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 PREFACE

The document ReaéE;%e Book for Elementary Schoolsg
is a product'of the efforts of the staff of the Edmontaon
kegional Office of Education. Most of the writing, however,
was done by a two-man team consisting of Messrs. Benson and
Baker.

Mr. Benson conducted a needs assessment boﬁh
through field personnel and the office staff. A first draft
document, Guidelines for Elementary School Organization, was

produced. Selected field personnel consisting of practicing

teachers, principals, supervisors and superintendents were

asked tc assess this document and provide suggestions.

On the basis of this feedback, some topics were

deleted; others have Leen added.
L~

This document will now be distributed with a view
to further revisions and édditions. The main objecﬁive is
to provide a serxvice document which will be functional apd

not prescriptive.

N. J. Andruski
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INTRODUCTION

The basic aim of elementary school education is to help
students grow and develop to their fullest potential. /The school,
however, is not the only agency responsibile £or the education of
children. Influences of the home, the church and the ccmmunity must
also be considered, since these are.a vital-p#rt of the child;s

- environment. The education provided by the school, unlike other'forms.
of education, can readily be planned and directed; Thus, the school
) is able to integrate all those educational resources which will
T ultimately contribute to the optimal develoément of each child. In
view of societal dhanges. more than ‘ever before, teachers and principals
require guidance and direction in organizing programs and instruction

' in order to serve the needs of all children.

In Alberta, a Junior-Senior High School Handbook has always
been available for the purpose of proyiding guidelines for the
organization and administration of programs ;ﬁd instruction at the
secondary school level. Appropriate guidelines for elementary school
organization in the form of an Elementary School Handbook may be
availablg in the near future. To date, there is no authorized source
to which principals and teachers may turn for information and direction.
The absence of appropriate guidelines creates uncertainties and concerns
on the part of school personnel when decisions pertaining to program
organization and instruction are made. Principals and teachers recognize
the need for more direction and are seeking assistance from educational
authorities in this respect. School evaluation reports, school surveys
and observations based on classroom visitations confirm the necessity

for some definitive guidelines at the elementary school level.
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This resource book is intended to satisfy identified needs
' by providing information, direction and alterpatives for more
: _ effective orxganization and instruction in the elementary school.
The information contained herein is in no way prescriptive but is,
offered as a practical a?prqach for the impfovement of organization s

~y

4n elementary schools. ' : ' _
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PURPOSE AND GOALS

L
g
/
. / -
// .Purpos¢
')/5 . The purpose for developing definitive guidelifes for
v/// elementary school organization is to provide administrators and
// . .
e teachers with a cumpendium of information derived from research

and current educatxonal practices which will facxlltate the
implementation of effgective organizational and 1nstruct10nal
strateglgg\and ultiﬁ/iZIy achieve the aim of elementary education
which is to provide opportunxéies for children to develop to thelr
fullest potential not only as individuals but as members of EOCLetY.\

Goals ' ‘ ‘
1. To provide information to school admlnlstrators, \\\\\J

teachers. and other educational personnel concerning .
. the organization and operation of the elementary
school.

< -

2. To provide guidelines, based on research and current
educational practices, which have proven to be use~
ful and practical in making sound decisions affecting
plannlng, melementatlon and evaluatvion of instructional
processes.

3. To serve as a reference source of informatlon concerning
- educational practices.

4. To acquaint teachers with a wide variety of instructional
strategies.




CHILD DEVELOPMENT

Child development involves growth in body, mind and person-
ality.  To undevstand a child, one must try to understand his ways of

growth at different stages of development.. He is born into a culture

subject to the powerful influences of home, school and ccmmunity. He

is also subject to deep—seated growth forces which shape his individ~
ualxty As a child grows older, his body matures. The increasing

maturity of his brain permits mental abilities to develop. He is also

becomxng xncreaszngly ‘invelved in a greater variety of experxences

which enhences his learnzng processes. .Thus, the development of mental

.ability depends on biological maturing and on accumulative 1earning.

According to research on the development of thought and intelligence,

'researchers have postulated that’ groqth of mental ability in. chlldren

passaes through different stages and follows certain patterns. The
abilities that a child acquires du:ing one period of his development
are a foundation for those which follow.

A . N ‘ . '
Characteristics of Tlementary School children

Each child is unique in physical appearance, in &xperience,
in mental abxlxty and in his rate of growth and development. Therxe

are, however, certain charadteristics common to all children which

. are dominant at each stage of development. It 1sﬂessentia; that

teachers have knowledge and understanofng of characteristics peculiar

to childten at different age, levels in order that they may be able to

respond and adjust more effectively to children's needs.

A brief descfiption of the common characteristics typically
found in children at each age level from five years to twelve years

is presented fcr study and review. : ' v

>
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‘The FngyYear Old Beginner - -

) The'five~yeat old isireaey‘to be' away ffan'home‘for a ‘few
hours each day. While a@justment’to school may take a little time B
Afor some, moet'children adjust quite readily because children of this
.age .like new experiences. -~The things lie’ sees and does on the way to
nschool and in school absorb his interests., He likes to greateethings,
pretend, .imifate and impersonate, listen to music, respond to rhythms,
'sing, talk, ask_qpestions, do things for'himself agﬁ dg thatlwhiqh is
expected to him, - e '

[ 2

He is Eeginning to have eontrol of his body movemehts; Grqyth
at this stage is slower and more uneven than in earlier years. The - N
large muscles are well developed hence, he is able to run, skip, climb "} : {>ﬂ.
and jump.. However, he still requires directed activities for large
muscle development. The five-year old is very active but he tires eesily
and heeds frequent rest periods inte;speised with activities. His '
attention span is short so activities should be varied“in order to maintain ,
interest. Since he cannot sit still for long periods of. time, teacliing J
periods should be kept short. small muscles are not yet sufficfently °

developed to allow for finely controlled movements such as handwriting.

Sight and hearing are not suff1c1ently developed to allow him
to make fine discruninations between shapes of words, small letters or L
between the sounds of similar words. This is often the cause of failure:
to reeogfize sight vocabulary words. Eye muscle control is also such

that the child is unable”to change focus from long to short distances Y]

“quickly, Mence, copying from the blackboard should be delayed until later. L

What the child really needs at this time are readiness activities.

The five-year old enjoys being with other children. Altheugh
sharing and cooperatidn are not part of his behavior patterns, his natural
gregariousness provides a goedubasis for developing the wefking-tOgether
idea. This is a good time to help him establish patterns of socially

1

acceptable behavior.
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his vigor, in his energy and in, hi readiness for anything new, His

The teachers must accept the child ‘as he is and build-on this
foundation in order to expand his talents, awaken his interests, dlrect
his energies towards productiva learning activities and help him.to, ° .

develop his individual potential.

"The Six~Year 0l1ld . ' ' . K T

Six is the age of'disequilibrium.‘ The child is thrusting out,
trying new  things, wanting too much and finding it difficult to adapt

to others because his own demands are so strong.' He is delightful in:

appetite for new experiences is prodigious. It is-difficult for:him to
-8 ‘
choose between any two alternatives b cause he wants both It is also

most difficult for him to accept criticusm, blame and punishment. He

‘has to be right; he has to be praiged; he has tc win. 1if all yues well,

he can be warm enthﬁsiastic, eager and ready foo anything. 1f things
go badly, téars and tantrums are the résult.' . R ] O s Q

" He has difficulty in sitting still for long periods of time,

e

His sho°t attention span and lack of concentration result in work being

started but not always completed.‘- N .

. The six-year old is susceptiblé to colds, communicable
diseases and fatigue.' Excessive fatigue accounts for much of his adverse
behavior. Many children who are otherwise ready for first grade
cannot manage a full school day every day and, hence, provision for a
shorter day should be considered. Small muscles and visual abilities“
are still under—developed’so-aotivities requiring fine muscle and
hand-eye coordination are difficult to perform.

\

S
Learning at age six occurs through operations with concrete
materials and grows as a child's experience with objects and ideas
increases. Activities should emphasize the use of a variety of

manipulativé materials and ,exposure to ideas and concepts through

/

J
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discussion. de learns easily hy rote but without the benefit of

compreheénsion. He possesses’a faster, more flexible and more mobile

”}coénitive.apparatus which allows him to start to make relationships in

terms’of time and space. He is beginning to differentiate between that

which is real and- that which is fantasy.

o

" The Seven~Yeer old " e . !
L}

TN
;:m ' Seven is the withdrawn age. The seven-year old tenas\to retreat

’from new situations and naturally seems to withdraw from other peeple.

He likes to be alone and prefers to watch, to listen and to stay on\¢he .

-edge of any scene. He is a telev1sion watcher, a radio listener ‘and

bOssibly a reader. He tends to get into a melancholy mood, durinq whlah

time he complains that everyone - parents, teacher and others,. are;picking
on him. However, this very likely exists only in his imagination. ' X

MR A
Y

Physical growth at this stage is slow-and steady. The seven~

year old 'still tires easily and needs a balance betweéen active and quiet

'activities. His hands are very busy touching, exploripg and feellng all’

} that with which he comes 1n contact.

. ' |

His lntellect is in the ascendancy. He is more discrimihating

“and * refined in what he sees and does. Abstract thinking is beginning.

Learning is easier and undeistanding is better, particularly when he is

. actively 1nvolveq in making and handling objects. Language is rapidly

developing and is rigorously' used in.réading, writing ang speaking}

He often demands too much of himself. He either enters into tasks

over-zealously and doesn't know when to stop. or else he may give up before = .

he evenibegins. He needs the help of the teacher to know how to start and

when to finish.

The seven-year old is characteristically tense, anxious and

apprehensive about his own inadequacies, the future and unfamiliar

situations. He wants to be independent but does not trust himself.
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He is extfemély dependant bn the teacher for support.and encouragement
and the personal relationship with the teacher is all-important at this
‘age. He is anxious for approval from the teacher, parents and other
children which acts as an influential motivating factor.

°

L3

The Eight-Year 0l1d

The typical eith-year old is vigorous, enthusiastic, expansive,
constantly busy and ready to challenge the world. He 'is constantly

A looking for new and challenging experiencges, trying out new things,
| making new friends and, with his qharacteristic speed, covers a good

deal of ground very rapidly. |

Physical growth continues at a regular rate, Q}s general

health is improved and he tires less quickly than the seven-year old.

