive
greater attention in the overzll
curriculum

More texts and materials in oral "
commynicatlon sHould be made available

Texts and materials im oral cpmmunl—
cation should be more Suitabie

There should be more in—service and
professional development activities
in oral communication !

j. (The quality of in-sexvice programmes
in otal communication shoul d be
improved
MY

The tine allotment for oral communi-

cation should be increased A0 2.7
There should be greater embhasis on

oral communication in the phillosophy

of the s;hool :

Children should have a higher level

of -competence in prerequisite skills
in oral communication
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Priorities ¢
Areas which Affect the Oral Communication
Programmbg

- -

Grade 1
Refer to 6—18!‘ 4 Refer to 6-18
Highest Priority . . . Lowest Priority

~a. Pre-service teacher education b. Curriculum guides in Oral Communi-
should provide more appropriate * -  cation should be less directive.

training in Oral Communication —— d. Curriculum guides in Oral Communi-

Curriculum guides should provide cation should be based on a more
for a sequential develdpment from appropriate point of view of Oral -
primary to intermediate emphasis Communication

in Oral Communication i - ¢

s

Oral Communication should receive A,
greater attention in the overall
curriculum,

Grade 3
As 1in Grade 1 b. As in Grade 1

More texts and materials d. As in Grade 1
in Oral Communication should : ’ ..
be made available.’ *

Graéﬁ 7

As in Gradea 1 and j b. As in Grades 1 and 3

As iﬁ Grades 1-and 3 k. The time allotment for
As in Grade 3 ‘ Oral Communication should
° be increased.

3
2

Teachers at all levels, Grades 1, 3 &I?, showed a high gegree"oflhgreef
ment with reéard to‘the way they could improve their Oral Ceﬁﬁuﬁic&tionﬁptc?
grammes. Among the many items listed which might affect the success of _the
programme there were only two or ghree‘significantly different teSppnses. The

regsponses fell into two general clusters,ranging from the "Important™ category’
!

The items ranked as being of most importance to the success of the Oral

'}O“thé "0f Little Importance" category.

e

Communication brogramme (generally ranked "Important™) were ones dealing with

4

pre-service education (a)q gsequential programmes {e), more attention in the

b,




)

-

total programme {f), more and morey suitable texts and materials(g) & (h), ‘more

&, L]

and better quality inservice activities (i) & (j) and a higher level of compe-
tence in prerequisite skills {(m). Pre-service training (a) ?eceived the higﬁest
ranking. . ),

L}
“

Items identified as being of less significance in the sdcceas of the
progragme (generally ranked "0Of Moderate Importance"”) were ones dealing with
the lack ot and/or excessive directiveness of curriculum guides (b), (¢),
appropriateness of point og_vieu in ﬁ%&riculum.guides (d), increased time‘allo{; .
ment for Oral Communication (k) and grfater emphasis on Oral Communication in

phe school philosophy (1). Lack of digdectiveness ;b) received the lowest ranking.

- L] 1 - N H b

"A noteworthy contrast in teE{her opinions was found In the items related
i

to the relative importance of Ora Communication in the Language Arts curriculum.
The item reﬁerring to increased atteut&on for Oral Communication (f£) received
one of the highest rankings in all grades yvhile the item c ncerned with increased

time for Oral Communication (k) received bne of the Iowest tankings.

Priority, ratings by thé respondents were highly consistent, particularly
with regard to first position in the hi hegt and lowest category. AX teachers“
rated pre-Service'educatién a nesewd. Tl a successful Oral Communication
programme and less directiveif:rriculum guides as being least important. Also
considered important was th%.matter ] sequential programmé4development {Grade 1)
and availability of texts (?rades 3 & 7), Other factors noted as being of 1east
importance in a successfuijbral Communication programme were appropriateness of
point of view In curriculu guides (Grades 1& 3) and increagein time allotment

for-0Oral Communication (Gr de 7). -

Teacher Comments/

";wcﬁbff -
_;‘,s’ . Teachers genera11§ agreed that there was a lack of autonomy in making

g cursiculum decisions. Statements by Grade 1 and:Grade 3 'teachers were almoit

unanimous on this point while Grade 7 teachers were divided almost equally .

‘betw. n those whe want the Department of Education to specify curriculum guide-~

lines in detail and those wishing to control curriculum themselves.




Pl
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Following are specific copments made ar each grade level:

Grade 1 (leading frequency presented first)

- Develqp'Listening/Speaking skills befo;e Reading

- Smaller classes

- Special classes for non»Eng%ish speaking students
) !

- More suitable books
~ More teacher control of curl‘lculum

- Avoidance of open areas and split'grades'

.- Grade 3 (leading frequency presentcd first) .

1

- Smaller classes ' .

Emphasis on participation temporarily disregarding accuracy

L

prov151on for exceptional and mal~adjusted children
Avoidance of split grades and open areas

‘Speclal provision for children from non—English speaking backgrounds
%
- More control over the curriculum J'

' ) , 1
Grade 7 (leading frequency presentgg-first)

Time allowange for preparation ¢

Smaller classes ,
- [

Re-training of teachers Y
;
A
f.

Tegcher control of curr{culum

‘petailed ‘specifitation of curriculﬂm by the Deparument
(Educatlon ;

Moxe attention to Reading and Wfiting skills
|

-




SUMMARY AND CONCLUSIONS

%-
Teachers evidenced strong and consistent opinions, upoh factors which
influence programme effectiveness in Oral Communicatiod ﬁrom their responses

it was evident that they see improved academic preparation - both pre-service

and in-service, more and better materials and greater attention to Oral Com-

munication in the total programme as being neCeSSarybto greater success in

development of Oral Communication skills. They see "omparatively less value
in factors such as the nature.and quality of curriculum guides and increased
time alleotment for QOral Commun&ca;ion. These findings correspond well with
teachers’ opinions on objectives where they assign greater importapce to es-
sential or basic skills of* Oral Communication, The show there and‘in their

need for better preparation and materials a somewhat restricted view of the

Oral Communication curriculum. Expanding teacher rtise and regourceo should

€

broaden the scope of the curriculum, : , .
. .

A noteworthy‘finding in this section w;s the'relatively low regard with
whigh teechers viewed the nature and purﬁose of curriculuﬁ‘guides. They see
¢urriculum guiges as being generally "Of Moderate Impgrtance in the success

., of their programmes ‘apparently begause they should c‘bﬁain more carefully se-
quenced and fully de;ailed igggructional activities.
’ 3

-
E

These findings are!}n sharp Contf53t with those in the section dealing

urriculum in Oral Communication. There, the teachers

a

with the sourcés of the
indicated that the B.C. Language Arts Guide was_ one of the most important sources
of curriculum ideas and academic training was one of the least important. These
anomalies might be explained by the fact that in thd section on sources of the
curriculum, B.C. Guides were well regarded while othpr guides were not,and the ,
question in the present section on factors affecting the'programmekrefers to
guides in general. With regard to academic training, |the differenceg in response
may be atFributed, once more, to the. more ,general nafdure of the question in the
earlier section aid its more specific nature in the etter‘sectﬁon. It appears,
therefore, thac'teachers want more and better coursés dealing specifically with
0r;1 Communication and they want curriculum guides not unlike the presenr ones *

. ‘ v
but more carefully sequenced and fully developed. Since, in fact, for many

23) 3
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teachers the text and other instructioLal materials used are the curriculum
attention should be given to providiég high quality resources, °
. & o
Teacher comments bedr ou; this last observation in that all teachers, and
. particularly Grade 7 respondents ‘wanted greater autonomy in curriculum develop-
"ment._'In addition, the comments revealed ag overriding ¢oncern £dr class size

and appropriate classrobm condirions as might be expected.in the development of

ﬁgal Communication skills. The point on teacher preparation through retraining

ggests an awareness on qu part pf ‘teachers -of their own académic and pro-
fesgional shortcomings and reinforces tnpig selgcc;on of specific University
course content as being one of the moscrimportant variables in -an effective

. Oral Communication programme.
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Part VIII INTERPRETATIONSfANa IMPLICATIONS
* PP /-“ “ * L] -

The authors p@esent the following interpretat1ons and implications as

they arise out of the findings and conclusions from this part of the ééport

{ e - -‘/- 2

1. Since teecﬁers saw the source. ,thelcdrriculum.?s:having a.}arﬁely
experiential base arising from childrenls suggestions)ané'téachers'
experiences and since :he simpler, more. basit learning oubcomes were .

preferred to the more complex anes, and since andem1c training,in-service
activities, and curriculum guides were-seen -;s haying relatively litele
value in providing a curriculum for Oral Conirnunica:iop, appropr'i:ate -
ucational activities to. expand teachers' pereeptwns of the cur'mcuium
by teacher educators dnd the profession coupled with wtilitarian statements

\ of the curmculwn by the Department of‘ E’ducafwn should be orgamzed and »;

made avatlable . o _ .

RIS

e N
S

2, Considering teachfrs' high regard for, child-based teaching and léirning

=

.activities and fheir general agreement upon the ecope and sequence of.
ob;ectives in ral-Communication, attempts should be made to provide
teachers with a statement of the essentqu on generil Ieammg outcomes )
in Oral Communication and to develop pracedures whezneby 1ocaf currwulwn

- development can oceur to ea:pand the basz,c progmmme terms Of specifie, «
Eocal and individual needs. ‘

-

[}
-
N E

N '1' :
Due to the frequency of use of commercially prepared,meterials, ap
gramme and procedures by the Depa%‘tment for Mentz,f‘watwn authorization
and provision to teachers of suitable matepials fbr Oral CommMhication
shoutd be continued and enlarged, because for many teachers, these materzals
are the curriculum. These materiale should be selec{;ed on, the basz,s of
their abtlity to develop skills in an zntegrated manner and their attention
to skills identified as zmportant in the areas congidered to be needf‘ul
of integration, 7.ae. Lzstemng, Speakmg, Readmg, Writing and Leteratwﬂe

. * %
Because teac:krs view Oral Communication as an'iptegrated programme,
there 18 a need for a.changed enphases in the schedulmg of acthtzes

ol
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8.

9.

e . / :

to avoid fragmenting of instruction ds well as the need for development
or provision of instructional materials deszgned to build Oral Communi-
catzon skills as part of a total Eanguage programne.

- »~ -

’

Considering teachers' preferences for'widewranéing learning activities,

Both pre-service and in-service programmes should emphasize a variety

" of approaches to development of specified goals.

Because teachers prefer local and individualized programmes but give rela- .
tiveiy low priority to formal instructional activities, more attention
muat be focussed in acgdemic preparation and currzculum development upon
organized sequential, developmental and structured apprfgehes to skill -

development to avoid programmes which are not comprehenswe.

L -

Since teachers' views on the importance of Oral Communication objectives

.indicate a higher preference for the simpler and more basic skills in

b&éth present and ideal circumstances end since this position does not
fully reflect a comprehensive and developmental view of the curriculum,

pré-service and in-service instruction should address the*problem.
¥

-

Considering the lack of emphgsis upon application of Oral Communication
skilY¥s in funccional setcings, procedures and materials wzth such an em-

phasis should be developed or provzded .

Since teachers favor the evaluation of basic Oral Communication skills

through informal child-centered procedures, attention at teacher ¢lucatiQn
and re-education, curriculum development and materials procurement levels
should be given to the implementation of a more comprehensive and rigorous
programme of evaluatzon to ensure that-the full range of Oral Communication

skills 18 being developed. <

I
-
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ld. In light of teachers' estimétes of pupil performance in Oral Communication,
there tis jiistification and need for a structured developmental programme
in this area of the Language Arts.

N 5

In that te§chers saw improved académic prepafation - both pre-service anh
in-service, more and better materials and greater attention to Oral Com-

. munication in the total programme-as being necessary to greater success
in the development of skills, teachg; educators, Departmental officials
and district administrators should examine current practices in thesenareas
and effe.cg necessary changes to ensure gm‘\z&ter success for the programme.

Because teachers saw relatively little value in curriculum guides as

. presently constituted, Departmental Curriculum fommittees should consider

auf?pmpr’iate revisiong tn format and content as suggested in the findings

of this report. s o *.“

- b—.._.f‘ -
Since teachers sav 3 need:;:§\fﬁproved {n-service educatipn; the q;zstionnaire
and the report on Oral Communication could be used as a means “ inereasing
teacher knowledge~of the Oral Communication Programme.

r .
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INTRODUCTION

< The Secondary Language Arts Questionnaire was the longest of the -
Language :B.C. packets"running'to 34 pages. @t was mailed to all English
teachers in Grades 8; 11, and 12; 90% of the questionnaires were completed .
and returned. In all, there were 810 Grade 8 responses, 350 Grade 11, and .
274 Grade 12. Becagfe it attempted to cover the entire programme for tﬁe
three grades, it also differed in some respacts from the elementary level

questionnaires such, that a parallel format is neither possible nor desirable.