Much active,play is needed and organized games are particularly enjoyed.
~He likes to have rules and insists that everyone follows them. He tends

to be daring and wreckless so intense campetition should be avoided.

The eight-year old is interested in his relationships with

~others and he wants to develop good two-way relationships, especially

with his mother. At this age "clubs" are formed. Belonging to a group

provides security, oppbrtunity to carry out plans of his own making and

also provides the setting in which he can learn to give and take criticism.

Hc tends to be argumentative, high-spirited, curious and highly interested -

in :the world around him. Although careless and noisy, he is friendly and
ilresponsive. For all his seeming brashness and bravado, he is much more

sensitive than one might expect. He needs protectioh from trying to 'do

too much and from too excessive self-criticism when he neets with failure.

¢ N

.

h : The eight-year old can be satisfied by positive school
.experiences. He éisplays increased powers of evaluation of others and
of himself. He does not appreciate.detailed directions or full instructions
but prefers a hint or a cue. Because hand—eye'coordination is improved, he

is able to write well and perform tasks requiring short-distance .focusing.
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'He prefers to work for immediate reward réther than simply for the sake
of being helpful. Collecting things to form a collection.is;intriguing
at this age. This interest should be exploited by the teacher in science
and social studies classes. Activities involving dramatization, roie
playing, oral communication, performing fof an audiénge, and readingl

aloud appeal strongly to the eight-year old.

The Nine-Year 01ld

M38turity, self-reliance, and ektreme independence are the major
characteristics of the nine-year old. Nine is the age of perfecting ékills
and of real solid accamplishment. The nine-year old has ideas and interests
of his own and is capable of carrying out any desired activity without too
much direction. Although he dislikes and resists "bossing" and may display
displeasure, he will eventually obey requests, particularly if no issue
is made of it. He needs to be given detailed instructions to begin with
and occasionally reminded but there, is less arguing on his part. Increased
atteniion span allows him to maintain interest .and to concentrate on a task
for several hours. If left pretty much to himself and if treated as the
mature creature he considers himself to be, the nine-year old usually
gets along pretty well and does display a remarkable amount of self-
reliance and capabiligy. It is important not to impose oneself on a
child of this age. He'wants and neeq§ to have his maturity, his independ-

ence, and his separateness respected. '’

There is a disquieting side to the child of this age. He
tends to oppose authority, to worry a great deal, to complain and to
have anxieties. He coamplains that tasks imposed at hame and at school
are "too hard." 'These camplaints, which usually take the form of real

physical feelings of discamfort, are psychosomatic in that they are

related to disliked tasks.

Boys and girls of this age show bursts of energy and enjoy

active rough and tumble play. However, girls begin to differ in play

t



interests and frequently turn to quiet activities such as skipping and
hop scotch. Learning new skills and doing them well is characteristic
of this age. This is a good time to encoﬁrage the child to became
involved in structured chaliengiﬁélactivities which require.ﬁ higher
and more eacting development of skilis. Sucﬁ activities could include
learning to play a wusical instrument and participating in organized

team sports.

This age group prefers yrealism to fantasy in both play and
study. The niné-year old perfoxméﬁwell in those subject areas in
which he has.ﬁhe ﬁost interestl-'ﬂé is able to reason quite well "and .
deal with abétract concepts. He ié-eager to learn more about different
people and their culture. He has a strong sense of right and wrong and

>

has high expectations for himself and others.

-

The Ten-Year 01d A

Ten is an age of predictable, camfortable eQu;ligrium in
which the child is satisfied with self, parenté, teachers and the warld
in general. He obeys all rules easily and naturally and seems to gain
status in.his own eyes by his obedience. This age group needs a
chance to express thoughts and feelings. They iespond well when adults
show confidence in them. The ten-year 61d is nice and friendly and
establishes comfortable relationships with people. He ié straight-

forward, flexible and doesn't take life too éerioualy.

This age is exemplified by marked differences in growth
patterns. Soﬁe show rapid growth with significant ihcréaéégwin”héiéhﬁm—_mfr—n—
- and weight. Explanations about the differences in physical development
between boys and girls and between those of the same sex are needed in
order to alleviate anxiety. The ten-y-~ar old is desirous of mastering
new skills. Competehce in-play skills pro'uces feelings of conf idence, '

so a variety of sports activities which allowx him to "let off steam"
Q .

and to develop improved coordination are necessary. Working.in groups

&"’ﬁv
-
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and as a tram member takes on particular significance at this age and

the child has a better understanding and appreciation of the potential

of group activities. The desire to belong to a group and to be like

his peers is very gtrong.

The.ten-year old possesses a-well-org;nized cognitive'sygtem
and is increasingly able to use his higher mental procestes in fonm&léting
his own ideas and opinions. 1In school, performance improves when work
is regulaily appraised by the teacher. Even though the appraisal may be
negative, it provides the type of feedback.that the child requires in
order to make satisfactory adjustments. Recall or memory processes are
improving and the use of formal thinking and logic -are beginning to
develop. Logical thinking is no longer based oh the use of concrete
objects only. The ten-year old is beginning to be able to deal with
words and ideas_.as things. He is able to accept the hypothetical condi-
tions of a problem ‘and will attempt to produce an answer. He recognizes.

“that others have points of.view which differ fran his own and he makes
camparisons to learn whether his reasoning and solutions to problems
agfee with that of other people. His thinking has becdme'socialized

rather than egocentric. ) -

The Eleven=-Year 01ld

This age is sometimes referred to as the perlod of disorgan~-
ization. Feelings and moods change quegkly and so the‘'eleven-year old
is unpredictable and often uncooperative. He is alert and energetic
but periods of high activity are often followed‘by periods of incrtia.
He 1s sometimes over-critical of parents and teacheré but he needs to
be treated_with”patience and understanding. He responds well to those

adults who are supportive and show faith in him.

The peer group takes on added importance. Many types of peer
groups”are formed at this stage and include school activity groups, cam-
munity activity groups, and neighbourhood gangs. Whether groups are

formal or informal, most are camposed of members of the same sex. Boys'

Py
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_groups tese gixls' groups and girls' groups pointedly ignore boys'

groups. A informal peer group'often takes on the qualities df a gang
with a leader, a code of behavior and a set of values and norms. At
this age, the eleven~year old realizes that people make rules which may.
be changed if so desired. Because it 1s a new discovery, it is excitinéa
to develop his own rules in cooperation with his peers. Membership in

a gang helps to establish an identity and creates a sense of belong-

ingness which is so essential at this age. -

Accoxding to theories of cognitive development, age eleven

is the beginning of the stage or period of formal operations and logical

thought.  This continues through to adulthood. By age 15, theaindividual

" will have developed the mental operations necessary for adult tkinking.

Formal thinking at this stage is characterized by a systematic approach
to problem solving,'considefation of several variables at the same time,
skill in forming hypbtheses and the ability to generaiize by applying

principles to many different situations. The eleven-year old can think

and reason in purely abstract terms. However, he may not always be

.consistent in his thinking and may revert to’the level of concrete

A\l

.operations‘in attempting .to ‘solve a problanﬁ
Cognitive development at this age has implications for
instruction. The eleven-?ear old is now able to imagine several altex-
native explanations fcr'the same phenomena. For example, in social
studies, he can look at an event in.history and comprehend that there
may be two sides to a question or more than one explanation for the
cause of ah'event. He can.,deal with propositions which are contrary to
fact and will questioh'tules or facts as given by sameone else. In
science, this squesté that the student is ready to experiment ;n
ordetr to test a hypothesis or prinéiple rather than simply acceét it as
a given fact not to be challenged. He can now understand relations

between and among symbols representing concepts which have never been

[
-
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experienceé_directly. This implies that, in mathematics, operations
using a variable "x" to represent a quantity may now be introduced_and‘
"used in solving abstract problems. | | :

It should be recognized that there will be some inconsistenciles
in thinking among eleven-year oldgiwhich may be traceable to differences
in cognitive style. Some children tend to he impulsive thinkers, others -
reflective, some focus on details, while others search for general themes.
Nevertheless, classroom instruction at this stage should be designed to
encourage maximum development of the potential cognitive abilities of the
eleven-year old through a variety of activities which will challenge

and extend his mental processes.

The Twelve-Year 014

-Age twelve is generally considered to be the beginning of
the stage called pre-adolescencé_of pubescence. This is the ggriod of
time encompassiné the -physical, psychological, and social changes which
Ieéd to puberty. .The timing and dgration of pubescence varies between
individuals and between the sexes. For many youngsters, this period
signifies the ending of childhood and is marked by a rapid growth spurt,
somewhag disorganized and unpredictable behavior, and a strong need to

/

belor.g to peer groups of their own sex.

The pre-adolescent growth spurt produces rapid physical
changes in body-size and shape with resultznt increases in height,
;weiqht and strength. To the boys, strength,‘physical skill and
athletic prowess are very important. This is a social asset 'since those
who are successful at games gain popularity. In girls, intergst in
athletics is declining but physical appearance is:beginning to assume
great xmpoétance. Physical needs during tﬁis period of rapid growth
demand large amounts of food and rest. Meeting these needs is often

a problem because of the youngster's insistence upon making his own
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decisions concerning diet and sleep. Minor discomforts and ailments are

commonplace and often include dietary indiscretions, excessive perspiration, -

acne, eye troubles and emotional instability.

_ Physicel and psychoiogical growth are interrelated in many
ways and have a direct effect upon social, intellectual and personality
development. The-youhgster is beset by inner fears and anxieties
because he has concerns about his rapid physical growth, appearance,
feelings of inadequacy,_social acceptance by peers and his efforts to
build a new sense of identity. Parents and teachers should'attempt to
reduce these fears and anxieties through patience, understanding and. wise
counsel. Because sex roles become 1ncrea51ngly important, the larger
average size and greater maturlty of glrls over boys often leads- to
- adjustment problems, partlculdrly in slow-maturing boys. These-are
manifested by a high incidence of unacceptable behavior at home and at
school. Adjustment problems are also probably due to academic pressures,
conflict with parentg and'teachers, poor.relationships with peers and-a
poor self~concept. Whenever possible teachers should avoid the use of
sarcasm, humlllatlon, excessive force, demands for conformlty and open

confroqtatlon.

There are some notable characteristics which are commoni to
this age group. Restlessness is almost a universal trait in these
youngsters. They act as'thoegh it were torture to be quiet or to sit
still, Restlessness.also shows up as ipattentiou, toying with gadgets
and eagerness to be on the move. These yoengsters'seem to be so full
of energy at times that they must “blow Off steam" or explode. Attempts
to’'stifle movement by adults can lead tc trouble and this is often a

serlous issue in school s:.tuatlons.

) \
in mo occur often for no apparent cause. A series of setbacks may

) Another characteristic is mood instability. Rapid changes

leave a} boy or glrl despondent but a temporary success will find h1m

exult?fg a few moments later. Another sign of such 1nstq?111ty
N

20
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is giggling. A gale of silly laughter will often intérrupt or stop a
class activity, much to the annoyance and displeasure of the teacher.

Intensity about minor issues is commonplace. The most strenuous battles

-often occur over petty matters. Not only at home, but also in the gang

“and in schooi,'feelinga can be hurt and anger or fear be aroused by a-

!

trivial incideﬁt or remark.
. ’ . ' ' ‘ . -t / - . -.;")
Ampbivalence is a characteristic trait of this age group and
refers to the fact that youngster displays mixed feelings, usually .
opposite extremes, about people or things. He will show love and ha:e
for the same individuai,'\The boy who tries hard to please a teachei'in
the classroom may, outside the schobl, be the very one to pin'a
contemptuou§ nickname on her. Teachers are usually profoungly shockéd
when this is discovered. A youngéter will fight intenseiy to be indepen-
dent of parents and yet try to retaih his childhood ways. Other similar

forms of ambivalence' are often identifiable.

£ .
" . -

fhe intense loyalty to the peer group or éang is a véry common
characteristic of pre-adolescents. ”Boys'bglong to boys' gangs and girls
associate almosf exclusively with thg;r own sex. iherg is little social
contact except for a great deal of bickerihg between the sexes. Each
gang has its own code which defines how to dress, how to act and what |

attitude tc take towards adults. 1In his peer group, the youngster finds

-

both safety and strépgth.
Part of gang life is concerned with establishiggﬂindepeﬁdence
of adultg and adult authority. In-school, the group code often runs
counter_pé\tbe school code or what teachers would like and this leads to
many unpleaséﬁb\§ituations. The boy or girl who is praised by a teacher ,
1s derided by the\q&gg. Offenders dgaiﬁgt school rules are pxbtecteé
from discovery. Disi?keg teachers may be baited and(ﬁz;}assed unmercifuldy..
Gaﬁq members stick tcgetfer. in one another's presence and will never

fﬁeil" on another member. Youngsters gain status ih their groups through

acts of defiance. All of this has-implications for the classroom setting

’ N
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and the .wise teacher will organize instruction, classroom activities

and procedurss for dealing with behavior problems with due care and

consideration.

Cognitive develofment in the twelve-ryear old is a
continuation of the ptage of formal operations which had its beginning
in the eleventh year. However, ther? is increasing sophisticétion in
handling of formal operations and in dealing with abéfréct concepts.
The-twe}ve-year old deiightg in. fantasy and daydreams and, to provide
ideas for these, he may become an avid reader, movie goer and

television-watcher. In the case of the early maturer, there may be

indications that academic achievement and school work afg beginning to

assume less importance. -
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bl ORGANIZATION FOR INSTRUCTION
’ Today in education, there are many practices and issues which
babé\not heen clearly resolved and are gf concern to teachers. There is
. . a need to acquaint teachers with the findings of current educational

éésearch and of those practices which are being used éfféctively in
_many schools in order. that theyﬂmay.be able’ to apply this knowledge to
their own situations. The following information, which addresses itself.

to some of the basic-issues and concerns, is:intended to provide the
teacher with sound direction and practical'guidelinés for improvement
.-z, change. o ' R

17
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MATURATLON aND e aDLNss

o
Converns are otten expressad by educators that wauy chtldeen
who enter grade 1 are to; tmuat ure., -s;me ahool offictals fquastion
whether children should be stafting school as early as Sh vears ot
age. GCGrade 1 is a very demandingwyear because souiesty expacts all »
children to begin 2ading, printing and doeing aritbmetic without delay.
This is based on the assumption that the child is able to sit and listén
attentively, has developed reasonably good haud-eye’ coordiuation and
ha§ developed the necessary social skills which, will enable him to
work indepehdently without diQLurbing others. It cannot be emphasized
too strongly that all children of five or six'yeafs of age should not .
be expected nor forced to leafn untilkthey are ready. The regular
gracde 1 program may be beyongd the'capacity of some children entering
schoeol.

Y,

There ate children 1 primary gfades who are eXpoilencing C e

dittficulty 1o atdjusting to tux_mn'l language aits atud Gatheldtice rograis.

These ditticultion genotalblycontinue alsd dca compuonnited 1u uppel

elementary grades, Formal lnstrurt'un.Q1ch prematurely in féddlng.
arithmetic, spelling and writing may result i poo led}hlug habits,
nedgat ive ‘attitudes towards schaol, slowet progress and the necessity
for remedial iustruction.  Many students are Of avetaye abllity but are
immature and fequxru wore: time aund traininyg tn specific skills while
alguwinﬁ ful natural maturation to u;.ur. A student faced with truste-
ation amd tai lute at the start of his"schooling will aore 1ikely bLecoue
discourajed and develop a nedat 1ve® self-image with a consegueunt lass ot
intetent in learning.  For exawple, oue of the tialil causes ol reading
ptnbl:-ms is the imposition of formal tastouction before the vhila is
r_«-.uiy.. 'l'l_‘ni;i Mmay aluo produce aubseguent behavion problems whloh intevfere

1]

with the h'dt“inq. Procens., : : ‘

iy

an
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nlternativeé are available for providing assistanze to students
who have been identified as lacking in readiness skills. One congideratidn
may be a longo: period of time in the Eerly Childhood Serviceé'(E.C.S.) ’
program with continued: emphasis. on developmental skills. This pericd.’need -
not necessarily be a full year: For many cbiidren, a few months will produce
sufficient growth and maturation:to allon them to begin a regular grade 1
level, namely, in September and January. A type of non-graded or continuous
T progrém organization dn the first.two years would permit implementation of
this approach. S .

Y

-

Many schools are developing wellworganized readiness programs at
the grade 1 levell"The main objective of such a program is to assist the .
child to progress @s quickly as poseiblelin developing those skills -
necessary to cope with a regular grade 1l program durlng the first year
of school. Durlng the first two or three weeks of grade 1, new students
e are carefully screened and tested in order to tdentlfy those who may
require readiness assistan:e. These chlldren are then placed in a junior
grade 1 class. Others enter the senior or regular grade 1. 1In those
schools where there is only one grade 1 room, the teacher groups the
‘students into a junior and a senior group. ﬁarents of selected students
shou}d be informed that their children will require a longer period of
.readiness instruction befereibeginning.the regular yrade 1 program for
At is important that parents understand that the program does not mean

failure or repeating grade.l in the traditional sense.

Students in the junior group or class should receive a type of
tralnlnq program deSLgned to improve readiness skills. It has been found
'ln many cases that a child often matures and progresses enough by mid-year
to transfer into tne senior grade 1 program. The child then begins the
. reqular grade 1 work and continues at his own rate of speed until the end
of the term. In the second year, the child may continue with the regular
grade 2 program if his progress has warranted it. If not, he will enter
the senior grade 1 program. It is important that the programs at the junior
and senior grade 1 levels andtin grade 2 be very flexible in order to accom-

modate students of different maturity levels and who are working at different

A

€0
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levéls ¢f@§peed. This, approach is meeting with considerable success

in many scheols. *

_ leferentlated assxgnments within the graae l classroom is
g . ';\ another way of accqmmodatlng those students who lack experlentlal ’

background or skills.

o . ' 'v'Another aiternat;ve is to ptOVLde, in the second- year of

. T 'sohool, a.program in whlch the child continues to do grade 1 work in,
p‘ . - a grade 2 classroom Settlng. It -is possible that, in the course of
the year, the Chlld will reach the stage of development which wxll

. f i 'enable hig to ccmplete the grade 2 program as well. ‘

)
. °
. B
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L, J:j o A contlnuous progress ox non-qraded program may be consldered
oo in the first years of schoolxng as. another method of dealing w1th

students lacklng in maturation and development. Such a program would

give sufficient flexlblllty to accommodate those children lacking
e*dlness as well as those who are advanced. enough to attempt more
complex leaxnlng tasks. Teachers will always be faced with the

P problems of adjusting the work of the classroom to suit’ the various

Q““‘r}eeds of chifhten of the same chronological age but who are at dif%erent

. ’ devs}opmentei stdges. , : ' :

. . L 4
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2 | . . TIMETABLES

o

. ] 'rhe timetable is an important component of elementary.
,4 ' school organization. Every teacher is required to develop a schedule
. .which will best serve the program and instrtictional needs of his/her
grade clags and which must also lnterrelate with the general
s schooleéchedullng_patterns established by the pr1n01pal. A timetable
is a plan designed to ensure that children will receive a'balancee
- _' -program of studies and to assist teachers to-meEt'the needs, ®bilities
and interebts of students. The teacher's ‘timetable must include all
' subjects listed in the Program of Studieg for Elementary Schools for
that particular grade d shduld jalso provide time for other kinds of
meaningful learning.activities throughout. the day andlthe week. No
subject should be neglabted ‘or overemphaSLzed. bmphasis on particular
g' * .suqucts and times allotted w111 Jary from grade to grade and from '
| class to clasq’ Hence, no two tlmetables in a schocl w1ll necessarlly.