In addi®on, thE”a:estions concerning ideal and ciirent aims of- the programme

were not structured so as to allow®for detailed specific comparison; having
attéempted to follow the pattern of the elementary, sections in this instaace
would have increased the length. of the Questionnaire and made it more weé%i— j
gome to f£ill out. This chapter, therefore, differs in/ﬁg;mat from the
preceding oneg in that it attempts tO group responses from various parts

of the questionnadre into four major areas, In this way, the content’ should

- WV,

be clear and easily accessible to the reader. .

- Part A, The»Teacher and the Programme » deriv¥s.from Parts I-III of
the Questionnaire, and tries to give an objective picture ©of the backgrounds-'
of the teachers andighe ways. in which their English programmes -are organized:-
Part B, "Methods of Teaching and Evaluation", from Parts V and VI of the :
Questionﬁaire, explores the actual processes of teaching that go.on ‘in-the -
classrooms. Part C, ' Texts and Guides » taken Erom Parts V and VII, provides
the teachersd views on and experiences with the recommended textbooks and

the Department of Education Curriculum Guides. Pawt D, "Opinions~and
Subgestfona“, contains teachers' reactionsﬁto statements aboug Ehglish programmes

taken from various sectiong of the Questionnaira;-

*

- N -

.The two final parts interprét the data presented, .Part E, "Summary
andjgonclusions", discusses the miterigl in edch section and the lmplications
for change that it réises; Part F, "Interpretations and Imélicafions"
offers specific suggestions that grow out of the prﬁ)Eding parts.

Tables, which sometimes utilize mean values on a a:j;;b

sometimes percentage of respondents * Eor.differentjezggciz% e explained

at the beginning of each part or sub-section: g /
. . §




" ABSTRACT
. o E i Yo
Chapter 7 surveys the toachers agdiﬁheir methods in Grades 8,
11 and-]2. Based on SectiOns I - VITI of the.Survey Questionnaire, the
data is broken down into four maJor areas: background, methods, texte i

and opinions. > ! i

e

———

"Part A, "The Teacher and the Progranne", providee factual oackground
indicating‘that most teachers at these levels have professioﬁal certifi-
cates, belong to few professional organizatione, and do nog\attend a large
number of inrservice workshopsé. Grade 8 teachers tend to have larger classes:
t0 meet more studenté, and to have relatively leserycaining and experience
than their senior secondary counterparts; wany of them, as well, ‘are not
;rxmarily teachers of English. (lass Bizes at all levels gerterally are in
the high twenties, and usually befwtn 100 and 140 hours are alloted to
English. Thé programmes tend to be integrated rather than having clearly
separate sections devoted to'reading, literature, speaking and listening.
Formal instructioh }n read?ng skillg ia genorally not”an 1mportant part of

the programme, nor are the maJority of teachers trained in reading or

remedial reading o —

Part é: "Methods of Teaching and Evaluation”, finds that a variety

-of methods are used for various areas of anguage Arts, although again few

forhal techniqueg.of reading, listening, hnd speaking skills instruction

"are employed on any large ‘scale. Nod-fiction also seems W0 be neglected

at all levels. Teachars were firm on the need for evaluation ¢f some ~

sort, but felt that the best means of evaluation were those that involved
the teacher directly rather than those using external «©or standardized

e‘caminatfons . R . .
4 . :

2

' . Part C "Texts andjgyides . oxamines the teachers' responses go
thae sp%cific tox;s prescribed by the. Department of Education. A few texts
al gﬁﬁh‘level recexved hlgh ratings, but many more were ignored entirely or
were hsed. without enthusiasm° the major need at all three levels is an
feﬁfective language texts Teachers also reported that they did refer to
* the Curriculum Guides, “and that they found thesgeneral objectives worth-
while; howevor,ltney felt that the Guides could be made more specific

in guggestions and methodsifor attaining\ghese objectives.
i .
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.Part D, "Opinions and Suggestions”, pg&vides results of a’

series of questions asked about possible changes in the programmes.

Most of the opinion!!iollowed aarlier findings* teachers felt that

ciasses should be ‘rePuced, more time should be allowed for preparation

and individual conferences, Curriculum Guides should be more specific,
'and University training programmes ghould bé reviewed in order that
better training be provided. The final tﬁg sectiozi deal with the
implications .of the data preserited. After discussion g‘ each part,

a series of recommeéndations is made; these ¢oncern suggestions for 7
improving teacher training, fgr expanding the range of the programme,
for revisiné Curriculum Cuides and text lists, and for distributing
resdiks of this survey. ' )

T ‘*w-—:—-—-—_._

Note: Since all of the respondents did not record replies to
all items on the Questionnaire, rhe percentages in the
ables witll not necessarily total one huhdred, and mean
1ues are predicated upon the numbet of responses to
ea¢h item. f;°




" THE TEACHER AND THE PROGRAMME

B
This section descrihes in objective terms the backgrounds of the

-

respondlng teachers and the ways ih which the Language Arts/English-programme

is organlzed .

-

1. The Teacher .

Table 7-1 summarizes the background information asked for in Part I
of the Questionnaire; percentage figures are used to indﬁcate the number og -t

teachers at each grade level responding to each part of the question.

oy,

Table 7-1 Percentages
Backgrounds and, General Information

4

Baékgggpnds & General }hformation Gr. - 13
a.  Highest certificate'category:
. 1. Professional i
2. Standarg‘m: .o .
" 3. Lfcénse /'

Yéars of-post-secondary train&qgt
1, Zero to two N

2. Three- |

3. Four

5.‘Five

‘3. 8ix

6. Seyen or mdre

Years of.-teaching experience:

L

1. One or less

2. Two - three Jk\\ﬁh
3. Four- six )
V4, Seé%n ~sten

5. Eleven - fifteen

6. Sixteen or. mors -
N

$




.
Backgrounds and General Information chn'toooa.. -
Gr. 8

Areas in w%ich University training
\

was received:
'1. Engl;sh literature QOlSZ 98.2%
2. English composition 65.1 72,6
3. Drama 2.9 37.6
4. Linguistics . , 26.4 32.1

5. Languagé Arts Co D ', 26.6

6. Creative Writing L 26.4 - - 25.2
7. Reading = 2.5 . . 21.2

8. Speech ot 14.9 14.6

9. Remedial reading . ) ' 17.2 11.7
10. Children's literature . 10.6 . - 8.4

H St .
( 11. Library J T 6.0 , , 4.0
: - h | . . . .
e. Number of formal workshops and/or non- .
B\ * credif cotrses attended in last
two years: ’

1. Zero - two

¢

2., Three -~ five
3. Six % eight

4. Nine or more.

(-\

Membership-in profe;sional'organizations
(only those with more than 10% listed): v

British.Columbia English Téacheré'
Assoéiation 45.2% 48,07 \\\iS.BZ

-

Canadian.Councilvof Teachers of . . .

English . 7.4 2.4
- . . 4

National Council of Tedchers of

English ‘ 15.3




Discussion:

The responses‘%o~this section indicate that senior secondary
teachers have more specialized training and mere experience than their
counterparts in Grade 8. Virtually all the teachers have prefessional
certificates, and the great majority have had ffPe or more years of
University training (80% at Grade 8, over 90% at Grades 11 and 12);
in the senior grades well over one-third (36% at Grade 11, 43% at-

Grade 12) have had six or more years. In years of experience; well
d A )

over half the Grade 8 teachers (57.5%) have less than six Years in
the schools, while 407 .0f Grade 11 and 54Z of Grade 12 tedthers have
been teaching for more than ten years’; nearly 40% of Grade 12 Efaéhets

have 16 or .more years' experience.
L)

The actual Univer;ity training, however, geems somewhat lacking
in several areas. As might be expected, English literature and composition
head the list, although even the latter was covered by slightly less than
three—quarters of the teachers. Excepting drama (the only literary area
specified) and Language Arts courses for Grade 8 teachers, no other areas
were identified by mote than one-third of tha respondents. Ouly 21 to.™
26% of the teachers had had formal training in readiqg instructten —and about
half thst percentdge had bad work in remedial readlng. Speech tralnlng '
ead been reeeiVe& by about one-sixth 6£ the teachers, and there

had been little ingtruction in children's literature or library work.

T Teachers, again in-general, do not seem t¢ be affiliated with
great numbers of professional societies and do not attend many workshops
or other such Pfogrammes. Almost half the teachers do belong to the
BCETA, and 12-15% of Grade 12 reachers to the CCTE and NCTE, but no
other organizations were singled out. Less than 10% of the reachers had
attended more than five workshops in the past two years, whereas the

great majority (60-67%). had attended two or less.

» ¥
-

-
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2. The Programme in the School

’

1

Tables 7~2 and 7-3 deal with thﬁ organization of the English

programme and the general availability of classroom materials.

“7-2 is ngen in percentage responses,

- ~
* ﬂt
+ H

-

;/ Table 7-2 Percentages-
Organization of Prograimme

H

Tabla

\ Organization

+

a. Total number of course hours allotted
- to English:

1. 99 or fewer . ‘, 9,0% 17.4%
2. 100 - 119 L : 1846 294
3. 120 - 139 ~ 22,0 - 30.3
4. 140 or more . 35.8 8.6

Prime responsibility for determining j
nature and sequence of English programmégg

1. Administration "3.3
2. English Depértment 26.0

3. Ind vidual teachers . 41.0

4. Teacher and students 4.2

5.- Combination ot' %ove .o 22.8
Prime responsibijlity for selecting specific
texts to be ordered from prescribed listp:
‘1. ‘Administration e T 6.9

w— 3

2, English Départment ’ ' 66.7
I&q,kvidual teachers 5“1“—‘—— 16.0

by Tegﬁher and students I .1

5. &mbination of above 14.7




] ' -

Organization of Programme cont'd..... ) .

% — . Gr. 8 cr. 11 gr. 12

d. Prime'respoggibility for selecting texts
fo;ﬁclassroom use from those available:-

1. Administration ' o 1.5%
2 Engleﬁ’ﬁeparfment ' 14.3
3. Individual teacher 67,0
4
5

PR
. Teacher and students . . 8.0
. Combination of above 9

h ~

»

o

Table 7-3 Mean Values*
Availability of Materials

Availability of following
(1 = Always available,
. & = Not reddily available): Gr. '8 Gr. 11 Gr, 12

1. Dictionaries : 1.2 1.6 (:ﬂﬂ1.5
e 1‘?

. . -

‘3. Film or slide projectors : . 1.8 1.8 1.7

4. Overhead projectors B ) ' 2.0 2.0 1.9

2. Tape recorders : 1.8 1.7

5. Magazines, newspapers 2.0 2.0 2.0
6. Filing cabinﬁfs . 2.7 2.5 2.3
7. Videotape recorders : 2.6 2.5 .t 2.5

-

%¥1. Always available . 2. Usually available 3. Available with difficulty
4. Not readily available )
L4

1 v
N

Discussion: i
. Less time is devoted to English instruction 1n the higher grades -4 while

from 60 to 66% of senior secondary schools have between 100 and 139 hours of
Engligh inst ruction time annually, nearly a third of the.schools enrolling

grade 8 have more than 140 hours available for .English classes, or in four

times as many grade 8 classes as in senior peconda}y classes. More than one-eighé
of the senior schools devote fewer Lhan 100 hours to English. These figures,
hdwever, may be somdwhat suspéct (especially thg one-third response to "more than

140 hours' at grade 8) because of the possibility of teachers mis-reading the
question or of being othexrwise unclear_as to the specific time allotted.




Iﬁdividual :eacher§4%ppear to have considerable influence in
desermining their own programmes. Although in two-thirds of the cases,
English Depaftéen:s are responsible for selecting the texts to be
ogaered from the prescribed lists, the actual selection for the
classroom is made by the teacher in two-thigds of the schools. Slightly
over one-a:uarter of the Departments determine the nature and sequence ‘
of the courses, but here again some 40% of the teachers make the final
" decisions. Administrative responsibility is negligible, .although there
does seem to be considerable qpnsultation among all interested groups."