» .

be alike. - A -

A timetable’ should be flexible. It must not dominate the
'teaching and learning processas. Admittedly, some. flex1b111ty 1s lost
_ \through specialization and departmeutailzatlon. This cannot be ev01ded
since it demands that certaln periods mus t be of the same length and
_scheduledduring a'paftiéular time of the day or week. & rigidly
T . imposed classroom timetable ls ‘likely to cause. the teachernto violate
' his better judgment in order to make the timetable work. It may also
result ;n situationg where ,Subjects are taught in isolation: On the
_other hand, too:flexdible a .schedule: may ‘result in situations where
certain hub]ects may.recelve no attentlon or only a.limited amount of

instructional tlmeﬂ'
E . . : I3 s
.- . : Pt ' .
. . . ! ¢ )
. .

Fleiibility in scheduliﬂg shou&a bé“retained whenever poss-

'ffble so that, if any phase of learnlng is obvxously in need of more ®Hime

than is indicated on the tlmetable, this tlme can be made avallable
Tite current<pract1ce of integrating: subject matter adds to the demande

for flexibility. Subjects are usually arranged separately for convenxence

21 ' '
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,séke but it is recognized that subh an arrangement for some
N subjects tends to be artificial. For example, there is some
question as to whether spelling should be taught as a separate
' subject. Group projects sometimes reauire that large blocks '
. of time be set aside on the timetable.. éloqks of time of
varyiﬁg lengths may also be 'requi red for discussion groups, field
" “trips, quiet réading, research, spo.ts and play activities, art,
music an&_uther activities of special interest to particular
students. A lack of flexibility will undoubtedly have an .

. adverse effect upon instruction and learning.

. Educatinnal research provides us with information
‘ rélat;a to some aspects of t;metable development. The amount
of time allotted to each subject or activity is one aspect
covered py reéearch. Studies have generally shown that spaced
_or distributed practice, that is, short periods, pr&duce better
'gésults thanlmassed practice or ionger periods of instruction time.
Research has also demonstrated-that short breaks between practice
sessions are advisable for some types of learning activities. The
+  teacher will find.that, both for purpoées_of improving a specific
skill or for the sake of long term retention, timetables that permit
shorte} periods are superior. This is particularly true in the case
of beginning leaming or where the learning task is complex or
difficult. 1In subjects requiring extens1ve preparation ox warm-up
and clean-up, as for example art or phy51ca1 education, a longer
‘period of time is necessary to produce improved learnlng Those
subjects which involve problem solving and creative thlnklng also

require a continuous block of time without interruptions. = °

S ¢ ’ B . £
, ) The order of subjects in the daily program and the time
L . of tﬂe day in which subjects are offered has little signficance for ]
SN achievement. Traditionally it is common practice to schedule core
subjeéfs such as reading, mathematics and language in the morning,

" on the assumption that chjldren are more receptive and alert, and
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ance} that learning will occur moré readily. However, there is no
research evidence to substantiate this practice. It should Be noted
that, with minor excéptions, the particular order of subjects on a
tzmetable is not szgnficant to learning. Optimal learning is wore a _
func 1on of effective teaching than it is of the length of period,
sequencing of subjects or of the time of day in which instruction is
offered. o '

A functional txmetable can be produced only through careful
long and short range planning. Whan planning, the teacher should
consider not only each day but also. each work week, each monih and the
whole year. Finally, the timetable must be continualiy subjected to
revision if it is to meet the needs, aﬁilities and interests of developing .
children. - ‘

® ©
-

Many difficulties are often encountefed'by teachers and
principals in developing timetables which will best serve a
particular grade or class. This is particularly true in the case of
beginning teachers and inexperienced administrators. Some teachers
require assistance and close supervision in preparing classroom schedules.
In a :chool, sources tQ which teachers may turn for practical information
concerning timetabling, are extremely limited. Hence, there appears to
be a need for some specific quidelines aﬁd sample timetables which may

serve as a quick and easy reference.

The following information which consists of ouggested time
allotments for subject areas, samnle timetagles and an analyslb of each

timetable has been developed in order to assist school staffs. This

‘information is based upon a review of research findings, current school

practices and perceptions of consultants in the field. Two different
tables of sdggested time allotments are provided; one for grades 1 and 2
and the other for grades 3 to 6. Each recommends the daily minimum time

wh}ch should be scheduled for each subject and an optimal range in minutes
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= ,.  ' . per week. A variety of sample. timetavles designed for. different
‘grade levels provides some alternatives in texms of lengths of
. . periods, sequencing of subjects and supplemsntary learning
R _ activities. Foxms of flexible scheduling for a totally integratedw
| day organization are also included. An analysis ‘of times allocated .
tovsubject area in misutes per week follows each.sample timetable.
: This allows one to make easy comparisons of time allotments between
timetables. ' ~ ' - |
“
The following explanetions are offered as additional ‘
information in order that it may be more clearly understood as to
" the various activities which may be included in certain deSLgnated
areas of the timetables.

a )

. Opening Exercises - attendance, religious and patriotic exercises,
announcements, collecting monies, health
, inspection, news events, sharing experiences,
! planning the day, self-directed actiVities and
| story time.
|
n : .
Activity C%ntres - centres of interest such as mathematics, science,
library corner, language, and play area.

-

|
|
Sharing Tiﬁe - = reporting experiences, role playing, reading poems .
| or stories to the class and to each otheh\ music
° o | activities and reporting on indivjdual projects
\ or hobbies.

i
1

recitations, games, observing and questioning

Activity Tiye - singing and listening to music, action songs,
(teacher directed).

Leisure ActiVities-readinq and use of library, discussing topics
of interest, art activities, crafts, and student
self-initiated activities.
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. | GRADES 1 AND 2
SUGGESTED TIME RANGES FOR SAMPLE TIMETABLES

. , ' Based on a 1500 Minute Week

y]
. S : Range
Opening EXErCiSes. «....veweeseseeees 25~ 75
, .Language AXts ......cceveveeenneness  550-650
‘ ' Mathematics ......oeeveenvennnenssss  150-250

> | Social Studies ....eiemeeceeeceaces. 100~250
SCI@NCE +ivtveveivrvesssnsoasananass 150-200
Physical Education ....ceceeeeeeee.s  90-120
HEALER teyenrerrerneneenneeenereness 60= 80
ALt o iittieenatreneenee e, 60- 90 .
MUSIC mieeerincnsecesesccensanasennne 90~-120
Integrated Activities e eeeeeiiee §0-200

Religious Instruction ........e..... 100150
_ ) (Leisure, Interest Centres, ' '
. : Activity Time, Sharing Time)




SAMPLE TIMETABLE

e

‘ Grade I
Time Monday Tuesday Wedneaday Thurgday Friday
9:00 Opening Opening . Opening Opening Opening
_ Exercises Exercisas Exorcises Exercises .Exercises
9113 J -
' ZLlngunga Language Language Lanéuage Language
Arts Arts Arts Arts Arts
< | s - ‘ :
.-) . a
¢ Mathematics | Mathematics | Mathematics Mathematics | Mathematics
10115
* RECES-S b
10:30 .
Science Science ‘Science IScienge Scleace
11:00 v
" Music Axt Muaic . Art Music
{ 11:30 -
o . NOON
1100 -
Story Story Story Stoxry Story
v Time Time Time Time Time
1:18 - -
Language Language Languége Language Language
" Arts S Axts Axrts Axts Arts
1:45 o~
-Physical Health Pfxysical Health Physical
' Education Education ‘ Education
2:15 -
RECESS
2130 :
Social Social Social Social Social
Studies Studies Studies Studies Studies
3:00 «
3130

Based on 1,200 minute week and daily time per:iods of 30 minutes.
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E o e ANALYSIS OF SAMPLE TIMETABLE
’ Grade 1

Opening Exercises ....... ‘. 75

bl .. Language Arts Activities .. 300

Story Time seceeeeensecosan. 75
MUSIC (. tivrecnnncnnnences 90Y

S -2 S -1+

.ISCience ...;.;..;.......... 150
Matheﬁatics .L.u;..i....... 150

Physical Education ........ 90

Health ..iiieeiveverevanenns 60

Social Studies ............ 150

Y

) i . - . .1,200 minutes per'week




b

SAMPLE TIMETABLE

Grade I
Time Monday Tuesday . Wednesday _Thursday Ftiday
9:00 opening Openin.g « Opening Cpening Opening
Exorcisaes Exorcises Exercisos Excrcises Exercises
9114 3 .
W Language Language Language Language language
Arts Arts Arts Ares Arts )
9145
Mathematics | Mathematics Mathematics Mathematics Mathematics |
10:1 - -
RECESS
104
Physical . ' Physical bhysical
Education pPhysical Education Physical Education
Leisure Bducation Leisure Education Leisure
. Activities . Activities . . Activities
11:08 -
Language Language Language Language Language
Arts Arts Arts ' Arts Arts
11:36 :
Science Science Sclience Science Science
12:0 ; N
. NOON v
1:00
Story. Story Story Story Story
1118 Time Time ‘Time Time Lipe:
Language Language Language " ‘| Language Language
Arts Arts Arts Arts Arts
1:45
N Music Art Music Art Music
2:11%
RECESS
2:30
' Social Social Social Social Social
Studies Studies Studies Studies Studies
3:06 -
Mathematics | Health Mathematics Leisure Health
Activities
3:130

Based on 1,500 minute week and daily time peri

. :?ti

ods of 30 minutes.
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" ANALYSIS OF SAMPLE TIMETABLE
Grade 1' '
| Opening Exercises :. 75
Language Arts ...... 525
Mathematics ........ 210
* Mu&ic .o LY -‘o.'__o -'o LY ;.o . 90 v
A:t ® 2" P P LY TB S e e 60
! Health ® 50 & 8 20 s 2 g s 60
) Social Studies ..... 150
) Ph)}sical Education . 105
) ‘Leisure Activities . 75
) Science ‘e %8 S S8 e e 150
1,500 minutes-per week
£ s
'." q‘;’
..fx .
pE
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SANPLE TIMETABLE

\ Grade 1 .
N, . - . D . .
' Tioe Monday * ~ Tuesday Wednesday Thursday Friday
9:00 Opeﬁtng Opening Qﬁoning Opening Opening
4 Excrcises Exercises Exercises Exercises Exercises
9115 - m—
‘ Roading Reading Reading “1 Readiny- Reading
Activities Activities. Activities Activities Activities
9145 -
N Mathermatics Mathematics Mathematice Mathematics | Mathematics
Activities Activities Activities - Activities Activities .
1021 - ,
. ' RECESS
10130= < - N
Language Language Lanquage Language Language
. Dev. Act. Dav. Act. Dev. Act. - Dev. Act. Dev. Act,.
1 10:4% ~ =1J— -
Handwriting Handwrxiting Handwriting Handwriting Handwriting
' 11400 . —
| Physical Ed. | Physical Ed.| Physical Ed. Physical £d.| Physical Ed.
faisure Act. - leisure Act. Leisure Act.
. 11:30- -
; Language - Language Language Language Language
Activities Activities | Activities Activities Activities
I3 B
‘12100 :
. NOON
1:00';,-? # -
Story Story Story Story’ Story
Time Time Time Time Time
119 ¢ ».\.
Science H " Scienco Science Science Science
1145 -
Music Art Music Art Music
-
2:1
RECES S
213 " -
Health Leisure Health Leisure . Health
) Activities Activities’
3:0
y ¢
. Social Social ' Social Social Social
Studios Studies Studies Studies Studies
3:30 N
Based on 1,500 minute wedk and daily time periods of 30 minutes.
eRic B e 36

-
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. ANALYSIS OF SAMPLE TIMETABLE '
' Grade 1
" Opening Exercises .. % .
’ ¥ sLanguage Arts*;.f... 525
S Mathematics ........ 150
’ Science ............ 150
Social Studies ..... 150 ,
. . RhQsical Education . 105
0 o Health vueeneveennn. 90
i | ’ Music :;............ | 90
a : | S o 60

Leisure Activities . 105 .