Dictionaries, tape recorders, projectors and magazines and
papers seem égnerally availablae to the great majority of teachers, witﬁ
from 70 to 90Z indicating that these aids ‘are always or usualiy obtainable.
Dictionaries, ‘however, are slig?tly‘}ess handy in the upper grades than

in Grade 8. , Video-tape recordérs are available "Always' or "Usually"

_in 50% of thi schools, with anéthef 25% of the teachers saying that they
P | .

could be obtained with difficulty. Filing cabinets eithér are available
or not: 26 to 34% of the respbndents\indigated constant availability,
27 to 41% the reverse ~ Grade 8 teachers generally had less access to

these facilities, \

2




3. The Classroom

. |

. Several specific questions were asked concerning the sizeaand‘nature
of the ¢lass. Table 74 uses percentages and deals with the number of students
met and the method of Eheir grouping. Table 7-5, expressed in mean values,
identifies th2 general structure of the pfogra&me'according to frequency of

+* %
approach.

Table 7-4: Pércentages
Class Size and Qrganization

) ]
Gr, 8 Gr. Il

Average size of English class: |~
L. 1=15 L b .3.12

2. 16-20 . : 6.4 6.3
3., 21-25 ' , 19.6 .  26.6
4. 26-30 - 43.6 . 39.4
5.%31-35 Ce 21.6 16.0

6. 36 or more . W2 .9

-

Number of secondary English classes
being taught: . ’

" 1. Ode or two
2. Three or four
3. Five or more
_ Percentage of teaching time devoted
to English courses:
1. Less than 24%
2, "25-49% .
3. 50-74%
4, 75-99%
3. 100%




-

L]

Class size and;organiza;ion cont'd......

'

~
Gr. 11 Gr. 12 .,

'

d. Total number 9f students met
_timetable cycle:

1. 90 or fewer ) ‘
2. 90-129 . . 24.1
T 3.130-159 . - 19.1
' 4, 160-199 - _ 17.3

5, 200 or more . .- +113.0 -
, ,

Grouping of students:*
1. Heterogeneous assig ent ¥ 59.0

-2. Homogeneous' assignment T 45.3

x> < .
3. Multi-age (family . . 1.4
¥ : ¢

Type 6f clasgroqﬁ/teachiné arrangeaent: N

1. Self-contained classroom - 83.1

2. Team teaching (more than one . A
teacher) “ 4,2

3, Ofen area {more than one,ciass):.' 2,3

1

* Some teachers with several classes of different types
more than one answer. ’ .




Discussion:
j *

Over half of the classes at all grade levels contain between

’

26 and 35 students; Grade 8 c%assﬁs are generally largex, and oned

fifth of these contain more than 30" students. Graje 8 teachers also tend
to ﬁeet more students in the course of a timétable cycle, Sixty percent
of the. senio; secondar§ teachers met fewer than 150 students,.while 30%
of Grdde 8 teachers met more than 160. Grade 8, teachers also do more
‘teaching in areas -other than English! only one-quarter devote full time
to-English (that is about Half the percentage of their.colleagues in the upper
grades),,uhereas over a third devote less than half their time to teaching
Engligh. Again, neérly &02 of &rade 8 tgadhers-have only one or two
English classes, coﬁpared with 30% at Grade 11 and 177 at Gréde 12, The;e
figures in.(ﬁ.) and (d,), too, may be misleadiﬁg gince there is no indi-

. cation of whgther tﬁe response refqrs to a term/semester system which may

involve unusual scheduling patterns.
I a LY

Most of the classes at all levels arg assigned agpheterogeneous

groupings -- more than two-thirds of the sehior secondary teachgrs ‘
indicated this kind of arrangement. But, there is consi. rable streaming @
as well, wifh 39-45% of teachers at all levels indicatipg they had some
kind of homogeneous grouping. Most of the classrooms (83% at all levels)

are ﬁelf-contained, and there is only a scatteridg of team-taught and

oﬁsﬁ?arfgzifrangements, s - , . N
- i . /




Table 7-5 Mean Values* )
Conduct of Programme

. s
Relative frequency of the following Gr. 8 - " Gr. 11 Gr. 12
general approaches! . gki
: N
1. Studs of literature, writing,
reading and oral commﬁhlcatiOn.,,af
is integrated.

—-2. Writing is integrated with study
® - .\ of the literature by deriving the
. topics and subject matter for
} writing from reading. . 2.1

A -

3 Regular periods are set aside for
"instruction and practice in writing..2.4 .

4. FEmphasis is placed on studeﬁt
‘creative writing. : 2.3

5. Training and practice in speaking
skills are given. 2.6

6. Training and practice in 119 ening 2

skills are glven . 2.8

7. Regular periods are set aside\ for
e §nstruction in formal grammar 2.6

8. Training apd practice in.reading
skills are piven. 2.6
9.. Emphagis is placéd on non-print
expression. .
—>

10. Formpl teaching of reading is in-
tegrated with the study-of literature2.8

‘2.9

» 11. The origif, development and -
structure of the English language >, -
is studied. - 3.4

'

*]. Always“' 2. Often 3. Sometimes 4. Rarely 5. Never
g

Table organized in order of décreasing frequency.
. [}




Digcusgion:

4

In most cases, the programmes are integfategjgﬁith the teaching

of reading, writing, oral communication and literature combined_;athefi‘
than”done in separate ins%ructiondl blocs, Only in dealing with w{iting
do teachers regularly set aside class time for instruction gnd practice;
less attention is apparertly .given to formal practice and tfaining in o
speaking, 1istening and reading skills, although Grade 8 teachers do spend
more time on the latter than do senior secondary teadhers Grade 8.
teachers also make more use of creative writing. Formal study of the
development. of the Ené-;sh language does not make uyp a large part of

the programme.
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PART B. METHODS OF TEACHING AND EVALUATION

& * '
This sectiocn erives from Parts V and VI of the Questionnaire, "Methods
o
and Materials' and "Evaluation". Responses dealing solely with composition

methods will be considered in Part Three of the project, the Writing Assessment.

Al
+

L M-
1. Hethods

After general questions concerning the amount of time given to various
aspects of the English programme, teacher& were asked to respond to llStS of ﬁ§
me thods deaking with tRe teaching of literature, non-fiction, Speaking and .
listéning skills, and reading skills, according to the relative frequency with .
which the tecﬁhiques were employed. , The "A}ways - Nevers' five point scale was
used for Table 7-8 and following, beginning on page 247 - they are composed - oﬁ
¢she . mean responses at each grade level and are ranked. in general order of "

n. .

decreasing frequency. -. , SR

¢
[ E

N Table 7-6 Percéntages g
YU Time Allotment: Geggral Areas

‘“““wch;:gég 6r..11 _ Gr. 12

a. Proportion |of available time spent . . . \‘
on -literature: > o

o

1. 0-19%

2. 20-39%
3. 40-59%
4. 63-79%
5¢ 801007
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b.

Time Allotment: General Areds cont'd.....

Proportidn of available time sﬁeﬂi on’
instruction in writing:

1. 0-19%

2. 20-39%.
3. 40-59%

4, 60-79% .
5. ~80-100%

P

. Proportion of aailable time spent on

practice in writing:

+

43.1

-

41.7

38,9 / 39.4

8.8
2.6
‘9

i

-

8.3
2’9

1. 0-19% 15.1

2. 20-39% | ' t§§§9

3. 40-59% A4
4. 60-79%

5. 80-100%

Sty

+
-

Proportion of available time. spent on
formal . oral activities (debate, oral
reports, oral reading, etc.):.

_ ‘ p
‘1, 0-19% ’ $7.47™  56.9
2. 20~39%7 2 22.3 264.5

3, -40-59% 8, ‘ 8.8
&, 60-79% e 2.0

1.8
5. 80-100% - ‘ . 2.3

S

i
. % v

Proportion of available ‘time spent on
. practice in listening:

+ 0-19% .
2. 20-39%
3. 40-59%

4, 60=-79%
L5, 80j;09 ’

Discu?sion: ' '
' e . ‘ Ma o - . _ N
CIEérly,'literature (a), and compositign/ﬁc) make up the bulk of the instruction

kte’seéondary levels.

el *
percentages of time spent in various areas of the programme, with but one ex-

62.4
1422
8.8
2.6
1.8

63.4

116.0,
4.6
7.9
2.6

at Teachers at*all three grades generally agreed in the‘

‘ception: about 35% of Grade 8 teachers speﬁi’}ess than 40% of the timénon liter-

T
[} E

47




h

-

1
. *
Ly

ature instruction comparedffyith_ fewer than 25% of the teachers in the upper
grajes. Literature appears to take up abdut half oY more of’the\gime in 60%
of all the classes, while writing practice, s‘the“bther major part -of the

teaching process, Formal instructi®n in writing 1s third in alio?éted ti@é,

and formal instruction e.n oral and listening activities are given the least

time by 57 to 63% of the t?achers.ag all levels. . '
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Table 7-7 Pefbentages

- Time Allotment: Literaturé

-

-

. ‘ ;. Gr. 12

-

L
a.~Proportion of time available for

literature spent on drama:
1. 0-10%

2. 11-20%

3. 21-307%

4. '31-40%

3. 41-507%

" Propoftion of time spent-on
short stories: )

1. 0-10%
2.\}1-2pz "//,.:
3. 21-30%

4, 81-40%
5. 41-50%

Proportion of time spent on novels:

1. 0-10% A
2. 11-20%
3. 21-30%

6. 31-40%

5. 41-50% ‘ \ ‘
Proportion spent on QoFtrg:

1. 0-10%
2. 11-20%
3.7 21307
4 31-40%
5.0 41-50%

g L. ”
P¥0portion spent on non-fickion prose:

1. 0-10% ' ‘ 51,7
2.°11-20% . ' S
3. 21-30% o

4. 31-40%

5. 41-507

.




Time Allotment: Litetature cont'd....

4

[

f. PrOpoftion spent on non-print materialv
1., 0-10% 7 _ /
2. 11-20% .
21-30%
4. 31-40%
5. 41-50% ¢

e e nm g —— et m =

N

Discussion:
LY

The teaching of fiction - short stories and novels - makes up’the buylk
of literary study, with more than two-thirds of the teachers at ali?grade levels
indicating that between 10 and 30% of the time is spent on each. Poetry, drama®

{at the senior grades),‘and non-fiction prose make up less than 20% each, while

Hﬁfelatively little time is devoted €0 non-print materials. Poetry and fiction

+ receive more emphésis:4§gnerally, at the Grade 8 level than do drama and non-

sfiction. - * ¢
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" Table 7-8 (a) Mean Vaides* ' .
. Methods: Literatere.

-

-

Gr. B Gr. 11

Relative frequency of techniques:

- .
Oral questions, discussions, and
analysis

-

Written assignments
. Qutside reading by students at home
. Teacher e%planation or analysis
Silent reading by students in-class

Students read parts, act out scenes
or play roles

. Teacher explanation of historical
backgrounds *

Small group discussions 3.0

Seatwork q”e5t}32§4r«; ) . . 2.6

. Student reports o 5 . 2.8

£

. writ%gn tests for comprehension

Oral reading by teacher =~ 2.7

Integrationof one genre with other
genres: 2.9

» Students write dwn poems/drama/ .
fiction ) 2.5

Discussion of material written by ) 0
students y 2.8

. Tapes ‘and records (poetry) - o 3.2
Records .or films (drama) Y

-
L

. Library research assignments , 3;§'
. Oral’ readlng by students * ’ " 3.0

. Teacher explanation of .dramatic
(stage) techniques

L] ‘ -
Discussion of material. selected by )J
students o ~ 3.1

. Notes-taken while reading - 3.6

Paraphrasing poems orally ' 3.4
. Pérapﬁrasing poems in written form 3.7

Class visits to live performances
{drama, poetry readings} 4.2 3.8

.
Ll
*

*], Altays {. Often 3. Sometimes 4..Rare;y 5. Never

i
A »
. N -

i3
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Table 7-8 (b) and (c¢) Percentages
Methods: Literature (Continued)

Gr."8 Gr. 11 Gr., 12

b. Average number of novels read by each
* Student!

1+ None

rl ¥

2. One to three
"3, Four to six
\\\;;4. Seven. o nine

5. Ten or more

.

: ¢.” Average number of short stories read by .
each student: .