1,500 minutes pet.week

-~

*Language arts consists of reading
(150 min.), language development
(225 min.), handwriting (75 min.)
and story time (75 min.).
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SAMRLE TIMETABLE
Grade 1 v
Time . Monda Tuesday' wedneaday. Tﬁuriday ' Friday :
: En%nﬁ : ni ggrm],!g . Eggnfgg E’gegiﬂ
9105 = - : \ ‘
B Reading Reading Reading Reading Reading
Activities | Activities Activities Activitiea Activities
-y 1 . .
9145 —
. Mathematics Mathematics T “Mathematics Mathematics | Mathematics
Activities Activities Activities Activities Activities
] 101235
RECESS
10:40 - ey
Health Leisure -Health Leisure Health
Activities Activities
11105 —
Handwriting | Handwriting Handwriting Handwxriting Handwriting
11120 ’ ' - o
’ Language ranguage Language Language Language
Activities Activities Activities | Activities © Activities
'
12:00
NOON
1:00
Science Sciénce - Science Science Scienje
) i
1:40 "
Language Language Language Language Language
Activities Activities Activities Activities Activities
‘ 2_:00
Physical Physical Physical Physical Physical
Education Education’ Education Education Education
2:15
RECESS
2:30
Muaic Art Music . Art Leisure
Activities
2
3:10
Social Social Social Social Social
3,30 Studies Studies Studiegp Studies Studies

38

* Based on 1,500 minute week and daily time periods of 40 minutes.
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Grade 1 ¢

Opening Exercises e
- Language Arts*

Mathematics

Science

Social Studies

Physical Education

7 Health

Music

"Art

Leisure Activities

Ju—

<&,

ANALYSIS OF SAMPLE TIMETABLE' :

25
575
200
200

100

75
75
80
80
90

At on e ——

1,500 minutes per week

*Language arts consists of reading
(200 min.), language development
(300 min.), and handwriting (75 min.).
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SAMPLE TIMETABLB )
Grado )
B ‘ Time Monday | %tuesday Wednesday Thuégday Friday
" 9100 opening - Opening opening oOpening . Opening
9410 o Exexciscs Exercises Exercises . Bxercides - ¢Fxercises
. ‘ A ' . age
Language Language lLanguage Language . Language
e Activities Activities Activities Agtivities Activities
' ' 3:32;_ ction So ation Songs ction Songs Action Songs ction. Senas
uaehematica Mathematics Hathemat;cs Mathematics Mathematics
‘ .. "1 Activities Activities Activities '} Activities , Activities .
, " 9155 . -
v - . 10100 = Act%on jengs Action SQnsl _ Action Sonqs Acgggn sonqg gg;fgn Songs.,
' ) 1 Healt, Leisure Health Leisure tiealth
10118 . Aﬁw : -
i ' ' RECESS o _ .
10:30 ™ - ) " " ‘iTA
: Languuge Language Language Language Ynnguage
” - Activities Activities Activities Activities Activities
® 10:50 . .
: 10:55 _MMMWM
. Phys. Ed. Phys. Ed. ‘| Phys. Bd. Phys. Ed. Phys. Bd.
\ ) Activities Activities Activities - JActivities Activities o
- \ . 11:18 : e
: - Sciance Science Science Science Science '
Activities Activities Activities Activities Activities
A : 11:38 - -
. ] Interest Interest - § Interest xhterest,- | Interest
Centors - | Centers Centers Centexs Centers
1155 2 ' -
; _1story Time __ lstoxy Time . _lStoky Time .
12:00 —ﬂmm—--man—— ’ ) ‘ "
5 NOON . - v '
1:00 -
sharing Sharing Sharing - | sharing Sharing

1:10 ,.mﬁ_mmmm
Mathematics Mathematics ‘| Mathematics Mathematics Mathematics
Activities ' | Activities Activities Activities . Activities
o : i:;g Action Songs Action Songs | Action Songs | Action Sonas | Action Songs

¢ P

Social studies|Social Studies] Social StudieT gocial StudieJ Sacial Studieﬁi

Activities Activities Activities Activities Activities
1:50
Language Arts |Language Arts | Language Arts Language Arts | Language Arte
Activities activities Activities Activities Activities
2:18 ™
RECESS
‘2130
Phys. Ed. Phys. Ed. Phys. Ed. Phys. Ed. Phys. Ed.
Activities Activities Activities | Activities Activities
2:45 . . :
. ' Language Arts {Language Arts | Language Arts| Language Axts- Language Arts
s 1100 - Activities Activities Activities Activities — Y'Activitigs .
+ ‘ .
Art ~ [music s\ Are ' Music lare
§x30‘

*Based on tiwe pericds of varying 1eng§ha.
. (- ’ .

.« =

| o
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. ANALYSIS OF SAMPLE TIMETABLE

Grade:1l

Opening éxercises - 1 ¢
Language Arts®* ......c.. 600
Mathematics ............ .'100
SCLENCE . avrrnnnennnenn 100
Social studies ......... 100

Physical Education and
Action Activities .... 125

Health e eviveveennnnes 60
Music and Action Séngé .. 115
Art ....ieiiiiiieiiena, 60
Leisure Activities ...... 40
Sharing Time ...v¢.000ue. 50

Interest Centres ........ __100

*Langua~a arts consists of reading
(200 mi ' language development
(200 min.), handwriting (75 -min.)
and story time (125 min.).

‘o

11

L e

!

1,500 minutes per wifk

e ——

g;
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LT , SAMPLE TIMETABLE ' :
' : e o, Grade 2
' ‘ Time' | Monday . |- Tuecday | wednesday Thursday Friday
"\ . : 9:00 | ' Opening : _Opening opening Opening Opening
e e N Exercises ;] Exerxcises Exercises Exercises Exercises
. " B . . " 9315 - I‘. .
. . . Language | Languagé~ : Language - Language Language
ot Arts ] Arts " Arts Arts -Arts
3 v Y
ranguage Language vLaﬁguaqo : Language Language
Azts Arts  Arts -1 L Arctsr Arty .
F{ . N : : . I R
\ -
< 1 10115 -
»
RECESS )
10: ) J - - .
' o . \\\\ ' . ’ - .
. ' " Music | Health Music Health Music
11:00 .
. . .
‘Matiiematics . Mathematics] Mathematics. Mathematics Mathematics
) . ° v LS
11: 30—
E Science i - Mathematics| Science Mathematics Mathematics
12:00
- NOON v
1:00 :
Sharing Sharing Sharing . Shasing Sharing
\ Tine Time Time ‘Time Time
1:15 . '
Social Social Social Social Social
Studies Studies Studies Studies Studies
1145
Physical Library Physical Social Physical
* Education Education Studies Educatjion
y .
. 2135
RECESS ‘ - "
2330
Languaqe Language Language Art _ Language
Arts Arcs Arts : _ Arts
3:00
Second Secon? Second Art Second
Languages . " Languages Languages Languages
3:30

)

Based on 1,500 minute week and daily time periods of 30 minutes.

| 5 4o
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ANALYSIS OF SAMPLE TIMETABLE
Grade 2

Opening Exercises ..... 75
Language Arts ......... 525
MUSBIC eceevecrcenccnens - 90
Health ..ccceeencncnnne 60
Mathematics ........... 180
SCience c.eeeecesscncsns 120
Social Studies ........ - 180
Physical Education .... 20

Art -...--.uu-----.----. . 60

Second Language «..e... 120

1

1,500 minutes per week

25N
iy,

~N
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SANPLE TIMETABLE .
, Grade 2
Time Monday Tueaday . Wadneaday Thursday Priday
9100 Opening - Opendng ) Opening - Opening Opening
- _.mmm..__amm_.‘
Reading Reading Roading Reading . Reading
9:10 "
Science " Science Sciance . Science Science
10100 " N )
Activity Time | Activity Timd Activity Time |Activity Time |Activity Time
10:10 :
Mathematics Mathematics | Mathematics . [ Mathematics | Mathematics
. . ‘
10130 -
RECESS '
10145 .
Spelling Spelling Spelling Spelling Spelling
11:00
‘Health | Are Health Art Health
11:20
Language Act Language leisgure Language
- 11140 .
Larjuage - language Language Language Language
12100 '
o RoowNm :
1:00 v ﬁ
d’kding Reading Reading Rsadinq ﬁéading
1+25 " %
: Mathematics Mathematics | Mathematies Mathematics Haéxfmagics -F
1:45 =
. Handwriting Hapdwriting | Handwriting Handwriting uand‘>4tihg
2:00 .
' Physical Physical Physical Physical " Physical
2:15 Education Bducation Education Education Education
" N
RECES S )
I
2130
Mudic Music Music Music Music
2150 - e
Social Sgeial Social Social Social
Studies Studies Studies Studies * Studies
3:20 -
Stoxry Time Story Time Story Time story Time Story Time
3130

Based on daily periods . of varying lengths.
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ANALYSIS OF SAMPLE TIMETABLE
Grade 2

Opening Exercises .... 50.
Language Arts* ....... 610

_'Mathematics cesssvenes 200

Science ...ceveeveeeees . 100
Social studies ....... 150
Physical Education ... 100
. Health ..ivvvceeeann. 60,
MUSIC ceevenvnnnnennan 100
B S 60
Activity Time ........ 50

Leisure Activities ... 20

1,500 minutes per week

*Language arts consists of reading
(250 min.), language development
(160 min.), handwriting (75 min.),
story time (50 min.) and spelling ..
(75 min.). o

A
Oy




. . .