1. 0-4p , o
2. 5-9
3. 10-14
%, 15-19

5. 20 or more

3

:_" ’ . ' \‘
Discugsion:

- - =

The mean rankings of nearly all the listed techniques between Often”
and "Sometimes indicate a wi@e‘yariety of approaches to teaching literature
within each clasg. The most common qaphods are the traditional ones of class
discuss}gn, written assignments, outside paa¢ing,.1§3ture by }eacher.and
stlent readfig in class. At the least-ysed end of the scale is the para-
phrasing of poetry (both oral and written). Class visits to live perfor-
mances of dramgfand poetry alse were done infrequently, although such events,

of course, depend upoii the situation of the school.

v
-

Again, the teachers at all three grade levels are inm.considerable
agreement with but a few exceptiona Grade 8 teachers, who do not deal

extens:vely with drama (see above, Table 7-7), generally ranked lower those -

3
devices which deal specifzpally with that genre. Library research assign-

_ jments are amployed mord in Grade 12, as are reading notesy the area showing
" the greatest divérgence'of respoige in the three grades. Also showlng
a congiderable range, though in the opposite direction, is the uge of

creative writing employed more often at Grade 8 (2 5) than at the hzgher

levels (3.0 ahd 3.1'in Crades 11 and 12). - t !
&5 b r‘. .k

i

More fiction is read at the Grade 8 level, although about half
4_;.9

-




. . +

the <lasses at all levels read 4 to 6 novels, and about 60% read

between 5 and 14 shért stories.

o

ERI
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Table 7-9 Percentages and Mean values
. Methods: Non-Fiction

. Type Of.non-fiction }eceiving mosﬁ stress:

1. Essay- | - . . 16.82  55.7%
2. Biography ' : 14.8 . 5.7
3. Journalism 16,0 ppew 12.0
4. None of aboye e 18.0 . 19.0
5. Mot applicable 3.5 . ~12.6 -

Relétive ffeque;cy of techniques: ., Mean Values
1..Orai questibns and discussion 2.4 2.1
2. Integrdtion with composition programmél 2.4 2.3
3. w:itfen questions and discussion 2.6 . 2.4
4. Teacher exp¥énation 2.6 2.5
5. Focus on factual information presented 2.8 2.6
6, Silent féading in class - . 2.7 2.7
7. Assigned reading out of class . 3.1 2,}
8. Focus on styLé and qtr&cture of writing 3.1 ) 2.7
9. Tests for cdmprehénsiqn"‘ ‘ 3.0 . 3.0
10. Training-{ﬁ reading skills 2.8 3.2
11. Library: research projects 3.2 3.2

12. Oral Treading by teacher- 3.1 3.2

13, Oral reading by students 3.4 3.5

r

Discussion:.

~ /
+

' vAgain, the mean resp0p;;s tended to fall betwpén the "Often" and "Sometimes"
categories, with class diﬁcussion and‘integrabion wigh the composition programme
Jbeing employed most often. The lack of emphasis on ndﬁ-fiction in G}ade 8 (30.5%
of the teachers indicated. "Not Appliﬁhble? poésibly because the Resource Course
_doesn't suggest a specific focus on non-fiction) ﬁérhaps digtorts the othe; mean.-

scores, but’;he'upper level classes appear to do more out-of-class reading and

) I- . L4 ’
focus moré on the style and structure of writing whereas the Grade q};eachers use

‘non-fiction more for training in reading. Eésays are the most important form of -
non-fictiop used in the senior secondary grades, while those Grade 8 teachers using

A )
non-fiction employ a variety of forms.

-




Table 7-10 Mean Values and Percentages
Methods: Speaking and Listening

o

-
%

h r _t

6r.8  gr. 11  Gr, 12

.

. a. Relative frequency of techniques: -
: . -Mean Values
# 1. Point out errors and misused language i
in students' oral work as 'a matter of _
course ) . . 2.7

. Have students give oral summaries - . 3.1

. Give training and regular practice

in- listening skills . . 3.3

4. Give training and practice in note~

N taking’

5)/Give training and practice in reading
‘aloud

6. Provide examples of well-organized oral
explanations and examples

a

. Give.training and practice in e%tempor-
aneous speaking

. Have students dramatize written material

Have students gsummarize oral presen-
\tafions : 3.5

Give training an& regular practice in .
debating - 3.6 3.6

Give. training and regular practice in
_ formal speeches 3.7 3.9

. Employ kits, texts and workboogs in .
teaching oral skillg 3.8 . 4.2, 4.1

N
b [

b. Use of visual and auditory aids {pictures, tapes, records, films, ete.):

Percentages

-

1. Several times a wetk . "7.5% 11z 14.6%
2. Once a week N 15.8 18.0 16.4
3. Once every two weeks 17.0 - 15.1 ’ 15.7
4, Occasionally © 35.9 46.9 47.4

e

Discussion:
PEY] ]

The mean rankings here are'significantly lower than those.for the teaching -of
literature and non-fiction. " Only the regular pointing-out of errors and misused
language in students' oral work rated between ""Often" and "Sometimes"e wvhile the

rest of 'the responses fell between "Sometimes” and "Rarely”. The most frequent’

techniques tend toward the informal as wellf oral summaries, practice in listening, ,
: e =,

E 2253:; ' ' “

te




practicq:iﬁ note-taking, and rpading aloud. nd:e‘formal aspects, such as debates
and speeches, wergfused much ﬂesé often.. Thefe was.little use of formdl texts

designeﬂ.to encburage listening or speaking skills. Visual and aﬁditorybaids are

in evidence, however, with almost half the teaeheés using them "Occasionally” and

] .
4

an equal perceritage every two weeks or more o

.




Table 7+11 Mean Values s

j .
Methods: Reading K\\\

® o 8.  ornll o D2

\

a. Relative frequency of techniques:

1. Give a book talk when introducing
~ new book

2. Determine reading level of students
At beginning of .year and make
edjpstments

. Integrate reading and study skills
with the teaching of Enjl;sh

. Use imaginative literat to teach

reading

Teach reference skills:
. Spend time on bomprehénsion skills

Disefliss necessary reading Skills for
new assignments . 3

8. Use non-fiction to teach reading
9. Spend tiime on word-attack” skills:

Use materials from other.disciplines
or grade levels

-Set aside class time to teach’ reading

. Use special 1nstructiona1 material to
teach reading ‘ -

* Discussion:
The.same trends aré apparent here as ia the séceion dealing with speaking
‘" and listening -- that is, more use of informal rather than formal approaches —
but the mean ratings-are generally higher. Giving book talks and determining the
class reading "level are techniques used most frequently, whereas formal approaches,

such as special instructional materials and setting aside time for reading in-

’ stréctien, are emploved less frequently and, indeed, rarely at the senior levéls.

T
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In PQrt VI of the Questionnaire, teachers were asked about their methods of

L

2, Evaluation

evaluation as well as their opini%ns about the most useful means of evaluating
s;gden wark in English - Table 7-12 gives percentage figures; Table 7-13 gives
meary values qé the five-point "Excellent-Poor".scale (1=Excellent), rénked

»according 4 the most effective methods.

Table 7-12 Percemtages.
Methods of Evaluation 4

Gr. 8 Gr. 11 . Gr. 12

¥

. ! Wi : -
ai The function of evaluation of students:

‘ [

1. Important and necessary part of the. "
Ehglish programme’ . . . 59.% 63.9%

. Important ' . 20.6 4 2L.2
. Not important | . .b .7

. Of concern only between teacher and
student s . 8.9 7.3

Coniradictory to the Sbirit of the . .
p rogramme - . 2.3 1.8

- .

‘b. Grading s;heme normally employeh4w
1. Pass - fail | ) .2, T -
2. Five-point 1ettér scale . 13.9,
3. Sévem-point letter scales . ’//752.4

+ 4. Bumerical mark as percent . . 12.0
5. Other . ] 13.9

. Proportion of final grade determined by term - :’/
work (exclﬁding firal examinftioné):

1. 0~24%: \ ' R 1.7 1.8
. 2;,%5;a%z \ . //Tu ) . 8.1 5.4 "5.5
3. 50-74% . // “21.0 2.0 Mo23.0
4. 73-100% { 637, - 720 ° 66.4

Is y

. d,- the outset of t Jéourse are the objectives
. and standards clearlly explained tc students?

1. Always ; . 68,6
} %3.3

In some cases ( . . 5.8

Usually b

Rarely .9

. -~
MNever L




- Discussion:
l(

Teachers at al} grade lévg%E agreed on the impértance of some form of

.evaluation: abour 60% specified evaluation as necessary and important, and

another 20% marked it 1mportant, fewer rhan 10% suggésted that it should
be of concern only between teachér and students; and dniy about 3% indicated

& B it was not important or was ‘contradictory to the spirit of R{glish teaching,

out half the teachers employ the seven-point letter scale, w1fﬁhfh§'fivé~“
point letter sdale as rhe second most frequent method, followed by the numerical
percent. Considerable emphagis is placed on term work (as bpposed tg f£inal-
examinations) in arriving at a final grade -- over twé—thig@s of thgﬁsenibr i
secondary and over 60% of juniA} secondary teachers count term workefo !35-100%
of a grade, and another‘ZOZ at each level consider ir worrh at .least halgg\
Again, most teachers (69-79%) always explain their objectives and standards ier
a course, and another 17-23% indicate that they "UsualT}' do so, bringing the h

tgkals for borh cases tg‘well above 90%,




Tablg 7-13 Mean Values*

e
-

) Means of Evaluating Student Work

» . N .
a, Most accurate means of evaluatién:

. Assessments of student's written work
. Asseésments of oral work
Frequent teacher~made tests
. Teacher s subjective Judgement
Scholarship examinations
. Periodic standardized teéts

[

External examinations

< .
. 'Best means for pyoviding students with
information about their progress:

~

1. Assessments of student's.written work

. Assessments of oral work

. Frequent teachgr-méde tests
Teacher's subjective Juagemeht

. Periodic standardized tests

+ Scholarship examinat ions

. External examinations

. ) +

1.7
2.1
2.4
- 2.6
3.8
3.4
6.0

1‘?

. 2-2

2.3

+

2.5

3.4
3.9
3.9

e

¥y

F
~

1.6

2.2,
2.2

2.4,
2.5
3.4
3.5
3.9

*1., Excellent

Discussion:

2. Good 3. Sa;isfactéry 4%

Fair

5. Poor

+

LY

A ‘ . ' W - -‘-
Teachers agreed ¢on the primacy of fbrms of evaluation done by the teachers

themselves rl{?er than' by external evaluators, nor 15 there’ significantlaifference

between the most accurate methods'of evaluatibn and the best methods, of informiug '
[ 3

students about their progress. Assessments 6E"writxen ﬁbrk were judged "the best

in both areas, with 83% of the teachers regtklg z{']is txethod "Ex%llent" oré d"
PR T
Assessments of oral work and tigcher—made tests were Fated next gh

measure. est,

with general subjective judgments following The three forms of eXternal examiu—
jqtion all rated nearly a full point lower, g nerally in the lower end of the range

between "Satisfaétory" and "Fair'.

L]

Senior/secondary teachers! hqyever. ranked

r Qi)
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scholarship exams and standardized tests higher than did Grade -8 teachers, .
although these methods were still regarded as guch less accurate or valuable .
than the teachers' own judgements on s.t:udent work.

- 3 R . . -
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LPART G. TEXTS AND GUIDES

As part of the Questionnaire section on "Methods and Materials", teachers

were asked to evaluate the tekts supplied by the Department of Education accord-

ing to a five-point scale, as follows:

. : 1 - Used, successfully""“ﬁ
a . 2 -Used; with fair results
: 3 - Used, nothing betrer
4 - Used, not successfully
. + 5 - Have never used

fEarlier in the Questionnaire, geachers at all levels wefe asked whether they

ever supplemented the Prescribed texts:

~ = .

Table 7-14 Pefcentages
Use of Supplemental Texts

A Gr. 8 Gr. 11 Gr., 12

. a. Use of grher than the prescribed literature rexrs: _
1. Always - I P 13.4% 12.0%
2. Often : : 3.5 42.3 54.7
3. Sometimes- ' ‘ : 49.4 - 36:0 27.0
4eRarely ‘ - 12.2 7.1 4.7

5. Never 2.0 9 4,
3 ‘ . ; /

b. Use of oth&r than the préscribed language and writing texrs: )
" 1. Always . " ‘ 10.4 25.4 23.7
2, Often - T 359 T 37.4 41.6,

3. Sometimes , . . 35.8 - 25.4 24,8

4. Rarely ' ’ , 13.5 9.4 5.5

5. Never . e 3.2 2.0 & 3.6

Discussion: . ’ _ N " ) R

This tébfe suggests tﬁat moetl&eachers go‘indeed do_considerable'substi—
tu;ing.of-texts. Some 55 to, 65% of Grade 11 and 12 teachels add literature texts
"Aiways" or "Often"™, and over one-third of Grade 8 teachers also do so. Almost .
the same percentages of teachers indicate that they supplement the language texts -
45% ofGrade 8 teachers, 63% of Grade 11 teachers, and 65£ of Grade 12 teachers
listing such cﬁad@es "Always or-"Often", while less than 16% at all levels in-
" dicate that they rarely or never make additions. Thetfirst three sections of
this part deal‘with respenses to the prescribed’ pexts at the'}ndividual grade

W

leyels. - - ’ ' oy
]
2 Ly

»




Texts:

Grade 8

Table 7-15.

r

.Percentages
Grade 8 Text and Course Evaluations

a. Text (Issuej*

-

R R N T Y ™

94
10.

’-\A Gift of Watermelon Pickle (B)

11.
12.

13,
14°,
15.
16.
17‘

18.

T 19.
20.
21,

22.

23;

24,

. Hinton, The OQutsiders (B)
. Focus (Nelson) (A)

. Gallico, Snow Goose (B)

3\

-

Livesey & Archer, Incentives (&)
Butler, Light a Sitmdg Candlée (B).
ﬂgchanan, Copper Sunrisé (B)

Steinbeck, Red Pony (B) . ]
Wojchiechowska, Tuned Out (8 o

Winter, Vegtures I (B/

Dunnlng, et al. Retlections on - -

Richter, Light in the Forest (B) ;
Craven, I Heard tite Owl-.Lall -~ -
My Name (B) ¢ - .; -g_;..
Hlnte!g Ventures 11 (B) ~, .- i
Piattor, Action English I«[B}

Clifford Fay, Ma
Myths of Man (B)

St. Pierre, BOss of the Namko ' ?'“w
Drive (B) T -

Faulkner, Moonfleet (B)

1ficent fT

Haupt, Man in the Flctlonal
Mode T (B)

Littell, Language of Man I (B)

13

Bennett, Jamie (B)

Charleswonth, Second €entury
Anthologies of Verse, Book I (A)

Jenkinson et al., Tactics in
Reading Series '

Anne Frank (B)

-

Lawrence, Action English 2 (B)

< .34.2

i

2

3 -

. 4

5

57.8%2 11.0%

57.0
46.7
37.3
35.2.

T
2829

- F-m

v -
28}5

25:2

© e

" N e

.I???“

17.5 _ng(

17.5
17.2
16.7

14,

14,

13.2

25.3
24.3
l;.é
15.4

.25%.7
.'Z 2004
*11 é\ 27.7

b '!'49

v'-..--.‘

20:7,

21.4
20.0

3 1912 :
27.9 .

‘24,0
23,2

; % “*-zi L 23 3

L3

21.0°

17.4
18.3
17.7

"30.0

r.5%
3.7
5.3
3.1
3.2
3.1
6.8
4.6
6.4

5% 22.3%

1.2
326
‘.9

s
2.1

2.3

3.3

el

2.2 27.%
S

3‘ l‘
2.6

6.7
1.4

5.7

et

4.0

3.2
5.4

2. l
5.1
4.7

5.1

1.9
4.2

"

4.2,

7.0.
15.1
3.6
373
13.8
26.0
36,5

33.6

34,2

8.5
37.5

29,1

37.5

-

43.5
45 :2

43 7
39.8
46.0

5.9%
5.7
5.1
6.8
7.4
7.4
6.7

17,3

7.5

-

A
6.4

6.7

10.6

6.7

7.0

»

8.9
7.3




Grade 8 Text Evaluations (Continued) '*

: Nuranberg, Word Play (E) -

. Glatthoéra, et al., .
Dynamics of Language 1 fB)

. Creighton. Deeds of Gods a _gd
Heroes (B) )
r\

. Zweiglet, Mart in the Poetic -
Mode I (B) .

. The Leaf Not,the Tree (Kit)
(E and C)

. Shafer, et al.. Suctess id
Reading Series

Heinlein, Have §Eace5u1t, Will

Tréwel (B) B

. Gainsburg et al., Advanced
Skills in Reading Series

. Jeakinson, et al., Be'a Bettet
Reader. Series

4 -

. ,

Sée Curriculum Guide for choices -
among vatrous issue categories

*1, Used successfully 2. Used with fair results 3. Used, nothing better
4, Used, not successfully 5. Have never used M. (Missing) No iaformatioa .

. . L)
¢ * b » .

-
»

Rate the results of the ngw English VIII Resource *Course:

N Y
., 1. Excellent , 1027 4. Fair

2. Good L. 43.3 - 5. Poor ."

)

3. Satisfactory ' 23.5 : Mean

\

Discussion:

These figures are not setally reliable because of, the qulte recent’ implementa-

tion of the Resource Course concept which was permissive during the 1973-74 school'
year and became preseriptive in 1974-75. However, all the texts were not available |
in September of 1973; some-did not arrive uptil well+in he 1974-73 school year.
Even if the books @ere in the school, few.teachers wWould have been able to famlllar-.
1ze;themselues with 'the texts, let alone use them. Therefore, the somewhat higher,

.oercentfees pf ”have»qever used" and missing , compared with tHose at the senior

] f . Y
P
o




secondar§ level, probably reflect this lack of opporfunipy,;o study and use the
—texts over a sufficient 'period of time. . Nevertheless, the results of those texts
in use remaly.interestlng In terms of their pe:formance, and .teachers should be'

made aware of the other pOSSthlitleS as well. .

The collection Focus QS?é) and Hznton s The Outsiders (52&) were judged
to have been used succeksfully bY over half of. the respendent other te
vhich received the hlghest rating from more than omne-third of thé teachef, :
inclﬁded Livesey and Archer's Incentives, Butler's Liéﬁt a Single ééndle,

Buchan's Copper Sunrise, and Galllco s Snow’ Goose, .In additidn, the

following texts were judged to have been used successfully o Wlth fair

results by over fzfty percent of the respondents Dunning, Reflectlons on-a

Gift of watermelon Pickle, Winter, Ventures 1; raven, L Heard the Owl &all

My Name; Steinbeck, The Red Ponx and Rlchter, The Light.in the Forest The

nighest rated language text was Plattor s Actdon Baglish T with almost half

the teachers 1nd1cat1ng fair or successful results

L v ‘ . 1
. . 4

»
The' followlng titles were e;ther noted as having been used unsuccessfully,
having never been used, or unmarked ("m1591qg") gy over 50% of the teachers:

Zwelgler Man in the Poetic’ Mode' The Leaf Not;the Tree, Creighton,_ Deeds -

of Gods .and Heroes' Haupt, Man in the: Flctlonal Mbde 1; St, Pierre, Boss of

the ﬂamko Dibive; Bennetc, Jamie; Heinlein, Have Spacesuidb Will Travel;

Antne Frank,‘ Faulkner, Moonfleet, pbjchlechowska, Tuned 0ut, thtel,.Language

of qan Iy Glatthorn The Dynamics of .Language I; Lawrence,‘Actlon English II;

Vurnberg, word Plgz; Gainsburg, Advanced Skills in Rezding Series' Tactics'in
" L] _—__—_/

Reading Ser;es, Shafer, Success in Reading Serigs; Jenk1nson, Be a Better‘ -
Keader Series. .* Of these, books, only %uned Ogt had a high rat:.ng of success=-
" ful use,(32/§ by those who had used iE. \: o

.

+ - . . .

Several Suggesgéons were listed in the "OtherTicategories,cbut without *

much agreement; among the titles were.The Pearl, The Craft of Writing, Kon- /

::Tik;, Prose. of Relevance, That was Then =~ This is YNow, Language {é?,;lmagine,

and SRA Reading Kits. Grammar and éﬁelling texts and non-sexist books were

listed undet "Perceived Needs" in another part of the Questionnaire, with a

a - -

grammar texf repeated in several dTIthe,re%ponses: ‘_ .

1 . .
The general response to the Resource Course proﬁe, invalv:l.ng selectlon '

. from this wide’ raa@e of téxts, however, was quite hi h, with 547 of the teachers

xcellent or good results ‘and only 12% ratlug it Falq or "Poor".

260

»




. Textswy Gradegll
"
"Table 7-16 Petcentages
* Grade_ll Text Evaluatiéns

Text -~ ' ! . : ; :
1. Golding, Lord of the‘Fises . 12.0% 2.9% © © .6%  4.6% . 1.7%
2. Bradbury, Martian Chroniclesu.' . 26,9 .3.4 5.1 21.1 4.3
g.'Yoeden, Human Values in Drama ° 3, 56.3 ' 9:1_ 2.9 '21.4 ﬁ.gr

4. Célleétion of Shakespeare's ¥ . .

Plays =326 3117, 9.1 C 5. 16:3

L

i

- 5, Martin, Man's Search for . *

- Values . _ 3 32.6 018.9 ' 9.1 . 4.3
64 Buck, ‘The Good Earth T4 249 4.9 6.3 45.1
7. Four Novels . 20.6  30.0 ,12.6 SV 26.0
q. Knowles, A Separate Peace . 22.9 - 6.5‘ 7.7 . 38.0.

a 9. écargill & Penner, Looking . : ‘F . C
1.+ +~ at _Language '« ° N 3; 9 157 14,3 16.9 40.3

10. Crane; Réd’ Badge of'Courage . 20.6 » 9.7. °15,7* 40.9

11, Nelson; Unit Lessons in Compo- - o
sition . . .37 17.1 16.9  19.1° 34.0_'

12. Rieu, The dliad - . 5.4 _15.7° 5.1 ,714.3° 52.9

'

4

+

Discussion: {

[N
.

Grade 11 teachers showed very clear lelSlonS between usefur and unsuccess-a

y ful texts. Golding $ Lord of the Flies received the most praise, being used

successfully by an overwhelming majority (082) with ahother 127 saying they had:
used it 'with fair results, only two teachers indicated that it had. been unsuccess-
ful.. Other useful texts, ranked as, Successfur by nearly.one-third of the teachers

included- Bradbury's Martdian Chrenigles, Voeden' § Human Varues in Drama, the collection '

of Shakespeare and the basic anthology Martin's Man's Search for Values; these four-
" texts alsd received "Fair“ ratings from.another one-quarter to one-third of the '

teachers. Legs highly regarded,\but still with 20% responding to successful use,

* were Buck's The Good Earth, Four Novels, and Knowles' A Separate Peace

' . . v a \X

.
<




At the lowe; end of the scale were the .two language texts, Nelson' s‘
Unit Lessops in Composition and Scarglll and Penner's Looking at Languai%,

which recelved successful ratings from 6 to 7% of the. teachers, along wi

the greatest percentage of responges concerning unsuccessful use. Rieuls Iliad
LY

and Crane's Red Badge of Courage regeived the lowest ranklngs among the literary

choices. There was also a large number of teachers '—— betwéen a third and a half --

~ who indicated that they haci_ never used these books. _' . o * .

. . ALY -
b - . .

- Over two.dozen titles were suggested in the "Other" categories, with Huxley"s

Brave Hew World receiving several mentions. Among the. other books suggested were

Essentials of English Grammar, Catch—22 Johnny Got His Gun,' Stranger in a Strange

Land Day of the Trlfflds, Romeo and Juliet Fazhrenheit 451 Siddhartha, The Out+

s1der, 19841‘§}owers for Algernon Mastering Ef fective Engllih Duddy Kravitz,
Catcher in the Rve, Never Cry WOlf Black lee‘He, Rire of Passage, Cne Flew Over

the Cuckoo"s Nest, Qynamlcs of Language, Butterfly Revolution, All Quiet on the’

4

Western Front and Prose of Relevanoe L




.

f.uTexts: Grade 12

3

-

Table 7-17 Percentaées
Grade 12 Text Evaluations

-

Perrine, Story and Structure 74.8%. 12.8% . .. .1.8% .
. Harr?son, Two Plays for Sfudy 47.1 23.4 . . 13.9. 4.4
Thompson, Theatre Today 42.0 28.1 : . 15.3 5.8
. Dudek, Poea;g‘df Qur Time 7.6 38.3 1L, 1. 6.2 4.7

L] » "

. Greene,_I'Neuer Promised You .
A’ Rose Garden _ 35.0 31.% 6.9 . 14.2 4.4

-

. Paton, Cry, the Beloved Country 23.0 30.7 12.8  -6. 22,6 4.4
. L .
7. Webber, Essays of Qur Time 16.4 32,5 23.4 11. 12.8 3.6

~8. Hardy, The Hayor' of Caster- . . . A
= bridge ' S - 14,6 27.7 8.0 9. 36.3 4.0

9 #Harrison, The Critical Approach 8.0 25.9 19.0 24.5 16.4 6.2

10. ?enner & yacaree, Discourse: .
Purposes.and Problems e 2.9 15.0 16.4 85.8 25.9 4.0

11. Stegner, Solf willow . - - 2.2 ' 5.5 .3.6 12.8. 68.6 7.3

Certain texts stood out-as both successful and as unknown. Perrine's Story ,
and Atructure (74.8%) and Harrison's: Two Plays for Study (47.1%) had the highest
#iponse rates indicating successful use. Dudek's Poetry of Oug TW.’&? 6%),

Greenes I Never Promlsed You a Rose Garden (35%) and Thompson s Theatre Today* (42%)

also found Eenenai .acceptance; over two-thirds of the respondents' 1ndeed tin- 0T
o

flve texts weare used with fair to successful resultd -

- . -

dlcated thgt the
. ’.

a

Less successful were the lapguage text, Penner an?pMacaree g Discourse, and

~the anthology Harrdon's The Critical Approach, for which one-qiarter to one-third

[y

of the teachers indi d unsuccessful use, Whllé there seemed to be few advocates

_of eifhé;i The €sshay anthology, Webber's Essays of Our Time, recelved only in-

-

dfﬁfergnt ifiponse with. one-third of the. teachers notlng fair results and another

‘oﬁE =quarter uggesting its use only because there was nothing better. Hardy s

Mazor of Casterbridge (37;? Patongﬁ Cry, the Beloved Eountry (234) and Stegner s

t

U7

[




A

Wolf Willow (69%)\a11 réceived a relatively high percentage of response indi-

. (Y h !
cating non-use. -

L

P x

\ In additionm, teachers l‘istgd 154 rexts in the "Other" spaces under category
1 (succéssful use). Again, Brave New lx{orld was noted -by a counsiderable number of
teachers; other books receiving _m:en,tion it:'ac’ludecL; Flo;.rers for Algernor;, ‘Never
Cry YWolf, Grapes oﬁ Wrath, Sflaughterhduse-Five&ide and Prejudice, Romeo and )

Juliet, Hamlet, Siddilrartha, One Flew Over the

00's Nest, The Collector, Tess

of the d'Urbervilles, 1984, Ivan ‘Denisovitch, Of Mice and Men, Stone An‘gel, Poetry
- = - "

*

of Relevance, Catcher in the Rye, and The Outsider.