1 o _ .
' ' : . A0 |
SAMPLE TIMETABLE (With Religious kducation)

_ Gxedea 1,2 6.3 - - ‘
Time ‘ilonday Tuesday -Wednesday Thursday Friday
9:00 Opening Opening Opening Opening Opening - .
- Exercises Exercises Exercises Exercises Exercises
9:15
) Roligious Religious Religious Religious . Religious ..
Bducation Education Education Bducat}on “| Education
9145
Mathematics Mathematics Mathematics Mathematics Mathematics
' .} 10218 — -
. RECESS
" 10:30 -
Language Language Language language Language
Arts .{ Arts . Arts . ' aArts Arts
11:00 i — ' ;
) Seience Science Science Science Science
. 11:30
’ Music 1 Health Music Health . Music - |
12:00- .
‘ NOOWN
1:00 v
Story .Story " Story Story Story
) Time Tine - Time Time ‘ Time
1:154- -
’
Language Language Tanguage Language Language
Arts | Arts arts Arts Arts
1:45 =
Physical 1 Arte Physical " Art ' Physical
Education : Education A ) Education
23150 -
RECESS .
333
Social Social Social | Social .Social
Studies Studies Studies Stuﬂie& . Studies
’ 3:00 -
" Language Leisure "ianquage Leisure Language
Arts Activities Artg Activitics Arts
. R 3330
Based on 1,500 minute week and daily time periods of 30 minutes. N
. - B 45

- - :
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ANALYSIS OF SAMPLE TIMETABLE
Grades 1, 2, and 32

Opening Exercises .... 75
Religibué Education .. 150

-Mathematics .......c00 150

Language Arts ........ 365

Science .......co0000.. 150

MUSIC Lottt nerorssnnnase 90
Health ... vivivennn 60
Physical Bducation ... 90
ATt teeirivennernnnen 60

Social sStudies ..o.... 150

leisure Activities ... 60




42

ad

-
# . SUGGESTED TIME RANGES FOR SAMPLE TIMETABLES
g _Based on 1500 Minute Week
Lo o _ Grades 3-6 | ;
¢ ' : R
: ' : Range
Subéect . . Minutes pex Week
'Opening Exercises ". . 25~ 75
Language Arts . . 400-575
Mathematics . " 180-250
Social Studies‘ - ' ‘ 150-200
‘Science - 150-200
Physical Education | 90-120.
Health 7 s0- 99
Art 90-120
Music ' 90-120
Second Languages ' - 120-150f'
Religious Instruction ‘ 100-150
' tntegrated Activities ‘ - 50~150
(Leisure, Sharing) :
2 ~ ’




[
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SAMPLE TIMETABLE

43

Grades 3¥-6 .
, =
Time Monday . Tucsday Wodnesday Thursday Friday
9100 Opening Opening Opening Opelﬁing J Opening
-} Enercises Exercisas Exercises Exercisas . « Bxercises
9118 _ . :
' Language Language . Language _Language Langusage
Azts ‘Arts . Arts . Arts Arts
9:45 ' - ~
. | vathematics Mathematics | Nathematics Mathematics Mathematics.
10:18 - ey
RECESS
10:3
Social. Social’ Social Social Social
Studies Studies Studies Studies Studies -
11:00 -
Physical Health Physical . Health Physical
Bducation . Education Education
11:30.
Second Second + Second Second sééond
Languages Languages ¢ Languages Languages ‘Languages
12:00 =
. NOON
1:00
Sharing Sharing Sharing . Sharing Shaxcing
Time Tire Time Time Timg
1:15
Language Langua;e Language Langquage Language
Arts Axts Azts Arts Arts
1145 - -
Science “science Science Science Scionce
2:15 - \ )
\‘ RECESS
- .
233W -
Music Library Music Art Music
3:00-
Mathematics Art Mathematics | Art leisure
"Activities
3:30

Based on 1,500 minute week with daily time periods of’30 minutes.

dy

-~
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o _ANALYSIS OF SAMPLE TIMETABLE
’ Grades 3-6
' | o Opening Exercises ........ 75
“ Language Atts*Q.....‘..... 450 ’
" . ’ . Mathematicq o-o-’l:.v}-o--- 15’0 -
) ' 800131 stédfgf/p.......... 150‘ | B i
. ) SCience 0/6‘--00-000-0--0--- 150
/' ’ . . . Health l‘l.lll..ll........l $0 - N »
% ’ Physical Education_....... 120
o Health ® 9 060 00 50 00 0 0-00 0000 30
., Art o'--’.-oouuqu“-o--o—----o-- 60
MUSic ..Qlll._..l‘lll.....lll.# 90
"Second Languages ......... 150
Sharing Time (including .
leisure activities) ...._ 75
1,500 minutes per week.
"*Language arts consists of reading
(150 min.), language {150 min.),
. handwriting (75 min.)and spelling
(75 min.). ?
> ‘§\1
<
o -




SAMPLE TIMETABLE

45

Timo Monday - 1 Tuesday Wednesday 1[ Thursday Friday
9100 Opening. _bpening Opening Opening Opening
o Zxerciscs Exercises Exorciscs - ° Exercises - Exercises
©91)5 Y y .
Language Language Language Language . Language
Arts Arts Arts Arts - Arxts
9145 :
4, .
Science Science Science ‘Science - Science
. I \
10315 : — <
RECESS o, -
10130
. : 3 . V
Spelling Spelling Spelling - ' | Y. Spelling . Spelling
- . %k . *
. : / -..\
11100 e
\ R
';°‘~5 Ltanguage Language Language Lnngﬁage Language
< fj-‘K Axts Arts Arts Arts - Arts
11:30 ; -
Physical ,Ph9‘1ca1 . Physical Health Physical
Education " Bducation Education : Education
N
12100
" . NOON .
1100 - : -
1 sharing . }. sharing Sharing Sharing sharing
Time Time Time Time Time
1:15 ™ p Y
B R :
Langquaga tanguage Language ° Language Language
aAxts ' " Arta Axts Arts Arts
gs
' social ~ ° Social Social Social 7 Social
Studiesn Studies Studies " Studies Sgudies
‘ . . !;\)I?/;,'
2:15- -
RECES S
3130 R o
French | French French Franch Fzxench
3:00
Music Art Music Art Music
3:130

Based on 1,500 minute week and daily'time periods of 30 minutes.

Sr

-

S

-
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| Fragy caane
ANALYSIS OF SAMBLE TIMETABLE e
Grades 3-6
Operiing Exercises ..... 75 ‘
" Language Arts ......... 600
SCLENCE +evevrveevnness 150
Physical Education .... 130 ..
Health .......cpeeeeees 300
Social Studies ........ 150
Second I:.anguages ceeees 150 ”
MUSLC voevomiecnrecenes 90 ’ /.
"ALE eieceescocsscacsses 60
Sharing Tme ieeseseses .15 i
; | 1,/?00 minutes per week:
y ; ‘ |
' ).
¢ | 2 )
|-
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‘ SANPIE- TIMETABLE » ‘
. g drades -6 .
Time Monday Tuesday - Wednesday Thursday Friday
9100 Opening ~Oponing Opening opening aniqg
9:10 - Bkorcisos Exercises Exercises Exerciscs Exercises
- kS . » . . .
Mathematice | Mathematics | Mathematics | NMathematics Mathematics
. . p
. N L .
— 1, ) '
9350 - - .
» 1 4 -
o language Language Language Language - Lphguage
Axts Arts Axts axts Arts
4 t * - . : .
' . '
o 10!30 3 N t‘ T
T , 0 RECESS '
v ' ) J\
. 'Y . 10345 e " -
. ! - 4 - . 1 ¢
N ' » Lo 1
. Language Music Lanquage’ Music® Language:
) i ¢ Arts Arts ' Arts
’ k4
‘ :
. v
. 11:25 -~ i e ‘T
. ™ N ¢ N ¢ . T
; . Second Second Second 'Second Second
. Languages Languages Langlhages Languages Languages
) . '- "-
» . 12;00 : -
L * nodmw . - - :
e I'QO " » -
Science f;ciehce Sciance Art éci:ance -
) o ’ -
') B
_ 1:40
. ) :
N Phyaical . Health Physical Art Phyaical Ed.
§ Education Education and/or '
* ot Health
-2 H 20 - 5
RECES S '
a 2:35
“§: Sodial ., Social Library Social Social
. . b \Stgdies _ St\rdies - Studies Studies
315 —‘[ - .
’ Pamecdial Regedi al Integrated Remadial Integrated
- work Work Activitics Vorr Activitios
Mg? — g

Based on 1,500 minute week with time periocds of 40 minutes.

‘
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ANALYSIS OF SAMPLE TIMETABLE
. Grades 3-6 \
9 . - . | £ R
‘ o , Opening EXexcises ...... 50
" *Mathematics ..eceeeeee.s 200
: . - Lariguage Arts ..... ceeee 360
.“uSic .'...........0.0...5 80
Second Languages . ...... 175 ®
RS . SCience’ oo-o‘oooooooo’ooooo -160 )
) ‘1’ ‘_. ’ Art .'......;.............. 80
. . . Physical Education '
’ "and/or Hcalth ........ 160
f Social Studies ..efee.oe . 160
. : . \
I' - Remedial work ® 646 a0 00 20 @ _45 )
' Integrated Activities .. - 30
’ : »'"_ - 1,500 minutes per week
« e .
4'0&.&
1

>

..