.

f
4




4. Curriculum Guides: All Levels

- £ .
v

Part VII of the Questionnaire {"1ssues in the Implementatlon of the ‘Pro-
gramme') contgined teachers' evaluations of various asPectS ‘of the curriculum guides

supplied by the Department of Education accordlng ‘to the scale ranging from excellent

to poor; nearly three-quarters of the respondents (84:2% of Grade 8- teacherg,
?3.?% of Grade 11 teachers, and 72.,6% of Grade 12 ;eache;s)'indicated they had

Fy

read the gu;ggs in the past year. Table 7-18 gives the mean responses at the

three grade levels according to the following scale: .
< . - Excellent

- Good

- Satisfactory

~ Fair

- Poor

In addition, Table 7-18a gives percentage breakdown of the:iteu "Géﬁﬁ?al

Usefulness'. . )

W

Taple 7-18 Mean Values
Curriculum Guidesg

' 2

&

a. AsEebt of guides:
1. worth of llsted Ob]ECthES .

2. Attainablllty of 1listed ohaectives

-3, ‘Guidelin€s on oral and written -
communication

4. Guidelines on literature

»

5, Guidelines on skills and abilities
6. Guidelines on Gr. VIII Resource, Coufse

7. Options to provide "a rich cultural
background” through study of English

8. Suggestions for encouraglng 1maginat10n
and'creativ1ty

9. Spec1f1city of suggestions £hd ideasl

10. €ompleteness of coverage oE aspects

of teaching .

K ’

11. Gereral usefuiness

”

4




Table 7-18a Percentages )
Curriculum Guides: Usefulness

-
L

a. Evaluation of general usefulness

. Excellent
Good |

. Satisfactofy
Fair .

. Poor

‘Missing

Digcussgion:

w

Teachers at all three grade levels agreed about the respective curriculum

guides. The teachers found that the listed objectives were between "Good" and :
"Satisfactéry“ on a five-point scale; over 50% of all three groups respunded to the
objectives with those ratings, and the mean rankings ﬁeye.between 2.5 gnd 2.7. .
However, the resPOuses to other aspects of the guides indicated far more . *
criticism. ’The'othér responses generally ranged from 3.0 to 3.4, clpse to
the "Satisfactory” level, but tending toward the "Fair" range of the scale.
Indeed, if the percentage of responses "Missing" (about 15-20% Eor each item,
representing undoubtedly those who indicated they had not read the guides during
the past year) is added to the others, it appears ﬁQat between 40 and 30% of the
teachers either don't read the‘guide§ or, if doing éo. find them onl&A"Fair" or
"Poor”. L AV .
A3 ’ N
Espaciall§ singled out for criticism was the lack of.specific sugéestipns
and ideas, presumgbly for attaining the objectives or for teaching the texts;
-hefé. and i; the gomment about &ompleteness uf coverage.of éspects of teaching,
the maan respouses tended more definitely toward-the "Fair™ category. Less than
| 12.4‘pf *the teachers (9.4% and 9.6% for Grade 8, 12.2% and 12.0% for Grade 11,
and 9.9% and 12.0% for.Grade 12) rateqd the specificity of sugge§t10n and .com-

. -pleteness of coverage as "Excellent" or "Good".

‘The general usefulness of the guides was also ranked betueen Falr and
"Sat;sfactory » with the means tending toward the former. ‘Nearly 604 of all
teachers either found the general usefulness of the curriculum guides to be
"Fair" or ''Poor”, or they failed to respond dt jll ihdicating that they had

had little or no recent contact'wi h the guides.

42;21'
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PART D. OPINIONS AND SUGGESTIONS o3

f

“Feachers were asked, at four different points in the Questionnaire, te
“respeond to statements concerninf goals an& the, programmes they actually teach.
The first instance asked for an indicaéion of pmiority that should be given
to various suggestions about improving p;ofeksionaL cqﬁditions; this section was
* constant ip all the Questionmaire booklets, so:that a range of opinion could be
gathered throughout all levels of the school system. Later, teachers_Were aeked
to evaluate fhe objectives of their programmes unéer both current and ideal con-_
difio s (the second of ;hese groups of responses makes up Part I of this report).
{~gally, at the end of the 'Methods™ section, teachers were asKed to agree or
disagree with a number of opinions about English teaching.

y .g

This, part deals with the responses 4in these three sections (excluding the

.

goals and objectives under ideal conditioms). "Professional Working Conditions"
L

derives from Part I of the Questionnairs; "Current Aims" is made up of Part IV;

and "Teaching Concerns" comes from Part VII. Thly are grouped here to indicate

, ; , , 3 .
the ways in which teachers view theoretical and practical recommendations at

issue in the teaching of English. .
»

-

L]

1. Professional Working Conditioqﬁ-

-

Part I of the Questignnaire asked teachers to respond to a geries’ of
"suggestions that have been made tq improve professional working conditions”
by rating each statement "with respect to the degree to which it affects the

success of your 1anguage arts programme . . .

- -

-

-

Table 7-19 giuee the mean ,scores for each grade level respense'in approximate
order of decreasing Importance. '
L - ,

“ [ addition, teachers were asked to 1lst the two suggestions that should
FEcelve dﬂ?l11ghest priorlty, and the two whlcn should receive ldaesta Table 7-20

is a condenaed version ‘6f this response. J¢




i

Table 7-19 Mean Values*
- Professional Working Counditions

*

- Gr, 11 Gr. 12

. Suggestion

1. Reduction of class size
2, Reduction of total pupil load
3. Greater time for preparation

4, Textbooks more suited to instructional
needs M

5. More effective teacher education pre-
service programmes

6. More effective in-service and

professional development ~ Y

7. More, Learning Assistqﬁce services

8. Better library services 2.4

9. Improvement of physical facilities
{1n school and classroom) 2.5

10. More released time for in-service
and professional development ’ 2.6

11., Cuxriculum guides that offer more
assistdnce in the instructiomal process 2.5

12. Increasing time allotments for
“Language Arts/English 2.9

Jd3. Moge clerical assistance 3.1 2.9

b

1l4. Curriculum guides that ocutline content .
in specific terms 2.7 3.1

%1, Should be given a high priority Z " Important, but ndt a priority
3. of moderateﬂportance 4. Not very important 5.'0f no importamce

-




Table 7-20 Percontages :
.Priorifies of Suggestions -
V

. % . Gr. 11 Gr. 12

a. Two of above items to receive highest
prifmity:

-

1. Reduction of class size

2, Textbocks more guited to
instructional needs

3.*'Greater time for preparatich

4. Reduction of total pupil load

. Two of above items to receive lowest
priority: -

. . :
1, Curriculum guides that ocutline
content in specific .terms ‘ " 38.3

2. Curriculum guides that cffer more
a%sistance in the instructional °

process . 21.6 . 25.4

. More clerical assistance 35,7 25.4
4

Improvement of physical facilities *16.9 214

. Increasing time allotments for

Language Arts/English &~ . 26,0 20,
g g . ; ) fﬁ

»

)

Tegchers at ‘all grade levels agreoﬂ on the need to reduce both individual

Discussion:
. *
.-

R . e
class size and 'total pupil load, .Also eemed_ihportént at all levels was the
' need for greater’preparation time. Grade 11 and 12 teachers also felt that more
suitable textbooks should be given a high priority, but Grade 8 teachers thought
that thls approach while important, was not an immediate concern., In the oid-
range of priorities were such things as more effective pre-service and in—sarvice
EJ15ﬁing, ‘and better library and learnlqé essistance services._ Mbre release time,
clerical a551stance, and time allotment for the programme all Eell at the bottom
of the scale, although all were noted to be.in the area of mo@orate inp%{tance. Thg.

listing of the two highest and lowest prionil_i); items alsp followed ‘1is pattern.
[adl - i ™ . )

s




-

Cunriculuwfauiaé)revision also seemed td place lower -on the-scale, but

here.Ehe mean scores are deceptive because of the fairlyuconsisfent division
of opinion. Table 7-21 gives the p?rcentage Eigures for items 1] and 14 of
Table 7-19. . * : o .

. [ . =
Table 7-21 Percentages X
Perceritage of Response: Guides

‘ R ‘ Gr. 8 Gr. 11 Gr. 17 ,

é. Curriculum guides/process (item 11) S : “j
1. High Priority . 28:1% ;9.7% 14,27
2. Important T 247 263 24,1
3. Of Modéfate\Importance ' 24.4 19.1 21.2
L. Not Very Important ' 1347 17.4 19.7
5. 0f No Importance ‘ 8.0 16.0 18.2

. Curriculum guides/content (item 14)

- 1. High Priority
2. Important L
3. 0f Moderate Importa;cg
4. Not Very Important

5. Of No Importance

»

Discussion:y

o S

+ " At the Grade 8 level, mofe than half the teachers indicated a aqsire for
curriculun guides thaE‘incfude specific educatiou%l methods, and neariy half
wantedsguides with more specific content.’ At the Higher Ievéfg, there seemed
Lo be less need Eor change, ajthough there are Stlll fairly large groups who %

ranked curriculum guxde changes at the fxrst two legzls of importance.

e




2. éurrentﬁhimé
uerent alms Y
‘ In Part IV of the Questionnaire, teachers were agked to, respond to a short
llsv'of genéral aims of che Language'Arts/Engl1sh programme ''in regard to the
emphasis you give, or feel you have to give" at the present. tlme, this section
was a contrast «o Part VIII which dealt with-aims under 1deal conditions,. to
attempt to determine if° goals differed becausewof the current conditions.* The
responses followed the value gcale of "Esseneﬁal" to "Of Mo Importance , but
only a few of the detailed objectives are stated in language-identical to those;
4in Part VIII. The comparison tables for the Repire on (oals are indicated in

the right hand column. Mean values are given.

[
*

-

Table 7-22 Mean Values
: Current Aims °

¢
L

&Keport on Goals

Gr. 8 Gr. 11 * Gr. 12 Table No.

A student should be able to:
1. Develop reading skills . . 1. 1.6,

2. 130v Ilterature »

3. Distinguish betwden fact.and
’ qﬁlnlon .

4. Relate literature to his own .
experiences or environment

5. Develop listening gkills
6.,Devel?p speaking skills
N7, Organize and develop an @ssay

. logicatly

e
é. Recoghize quality in the
printed and spoken word

9. Employ vocabulary appropriate
‘to subject

10. Expérience all types of
communication

*11. urite legibly
12¥ Perceive slanted writing
. Analvze literatyre '

T4. Develop skills for non- prlnt ]
materialg . .

15. Develop talents through
creative writing,

Develop a fechnical 'vocabulary

to deal with Iiterature P

. Deve)op a generél krtowledgs
of licerary history ”

Py




Discussion:

As in Part V}él deabing with 1deaﬁ‘rb3ect1ves, most of ‘the responses fell
in the "Important" or ' Essential" areas. Grade 8 teacHers put most emphasis-on
the development*of readlng skllls, and gave high priorlty to other basic skllls -

.1eg1bgg writing, vocabulary, speaking and llsﬁenxng - as well as ro the enjOyment

¢
[y

. of literature- and the relating of literature to personal exper:.ence Grade 11.
and 12 teachers agreed with the importance-of these'goals, and also placed in-
creased emphasis on greater cr1t1cal analysls, recognition of slanted wrxtxng,
dlsgﬂlgulshlng between fact and dpinion, recognlzxng quality, organizing essays,

and analyzxng literature. Less 1mportance was glven to develop1n§ a technical
* (critical) wocabulary, to gaining a knowledge of literary Ristory, or to dealing

with non-print materials, even at the higher grades: . K

\ v .
Most of the responses for tle current.aims. diffe.ed little from similar goals
described in the mection dedliné with ideal aims; the same pétte;ns ind same de- °°
grees were generally Tound in b-:{th the current and .ideal si:tdatioﬁs The on.ly
notable exception among the more important 1tems occurs in ehe organlzatlon and

development of an essay al: the “Grade 8 level: appareﬁzly sl:.ghtly_l/esé emphasls '

(1.7).

¢
ant. Frade 8 teachers attach less 1mportancé to work on slanted writing under

exceptlons occurred with those itemse deemed generalli%.less import-

{2.1) 1Eii1ven under present conditions ehan would be given in ideal conditions

present cogdktzons ‘than hey’would in'ideal‘énes (2.6 to 2.2), Likewise, at all
three levels,, teachers'find that chey must give iess emphRasis to de;eloping ay '
technlcal vocabulary to dedl 'with llteratune qnd to developing a general knowred%F
odllterary hrstory under currgnt condltlons (2. 9 2.7, 2.5 for critical vocabu’ary,
T8, 3 2-9 ?;r literary history) thaa under rdeal conditrions K2.5, 23, 2 ZA
and 3.1, 2.6, 2.6 respectively). Curlously, creative writing follows a reverse
pa}:ern: teachers ranked Em 2. 5 2.5 and 2. 5 in present aims, 2.7- 3 0, 3. 2 3 3, L
and 3.4-25 1n.1deal goals (the double. £ .gures derlve from the speC1f1c questionsg
on poe'tr'gand prose}.

- .
»

. .
5, T&aching Concerns

-

s “'.

reacs “to Seﬂferal 3tal:emenl:s about v-a.rious asoect§ o

ar” .
Arts/English. . Table 7423 gives a mean score of responses #at each grade




=

-

agcording to the following scale:

.
ki

1 - Strongly Agree
~2 ~ Agree

+3 ~ Undecided 4
4= Disagree ‘-

3 - Strongly Disagree

.Clusterings around the 2:0 level indicate a hilgh,level of agreement, with m
-

than two~thitds of.the teachers answering "Strongly Agree” or "Agree lusteriﬁgs
around the 3.0 area indicate a split of oplnlon w?fﬁ most of the respo nseg falling
! categories 2, 3Jor 4. Means of. 3.3 and abbve 1nd1cate that more than ::hf of .
Eze teachers dlsagreed with the statement. The table -is gieen in ordg% decreas-
ing agreement thh the statements* the subsequent dlscu551on adds some*p centage

* responses in casés wheére the mban score might be mlsleadlng

LI -9 { . L. . ’

. In~addition; Table 7-24 shows the teachers' opinions on a final queejien
about how 3§éése§ shbuld b€ orgenized. ’ :

~
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Language Arts Teaching -

ks

-

»

Agreement ,with stetement:

Gr, 11 Gr.

T
i

1. More time should be allowed for
personalié%ﬁ instruction/conferences

2. Teachlng reading.and study gkills
enhanigzystuden:s' learning of English = 1.9
[ 4

3. It is essary to have taken special ..
~» courses in reading in order to teach ’
reading® effect{vely

4.  AIl secondary teachers should be
teachers of language ;

5. Teachlné of remedial reading should be
carried out by special readlng -

teacheds only i ' g

.6.aHore attention should be paid to -
ciassroom dﬁsfgn and furnishings

7. All teachers ofi English language
should be speciallsts in the- subdect

8. -The teaching of readlng can be incor—
poratéd into the teachidf of Iiterature ~
and wiiting without injerfering with ..
main obgectlves - - 2.3

R Hore time should be devoted to Engllsh 2.6

i1, Engllsa should be 1nterdlscxp11narv .
" (combifed with gocial aﬁ}dles and/or :
art, and/or musxc ete

" 10! All teachers of llteratuxe should be

specialists in the subjeet - 3.0
[

Promoti&@ to higher grades should ‘be
_contipgent upon reading ablllty

The tJLchxng of developmental readlng
‘in the* secondary school should ke -
carried ouf by special readlng
teachers only

The Engllsh teacher is 4in the pest
position to determine apd teach
f%ading skiils .

. %y pre-service professionaloeducatlcn
"has adequately-prepared me-to megt the
_needs of my students

‘. Teadhlng readlng anng witdh® lixeratpre
detracts from the enjoyment' gtudents
should derive

v, .
-l
1.8

1.8




Opinions.on Language Arts Teaching cont'd....

. S : Gr. .11
17. Engiish teachers should be )
Aresponsible for teaching reading
And writing skilis necessary in
other areas (such"as science,

v mgthematics, social studies etc.)
B L -

%ablig 7-24 Percentages .
s " Organization of Ciasses

'
|
t
!
|
!
!
]
i

»

Cy . : 6r. 8 | .gr. 11 -Gr. 13
Classes Should be organized on the basis of ) s -

) . :
/ 1.'I.Q.‘ - . - : 6 I T
. Ability and interest in Englishb“ : . 48..9 51.5
. 3. Social and physical maturit)z . . . ‘11_.‘7~ . -1'3.1
_ 4, Reading abm.ryr - . oo 196 . 10.9 6.9
5. Other P ' o 6 - 283 4 219

1

. € ¢
Discussion:
Jiscusaton
s b s ' ’ s - .
.§ . Ve{y ‘few of | Dhe scipements in Tabie'? 23 received.a hlgh "Lndeclded" vote --

X .

~

ong those aoout whith more than one- QuErter of the teachers Yere undecxded are.
.items 16 (23 2% atTarade 12), 8, 9 1& and 12, of which -the lattaer’ thtee have’ to ’
. do with tneqrelaeion of English © sses to the rest of the school programme.'_'

. 2 . . -

- . . J *
areas of hlgh agreeqfnt at all grage levels lnvolved the need for ‘more time

, for personallzed 1nstructrpn and conférences and the teaching of remedral reading’
by speclallzed reading instructors. The two ideas that all secondary teachers should *

.

. be concerned with --»lznguage instrucﬁgbn and the teaching of Readln"and study - ".
§&llls wn%ch.enhané%\;gzliéfrnlng of Engllsh 'T were also scrongly efidorsed. The dis-
fgreement wz?% the ns iy phrased 1tem 16” 5ugge5ts that Hlachess also feeL '
that the use of readlng skills® lnstruction with literary study does not detract
fron the Latter. The hlgh@gt peE%Entage of "Strongly Agree® r€sponses weréﬂfodﬂd
in 1ted i Cﬁi 2% at‘Grade 8,+39.4% at Grade 11, gﬁ«Zé ‘at Grade‘f?) and.the two
items (2 and 3) deailng with reading 1n3truction, in addition, over one~th1rd ‘of

Grade 12 teacheﬁf feir strongly about the need, for all secondary teachersnzo,pay

. attention to language,




Strong areas of disagreement oere foond in matteg@‘relating to other
discipTQnﬁs While a majority of teachers felt that English should be inter-
dlselplinary (SL 47 at Grade 8, 53 7% at Grade 11, 44.9% at Grade lﬂ) most
Enought that trhey should not haue to meach the readlng and writing skllls for”
.those other_ areas; loem'l? 1n fact, had the only large percent ge of "Strong

tﬂisagreement"‘(la to 2125. %ore than one-third of the teachers at each grade
level (37.7%, 40.3% and, 40. 2%, respectivaly), however, disagreed with the idea
that English teachers are 1n\the best p051tiog,zﬁ ‘determine and teach reading

skills. - ‘ ' M St A

- . . . - €

‘qany teachers, espec;ally at the G:ade 8- level, exp:essed ‘SQme dissatisfac--

L

tion wlth t?elr pre -service trainlng. Only 34% of Grade 8 teachers agreed that

their‘édueatlonal ‘craf had alequately prepared them; 327% dieagrEed wie; the

N statéxexo, and 13% reglstered strong disagreement Ratings were somewhat better

v
in the senior secondarx levelb, butr stLll con51derable numbers were not satlsfled

with .their tralnlng (43 JA at Grade 11, 39% st Grade 123 Less than 6% of §(

teachers at all 1evels 1nd1‘cated strong agreement with the statement &

. a
.

[ . N . .

- "

There vere [wo other 1tems, alse hav1ng to do eith tralning, 1n which the

-

.~ ééapnses orvGrade 8 teachers dlffered from those 8f their senior secondary col- '
leagues th_,latter felt that teachers of Lan&rage (item ?) and, espec1a11y,
_teachers of therature fltem 10) should be specialists- in the area, but Grade.'s

. re9pondentb relt that such specialized traln&ng was probably noty $0 1mportant
Soonlstltated"lterary tralﬂlng, in particulaﬂ was deemed less necessgrv at this

LEvel. o - / - R N L. \

b -
Y M N . | Y

. . - . . - . -
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ﬂ[n'organizing,claéees, Mo S teachers fele that grouping actording ko interest
,and.ablllty in Engllsh.aould be most usetul .~A§a1n hOwever, a large number of .
.Grade_8 teachers felt that grOuping oy readlng ability mlght be, benefic1a1 at that
lexel, A ulg%‘nuﬁher of "Other suggestrions’ were nadé here, wltn the’ najority of
.

responses being, Heterogeneous (senlor.secondary) and a tombinatlon of feadxng
’

ablllt) .-and English ablllty {junior secondary)




PAR{ E. SUMMARY AND CONCLUSIONS

Y - ] ~ ' .
1. The Teagner and The Prograﬂgme\/

ad L

’

" Most of the. factual material in this sectiod.is not Jsurprising: the
"high percentage of self-contained classrooms with homogeneous grouping, for
instance, or the high pumber of teachers yith professzonal certificates.
Class sizes tending‘touard the high twenties can be uncomfortaBle, especially

when the teacher is faced witn the marking of writing assignments In the classes,

audio-visual and other supplementary equipment seens generally available, and thé

-

teacher appears to have considerable control over the teYts and the nature of

the programme presented These programmes tend toward the integration of all

elements with the study 0of literature; herfte, little time is spent on formal

aspects of reading, Speaklng, and listiéning instruction, and these areas are ¢

covered in more general ways when studyx literature. Formal periods are

set asille, however, for instructidn and prictice in writing.
» .

- . Two important trends are observable from this.gata, however, which have
to o with the teachers’-backgrounds. Fibst, it would appear that Crade 8

teachers,.ig general, hdve less ‘experience, less training, but larger classes
and a heavier Stdﬁhht load?

A highet percentage of Grade 8 teachers teach cnly

one or two English classes than do those in the senior grades; but these

. classes are slightly larger, and-the total pumber of pupils they meet is

greater (Table f-é) Again, they have had less Un1vers;ty tralning end

generally less experience, almost 58% havmng taught less, than six years,' not”

quite two-thigis hdve had training in composition, despite.this being the level

where ‘most people would expect basic training in compdsition to begin.

3
a0 - )
" ; : . .

The‘aboée comments. are not meant to be critical of Grade 3‘teachers'or of

the job they are doing. But the facts do 1nd1cate that perhaps they aredum

- being givén the Rélp or the training to handle the job they are being
expeeted to do

F

-

In the general comments made at the end of the Questionnaite,

several Grade, 8 teachers noted hat they had difficulty in,re lying in a_ ’
%Enu ﬁf p

iy meaning‘hl way sinleathey were teaching English reluctantly, havxng been

ireoted to the job or being of very, limi;ed experience. - This Questionhaire

nnét determlne how many teachérs had been trained primarily as-English

PO

i g

teache?s and how many received their -majox tralnlng in fields other than{
- % s N . . ¢

“ - . . ) » d

k]




English, but peipaps this information should Bé gathered.

- .

» The other'major area of concern has to do with reading. Formal
read;ng instruction (as well as formal instruction in speaking and '
1;%2ening) does not make up Iy greaL deal of. the Fecondary language prngramme,
yet'many teachers feel that reading ablllty should perhans determine class
.make*uprand'evan:promotion (SLé Tablegs 7-23 and 7;24); reading skills are
also considered primaty aims of the curremt programme (Table 7-22). Yet
féw teachers have an adequate.backgnound in regding instruction, bniy '
" about one-quarter Have had unive%sity training in reading, and_only ha}f
-that number have had remedial reading training Teachers “do suggest
however that one does need such backgrounds in order to teach reading -
\\}fectlvely (Table 7-23). This need for background work in reading skills
seems especially important at the upper grade Pevels, .