SAHPLE TIMETABLE (With Religiou

® Education)

. 49

Grades 4-6 : .
Time Monday Tuesday Wednesday Thutada;\ Friday
9100 Opening Opening Opening Opening | opening
Exercises Exercises Exercises Exercises Exercises
9‘15 N ‘ v
Religious Raligious Religious Religious Religious
Education EBducation Education Education, - gdqiftion
9145 - . . \
Language Language Language Language Language
‘Arts Arts - Arts Arts Arts
™ . '
10115 v
RECESS '
10:30
Language Language Language ‘Language Language
Arts Arts Axts Axts Arts
11:00
Music Health Music Health Music
11:30 >
Science Science ‘Science Science Science
12:00 “r
NOON
1:00
\ ~
Schcd Second Second ’ Second Second
Langhages Languages Languages , Languages Languages
1:35 =
. \
\
Mathematics Mathematics Mathematics Mathsmatics Mathematics
\
2115 : o
REC E;S S
, 2130 e
) Physical Social Physical Art Physical
Educatioen Studies Education Education
3:00
Social Social Social Art Social
Studies Studies Studies Studies
. :
3:30 i

Baszed on 1,500 minute week with some extendod periods.

*w

d,
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ANALYSIS OF SAMPLE TIMETABLE -~

' Grades'4-6 |
Opening Exercises ........ 75
Religious ;nspiuction cee. 150
Lénguage Arts ....ccccee0. 300
Music ?7.................. 90 )

Health ® & 00 060 06 060 006 ° 0 0 0 00 0 60

_Science ..,.............L. 150 .

Seqpnd Languages .....e..e 150.
Mathematics .ceeeveceeeeese 225

Social Studies ...cceveeee 150

.Phyé&cai,Education ceseane 90

Art ....................... 60

’

1,500 minutes per week




SUGGESTED INTEGRATED DAY ORGANIZATION .

. \ : ~ GRADE® 1-6

———

i lntegrated Day A

Language Arts & Social Studi@s' ...ceeerescecceccsess 1/2 day
Mathematics, Science & Health e eereeeetacasceaneess 1/4 day

Physical Education, Music & Art ....cceeieeieccscceess 1/4 day

7/

A

Integrated Day B

Communications t.eeeeeeeicecseccrssccssesnsssnsreasess 1/2 day
Reading
Language
Spelling
Writing.

'r' ' _ Fine Arts

.’Ilm]anities ooooo ...o'...ono.....o....'o....ooa....-.... 1/4 day

r

ocial Studies
Physical Education

Fine Arts
N

AN

'El)VirOnmcnt .-o..ooo.oo-onoo.-.- ooooo ...n.u‘n.....t...t“\l/q (idy
Mathematics ‘ \\

i , -
\;

Sciecnce

Health

8]




2
-

Integrqged Day C

-

9:00

5¢

. . 10:30

10:45

12:00

.

&

ENVIRONMENT - 75 minutes’

¢

HUMANITIES - 75 minutes

—— ot At A4 sttt Smas % =

COMMUNICATIONS - 60 minutes




GROUPING

Grouping is based upon the premise that, within each'graae,
children differ widely 4n maturity, health, social and cultural background,
intelligence, interests, attitudes and habits. The purpose of grqupinq'is
to make teaching more affective by adapting the curriculum, the materials
and the learning environment to the abilities and needs of each child while
at the same time creating and organizing for collective guidance whereby it

'becomes possible for the school to serve its students as a whole.

"Learning at any level can only be successful when the individual
is ready for it. The pupils must have acquired a sufficient level of
mental maturity to handle abstractions and see relationships. This maturity
is dependent upon mental ability, accumulated experience and wupon attitude.
Thus. pupils should be grouped for lnstructlon on the basis of particular
strengths or needs. fThe fast~learn1ng and most. mature puplls should be
challenged to work to capacity and should have enriched ‘and extended
experiences on their social and ch:onélogical levéls. What they need most
from the teacher is not more instruction, but 1nsp1ratlon to enable them to
make extended use of their abilities to become creative learners. Eor the
slow learning pupils, special adaptations will also have to be made such as
making assignments shorger and simplér. These pupils need more first hand
experience, more illustrative mater;al and_morq’repetitions to fix any

. leaming. : '

All pupils need experiences in working independently and in grouyp's
1t tollows that the teacher must plan a variety of groupings to meet these
differing requirements. Groupings could include: . -

a) individuals working on ‘assignments, inquiry, research,
practice, or vreparing materials.

b} work groups chosen by the children or suggested by the
teacher. 1In this case, from two to five pupils work
together on reading or number games, carry out an
experiment, make a model, or help one another to
research a topic.
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¢) larger teaching groups useful for teaching specific

skills or aspects of a subject.

d) class groups, that is, the groups consists of the.
entire class. This grouping is‘useful for ‘such
activities as planning a project, story-tellinyg,
physical education and dramatic performances.

. ; _ i\

Thxoughout the day, the teacher will need ta guidé-children
through their individual sequence of tasks. The groupipgs should be
retained only as long as needed. '

The numerous aspects of grouplnc may be summarized under two
types of orgarization, sect;onlng and intraclass grouping. Sectloning
. ehcompasses the piocedufes used in allocating the pupiis.of a given
grade into convenient'sized classes. Pupils may be assicned randocly
or grouped according to somé”skill or need. Ability grouping or '
achievement grouping would be an example of the latter. Ability
grouping may'be used effectively when it grows out of the needs of
the curriculum and when it. is varied and flé&ible. Puplls can be
grouped for special work, whether advanced content orv%emedlal
instruction, in a glvenAsubject. Teachers can more easily carry out
specific' plans appropriate for one ability level without having to
provide for .other puylls for whom the particular content may be
1nappr0pr1ate. Puplls at all levels can be freed to participate more
fully without fear of der1s1on either for being "too dumb" or "too
smart". Intraclass*grouplng COﬂSlStS df dividing the class 1nto

smaller subgroups for instructlonal purposes. In readlag it is not
uncommon to find a teacher WOrklng with three or tour subgroups. In
spelllng, pupils may be grouped in pairs. Subgroups are gseful in
mathematics, social studies, language arts, as well as physical .
education. Teachers find intraclass grouping convenient and feel they
get closer to the learning difficulties of individuals, hence tasks
and materials are better adapted to individual needs. Other values of
intraclass grouping include opportunity to assist learning leadership‘
and followefship skills, critical thinking, group planning and evalu-

ation.




* GROUPING FOR READING IN GRADE ONE

-
'

»  Working with three sub-groups in reading is a common practice
since a wide range of reading abilities exists in most classrooms. Chlldren
are usually clustered on the basis of some degree of readxness for instructlon.
A few children have well developed skills and are able to read at their level
W1thout too much difficulty. Others still require some-ipstructlon in the
devalopment of particular basic skills. A -third group may lack readiness
and require the experlences which w111 lead to learnlng the skills

necessary for reading.

X

It is important that the teacher has a knowledge of the strengths

o

and weakness, and the ability levels as well as the present level: of

achievement of each pupil. Such information may be obtained from teacher:

"observations, readiness tests, I.0. tests and diagnostic reading tests and

used by the teacher in the selection and ‘placement to students in the
different reading groups. In primary grades, threeé reading groups are
commonly used for instruction. '

AN

The teacher must prepare the lessons thoroughly in order that -

sufflglent materlals and activities are available for each group. The

' concepts and skills to be taught must be appropriate .to the level of each

group and all assignments_must be designed to reflect this 'orientation.

The sample ;eading lesson which follows (see Table 1) is

\desighed to show the activifies which may be used by the teacher when

teaching three groups. The lgsson begins with the.teacher making a

. bresentation to the .total class. At this time the teacher introduces the

new words from the story and covers such aspects as pronunciation, meaning,
L4

word structure and spelling. The teacher then works with group one and

stimulates interest by introducing the story and by relating the story or

the characters to some personal aspect of the child's life. The purpose for

" reading the story is also set at this time. Meanwhile groups two and three

are actively listening to the discussion. Group one is assigned to read the
story silently and answer purpose questions as well as cofiprehension questions

which have been prepared on work sheets or written on the blackboard. The

55
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éeat-work reqﬁires a high level of thinking and students axe required
.to,write'answers in complete“sentencés. -

‘e . -' ., PR
The teacher moves to groups two and three and repeats the

e
r

- vgcabulary development part of the lesson. Emphasis-this time is.plabed'
';n word recognition and use. The purpose for reading the stéry is set
for group two and they are assigned to read the story silently after
which they will complete work sheets or workbook exercises~requirin§

' one word éngwers. The teacher, now working with the thirdréroup only, .

| yaeviews the docébuléry emphasiz%ngwpronunciation and recognition. ,éincem
these pupils have been involved in three presentations they are now
prepared to deal with the words in the story morevsuccessfully.a'This
* group readé thé story orally with the teacher apd receives an -assign-
i " ment which requires a minim§l level of fésponse,'such as finding the
vccabulary words in the sto\ry or drawing one of the‘_charact_ers.

The teacher next circulates among the students and proviﬂes
individual assistance. This activity is fqlléwed by marking the work h
accomplished by each group, starting with group one. The lesson eﬁds
with a review and summary of the story with the total é;ass. This type
of lesscn présentation allows the teacher to provide total class '
'instfuction, small group instruction and individual attention with
differentiated tasks and assignments appropriate to the different v
‘ability levels. | '

Educators seek various kinds of grouping practices in their'
attemptlto_diffe}antiate instruction. 1t is, therefore, essential to.
recochize that,:no matter how precise the selection of pupils may be
or how varied and flexible the student deployment is, grouping
arrangements, by themselves, serve little educational ‘purpose. Rgal'
differences in academic growth result from what is taught and learned
in the classroom. Therefore, emphasis must ke placed on the aifferenti=
ation of tasks through selection of appropriate content and the use of
effective teaching strategies. Grouping procedures may be used very
effectively by the teacher in meeting the needs of all students in a

class.

8 Y
P
——
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Table .1 -
GROUPING FOR READING IN GRADE ONE

.
. . / .
]
B

__GROUP ONE _ 1 GROUP TWO . | GrROUP THREE
Vocabulary Development (New words from story to’be studied).
Presentation to total group with emphasis on pxonunc1atlon, word

meanings. structural analysis, and spellxng.