Finally, Lha teachers.generally do not have a large commitmenE to
in-service training’and development. 'They do not belong to a large number
of pﬁofessxonal orqfnlzatlons, nor do they attend a grezat number of .
conferences or workshops In Table 7-19, the issue of more release tlme to
pursue such &QE1V1E165 is not given high prlority.b The fact, however, that
almost half of tne teachers belong to_the.B.C. anlish T achers.Assgpiation

'rAns\that that organization should be a uyseful meamps of dommunicating

information on language arts programmes and ideas.among secondary school
¢ s e - f N

teachers.

L3

2. Methods of Teaching and Evaluation.
—

- *

A T .
The teaching nethods employed show ccnsiderable variety'of apprbach
although methods involvrng oral work tend to fall at the less- -frequently- 2
used end of the scale. This attltudizforroborates the feelings of teachers in
"ijectives section (Part I) that oral responses to literature are of ¥
] perhaps lass‘lmgorrance. But‘if'chey treat oral requnses (the reading alou%w

e
of‘poetry and drama, and evgn prose), as-well as creatlva ertlﬁg?ﬂgot as

" ends in themselves but as aids in the enjoyment and understanding of i erature,

1\ f,they may find, t?at they-have achleved that nflmary aim. - vThis idea is

* B espeCLaILy zmpoftant at the upper-grade 1evels~

F]
-
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Again, Eormal work in readlng and llstenlng, as well a@ speaking, tended to

’

rank toward‘the bottom end of most-dsed methods. Reading 1nstructloq, especially,
seems to be a by—product of work in imaginative.literature and ngh fictiom, rather
’ than an area to be concenxrated‘upon by specific methods and methodologiei.
. . o . - . ",l - ,
Non-flctlon.seems to be an unduly—neglected area Of literar.-study, perhqps
because it thay be used more as a stimulus to the writing ofhcompDS1tlon than as
a form of literature 1n itself. * Additional emphasis on various forms o’non-
fiction, such as blography and journalism in addition Lo formal essays, mlgnfj
provide petter -means “of talking about the mechanics of wrig;n (style a@d effec’)
£Has well as an 1ntroduc jon to, other facets of llterary study. "It might also placat
teachers in other fields who are critical of what they see as over=emphasis on
1mag1nat1ve“ literature, as if good non—flctlon is gomehow non-literary. " Both
non -fiction and drama mlght\be 1ntroduced@w1th more empnaS1s at*the Grade gxleyel
as well as forms which lend thgmselves to speaklng and liscvening and to dis- -

cussion of .the mechanlcs of writing. ‘?7
-

. b3 . ! om * v J
- . - ) * . :

The problem of involving students with literature by Reans of live pexr-
formances is one,*of cdburse, that dependsQGFOn the location of the gchool. That
this te¢hnique was the least used is not surprising. But it is importann’ that
‘students do see and respond to 'live performances, not only for fhelz sanes, but
for that of _the arts %hemselves. Here, mbre funds should be made available not
only for students to travel, but for.the artg to come to schools: Co—oparatlve
proérammes might be initiatdd with the univprsities and c lleges in which drama
classes or participants in\creafive wricingfclasség‘visi: secondary;sCEOols on a

v . . . v

! ) ' s hd r
- .

" regular basis, : \‘ .o ~ >
The actual perqentage-of t1me Spent on vqﬁ;ous aspects oﬁ llterature seems
generally well balanced -— ;he emphas1s on prose in Grade 8 results no doubt from
the relatlve ‘absence of drama. These percentages.fall generally within the res*
“commendatlons of che current curriculum guxdes and seem appropriate, with the

exceptions concerning drama and non—flctlon Jgoted above.

. . ' .

- . ’ . ' e
Lhe emphiisis on evaluallon is equallg 1Mportant, aloﬂg\wlth the Eeeling of

teachers that, they themselyes are best qualifled to ‘do such fﬁdgi .~ While many
teachers in the senior ' grades feeldfhat standardia/d exams might rovide realonably

-

accurate assessments of studekt. work, they agree with other te chers that the

.
o~ N
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tgacher should have the major responsibility for determining thei/,studénts'

abllltlas Perhaps more effort to standardlze e grading scale “and to work

odt {in curriculum guides) 15Fc1fic guidelines for the value$ of grades would

make Parents, employers and other l@y people happ;xy with evaluation techniques.

. »
s

!

3. Texts and Guides.

. < )
The figureg; given in Tables 3—13, 7-16 ;nd 2-17 should in themselves pro-
' vide useful information not only to curriculum revision committaes but to new
or” inexperienced teachers as well. Thé'overall IESpopse, suggestive of incom—"
pleteness of coverage or general }nadﬂquacy of the prescribed text list should
be a matter o% great concern as well as of simple economics. The major demand »
at all three grade levels, one echoed in the teachers' commengs at the end ™
the Questlonnalreasumll was for good language and writing texts. Teachers at
the senior levels, especially, gave high priority to the need for textbooks more\

PO

suited to 1nstructional needs {Tables 7-19 and 7-20).

a

Ld / ¥

The literary texts.also. showed considerable divergence of opinion concern-
ing their effectiveness.' Several were regarded very favsrably, and several were
Jhardly tried. Perhaps curriculum guides, (?E spezlal suppleyents) should pay more

attention to providing more information about varlous texts how they shoull be
used, what they contain, what objecﬁi&es thsy meet —- 1n short, the guides shouid
as the reachers do (Tagle:7-ll), provide book talks_on their texts. Such back-
ground infofmation would be especially useful far'new teachers or those with
1im1ted experlence: it would also help reduce the number of books‘not béing used
on .2 regular basis. Bocks with whlqh considergble dissatisfaction-is shown should
e considered for replacement. Some kind of evaluatlon of texts.by teachers on a'

regular basis woyld also add to the L;vellness of the programme fot' both teachers

)

»

and students. ’ l

[ b. .

0 &+
. In an attempt to shérten fhe Quesdtionnaire,. Speciflc sections on varlous
1iterarx genres were coqsolidated into general seculons on li;erature Among
»

the ltems left out, unEortunately, were those dealing wlth specific kinds of
lpterary,texts,,1ncludiqg the desirability ‘of Canadian texts. The current llsts

at the Senior secondary levels do seem to be fairly restricted in range; there




are, for éxample, few Canﬁdian novels, few novels of experimental style, or

few th {show a, range of development of the historical tradition. Many of ,.the
4% ; g P y e

onas most.popular, on the other hand, tead toward first-person or confessional

) type of fiction. While “such books may help achleve the goal of relating lLtera-

ture to the s:u@enL g own experiences and eavironment, they may not’ reveal the

great range of possibilities inherent In reading for enjoyment, among oszer things:

S

- »

\tiﬁe curriculum?guides, given the fairly large percentage of teachers who
do read them, cap be an important in-service educational tool. As Part I
of this Report suggests, however, teachers have a firm grasp of objectives and
an ability to discriminate between-the réiatiVE'impo}tance of such objectives.” ~
p’ in’e@alyating the gpides, which received generally little praise, teachers
'ﬂouﬁd the listed objectives as the most worthwhile sections. What they are
asking for in the guides are more spicific suggestions about methods of attaining
those objectives ~-- how to tqach; not what to,teach for. in addition, time
might be spent on introducing the prescribed texts in more detail. (either in
the guides or {n special suppleméhts) to suggest how they might further the

.' .-

desired aimsf,

4+

.

2% 4. Opthions and Suggestions.. * : &
] N .

,
Most of the comments in this section have been discussed above. Most of

the opinions offered by the teachers, as well, seem sdpported by the rest of the
Questionnaire. Class sizes (especially in the junior secondary schools) ‘do need
to- be reduced so that more individuaiized ingtruction in readiag aqq writing can
be offered. Yore time for préparatidﬁ and grading should be available. ’
Curriculum guides should be madé.more specific in terms of suggéstions for
teaching.® (The lbw priority given to guide revision in this section may We.

due to'the i;clusion of the twenty percent or so of f@achers who do not read

Or use th; gULdeS ) Also University training programmes should review their
proérammes in 1Lgh£ of the general dissatisfaction with preparation LndlcaLed

by teachers; amy cﬁanges should certalnly ijilude spdcific traLnLng in reading,

speakigg, éndmllstgplng skills ipstruction.

-

L) /
. » »
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PART F. INTERPRETATIONS MWD IMPLYCATIONS o=~ =~ ="~ =~ -

1.

Given the botential usefulneés of tﬁe Curriguﬁﬁm Guides publigﬁéd by the

-

. Since teachers seem to have incofiplete training in many cases,‘and
since they tbemselves feel that their pre-service iﬁstruction was
inadequate, efforte sﬁoqld Bé nade t@ ensure that all English teacrers
have sufiicient and agprepriate traingng’aﬁd background in basie aspects
of English reading,” composition, and literature. Universtty %raining
programmos should ensure that all secondary English teachef; receive ¥
tratning in recding skills imstruction, as well as in methods of encour-"
aging .speaking und listening siilis as [ormal parss-of the secondary

_prograrme.
&

-

b

Because of tpe work load i;volﬁed in teaching English, efforts should
be made to peduce class stzes and total pupil loads and te¢ allow more -
time for preparation’ and the marking of papers.: Such efforts are
especially urgent at the Grade B level where the teachers,‘in general,
have less éxperienqe and ;raining in Engliéh, as wg}l as larger classes.
In addition, Grade 8 teachers whose main“specialization or interest 18
not English should not be foreed to teach in the English programme with-
out sufficient backgrownd. '

4
-

In an atﬁempt to'broaden:th? range of studf in English classés_and thgreby
pyovi&e more interest for both student and teacher, i addition to increas-
. ing the skills of the former, ZEnglish programmes«at all levels might
give inereased emphasis to non~fictéon, to oral work in 11 terature
(reading drama and poetry aloué, especially fn the upper grades), and
t0, creative writing. (See éZso Part 4 of this Report.) In ﬁddﬂtion,'the

stuggntsf response to the Zivipg arts could be made more effective if *

i . " . .
. efforts were mggle, on the parts of both schools and Universities, to

increase the opperrunities for sgcohdéry students to attend live per*fom—”’

T ances of literary events (such as plays and poetry readings).

Department of Ediication and the suggestigns by the teachers concerning

these Guides, effbrzz should be made to revise the Guides with thé
ind:

following poinks in
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a. that less tifle and space be given to spequzc objectives,
and that sections znvolvzng spectfic suggestions and ”Q
guidelinegs concemng methods be expanded; .

b. that detailed inmformation on theccontent and use of- each
recommendbd'text be supplied;

> e that an attempt be made to specify guzdelanes fbr evaluation;
ad -
d. thag;paptzcular attention be ‘paid to Grade 8 Guides concerning

the Gbove inclusions, sinee so many Grade 8 teachers mayibe

' pnly part-téme teachers of English.

Since teachers and teaching thrive on the interchange of ideas, and siﬁgé

sevé;al teachérs have alreadf commented favpurably gh the Quegtionnaiies,
‘ it seems appr%priate'tb give the specifio’ vesults of the sections, dealing
with methodo;og a wider ctrcula ion than they might otherwise ‘receive. *
Cﬁpies and swmabies of the fhbles déalzng{mzth methods ;ﬁg texts shduld
be provided to feachers who participated in the gyrvey, along with a
summary of other materials. The meve listing of methdds tn the Qﬁ‘ition-
ratre may lead people to peconsider their own methods, whereas teachers
with Zztt@p or no experzence would especially benefit from seezqg the

variety of approaches used by their eolleagues, as weZZ as "those zdeas

L] - +

and texts which seem to have ‘been successful: . | . » .
t - -‘ N %

»

4

ﬁec:;use both stldents'and teachers gain from "improvement and variation of
$ext’lists, the prescribed list of'texfs should be subjected to a regular
rgg¥ew via the Questiponnaire method. Immediate efforts should be éirected
toward: the finding of \eéffective language taxts at all- levely. The comments o
on //e prescribe tex 8 (espedzally at the senior {evel Jé%ie they have been
used for a Zonger p 10d) seem especzally_useful for teachers‘and adhzn-.

zsﬂhators alike. - ‘ o -
N ) «

» ' - - L .
Finally, it should be noted that despite jrs length this répo merely ex-

amines the majn points of the data; muci* material remad od much can be’ .
léarned through ft;rther study of the various areas dovered. is Raport and:

the ‘data upon whzdh it is based should be p:if;ﬁ;zed and made dvaeldee to '

hl

Faculties of Educatzon for contznued and mQ tailed research
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