-

Iptroductidnnmotivétion Listen to discussion and prepare, for ]
Purpose for reading further work.
Read to find answers v°cabularyLDevelobment -
:zsszngiesgzizzi:“s. 'Emphasis on recognition and word use (meaning)
form. . Introduction - motiv- Listen and prepare for
Assignment ation : further work.
(Comprehension Purpose for reading
questions) Vocabulary Development
‘ ‘ Read to find answers | Pronunciaticn &
to purpose quéstions reéognition
Introduction~motivation‘

. Pﬁrpose for reading
Extended Reading ' , Assignment ' Oral reading .with .
(Other stories on . (Coﬁplete exercises) | teacher.
same theme)

-

Teacher assistance to individuals Assignment:

(mmfwwnemumwr

Mark assignment Find other stories on 6r-event, or identify
same theme. . vocabulary words.)
Creative ussignment Mark assignment

2

(Compare or contrast

stories or reaction ‘to

stories) . Complete work ' Evaluate

Review and Summary

Total Group

£

i




_CLASS SIZE, PUPIL-TEACHER RATIO AND TEACHING LOAD

class size, pupil-teacher ratio and teaching 'load are different
concepts and each has a distinct mganing. Class size»refers to the number
of students assigned to a classroon. Average clasa'size for a school is

calculated by dividing the total school enrolment by the number of dperating

‘classrooms. For example, if a school has 330 students in 1l classrooms, the

average class size for the school would be 30.

' r

Pupil-teacher ratio refers to the figure, obtained when the
gnrolment is divided by the total number of certified staff members in the’

school. If, in the above example, a total staff consists of 11 classroom

teachérs, -a half-time remedial teacher, & half-time music specialist, a halfe

‘time counsellor and a full-time prindipal which gives a full-time equivalent
of 13.5, then the pupil-teacher ratio would be 24.4 to 1. '

Teacher load refers to the number of different'students that a

teacher meets for instruction during the day or the week. 1In the above

e
1

example, if some departmentalization is praciised and a teacher meets six
different classes per day, then the teacher load would be 180. The concepts
of class size, pupil-teacher ratio and teacher load must be taken into

consideration in planning the insgtructional program and in staffing.

Class sizes vary frbm‘grade to grade, from-school to échool and
from system to systém. The size of the school jurisdiction and the
{ geographical ;écation are often determinants of clasé size. Many schobl
systems favour low enrolments at the grade 1 level. Maintaining enrolments
in the low twenties aliows the teacher greater opportunity to provide the |
individual attention which is so neceséary to the beginner. Budget consider-
ations, staffing and instructional programs are unfortunately baged on the
pupil~teacher'ra£io, a figure which does not always accurately reflect the

needs of the school.

Various interest groups in our society are requesting a reduction

in class size. Commendable as this may“be, educational research has been
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unable to indicate, with any degree of certainty, the optimum class size at

- any given grade level. There are many variables involved and needs vaxy from
subject to subject.ade situetion to situation. Research shows that improved
instruction and learning are generally the dirert result of the effectiGeness
‘of the teaqﬁer in the classroom.” Teacher effectiveness might be increased if
class sizes were reduced. However, it has "been found that teachers tend to -

teach in much the same way regardless of the ,ize of the class.

¥
I3 . £}

Teaching load affects teacher eﬁw ctiveness. A heavy teaching
load, where a teacher is required to int ct with many different personalities
durlng the course of the day, increases §§§;her fatigue and de;reases.efficxency.
~Although a teacher may have fewer lesson preparatlons, the amount of time
_requlred ‘for marking student work and for recordkeeping is substantially increased.- -

Meeting a large number of students for relatfvely short pe:riods is not conducive
to the development of close teacher-pupil relationships. A type of school

organization which decreases teaching load would be preferable. '

. | - ~

¢
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SEPF-CONTAINED CLASSROOM OR DEPARTMENTALIZATION

X

i

)

: Today there is a difference of opinion relative to the
advantaqes and disadvantages of non—departmentalization and of
departmentalized teaching in the elementary schools. Thef raditional

ox non-departmentalized teaching (the self-contained class m) is the
type where one teacher is responsible for all the subjects taught in &
given gradeﬁg Departmentalized instruction is characterized by the fact
that a teacher who is highly trained in a field of knowledge is assigned
to teach only. that subject to a class. Thus a class has a different
teacher“fot each subject similar to the system used in high schools.

The.sdvantages of the self-contained classroom include:
(1) flexibility in daily scheduling, (2) great:?kopportunities for
integration of subject matter and (3) establishment of closer working
relationships between the teacher and the children which tend to enhance

the total learning process.

Some disadvantages of this type or organization are that- ’
(1) one teacher canhot be expected to be highly knowledgeable in all
subjects, particularly in view of the increasing amount of content in "

subject areas, (2) opportunities for students to benekposed to the °

expertise of a subject’specié[istware_minimal or non-existent, (3) student '

contacts are limited to one personality for.the whole day, which may-
creete hardships in-those instances where therewsre perscnalité conflicts'\
and (4) preparation time and time for meeting with other schouol personnel
cannot be'scheduled easily.,

& Music should ke integrated with as many other subjects as

possible. During a,school day, the teacher will find that music activities

can become an intrinsic part of such subjects as physical education, art,

literaturé, drama and social studies. Integration can be more effectively

usad in a self-contained classroom situation.

In recent years, there has been a trend away from the completely

self~contained classroom towards the use of teacher specialists and

. .80 0y
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.departméntalization. Some of the advantages claimed for daepartmentalization
incluée the following: (1) it provxdeb for more efficient rnatructlon,

(2) it offers an enriched curriculum, (a).more highly trained teachers

can be secured, (4) it allows for centralization of equiéﬁent and resource
materials in a specially designated classroom and (5) studenth have contact

with more than one teacher personality.

-
»

Arquments against departmentallzation are that: (1) it
overemphasizes subject matter, (2) it prevents 1ntegration of subject maxter,
(3) teachers are narrow specialists and lack a broad understanding of
curriculum and child development,-(4} it lacks flexib.lity in schedullng and "
in iength of periods, (5) behav{or problems are more'diffiwat to handle,

(6) ' frequent interruptions due to period change may . affect learnlng and’

.
-

(7) it destroys the unity of school life for the student.

.8

Research studies on the effectiveness or sdpgfioritffof
one type of orgahizationxovér the other' often report fihd}ngs which
_are con;radictory or inconclusive;. Departhentalization does appear
to have an advantage in subjects such as arithmetic éhd science;y However,

‘many studies indicate a generalized superiority for the self-contained

$a

classroom in that the total learning process-. is better coordinated and
integrated. ' . . i . .:

On the basis of research and an analysis of curriculum and
school’practices, it would appear that the most effective type of

. organization is a modified self-contained classroom which uses the
expertise of teacher specxallsts in such subjects as music, art and.
physicdl education, espe01ally at the upper eiementary level. ibpec1alist
teachers may also be used as resource persons to tho staff. They may act

as advisers, organize teacher in-service and assume responsibilities for

curriculum development and 'selection of resource materials.

A music specialist on staff may be used in different ways.

Generally, the music teacher is assigned to teach all the music in
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tertain grades. During music periods, the homeroom teacher either .,
C ' vd (.4! .

teaches in anotlter classroom or else has brépatation time. An plternative
approach would be to have the muaic specyalist teach one or two~periods

per week with the homerqom teacher present. . The teacher would obserVe

and assist durxng this time but would be responsible for teaching the

remalnlng musxc perloas_unasslsted. Such an approach provides valuable "°~
in~service'traininguand qncourggeé dlr?pt 1nvolvement_of the regular - ' '

classroom teacher in the music program, o S

"~ v
.

‘Regardless of the type of claesroom organization used, every, ‘teacher
must still be a. generallst in elementary education, in the sense that she must

diagnose children's individual learning needs, select appropniate materxals

" and provide a learning environwment which emphasizes the total growth and

o

development of the child. , : . -

op




' _ ' THE MULTIGRADE CLASSROOM

« Today many school jurisdictions are being faced with declining
enrolments’ in their elementary classrooms. As a result the multigrade
classroom is Becoming a common ‘form of organization. -Ményqteachérs now
can no longer expect to énjoy the privilege of teaching in a single grade
setting and are confronted with the task of learning how to organize and
how to function in a multigrade classroom situétionf Often these teachers
do not have the -necessary skills to teach in this type of classroom and need ;
aséistance in déveloping the technigques required by this type of organization. |

' A multigrade classroom may beidefined as a classroom‘hhich contains

two or more consecutive grade levels. .Howeven, in the discussions following

the primary concern will be on classrooms organized with two grades.

Multigrade classes are often formed in schools‘péchuse of luw. ' -
enrolments or because of the desire to maintain uniform class sizes. Whenever

possible the students should be selected on the basis of academic ability

. and the ability to work independently. Teachers should be selected on the

basis of experience, willingness, and skills necessary to teach in 3 multigrade
classroom.. Multigrade classroams increase teacher work load; consequently smaller
class éize and extra preparation time should be given primary consideration.
Studies. indicate that combinations may be méde at ;ny level but pertain
combinations such as grade 2 and 3 or 4 and 5 or 5 and 6 a.. preferable.
Research also indicated that division two classes are better suited to
multigrade arrangements because dfdeg students are better able to work on

their own and are less dependent en the teacher. Classes which include

grade 1 and those crossing divisions (e.g., grades 3 and 4) appe¢ar to be

the least suited to a multigrade situation. In a grade one classroom there
already exists a type of multigrade situation in that there is a group of
students lacking readiness and another group who have the developmentél

skills necessary to proceed in a regular grade one program.

Students should be identified into three categories of ability;

low, average and high. These categories are formed on the basis of IQ scores,
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standardizéd achievement test battery scores, such as the Canadian Tests of ) /
"Basic Skills, and teacher observations. There are certaln grouplng arxangements/
which provide for optimal learning in a.multigrade classroom. The best arrangemernt
‘appears to be hlgh ability students from the lower grade level combined with f
average abillty students of the higher level. (e.g., grade 5 high with grade /

6 average). Tte second best errangements is high ability students at both

grade levels or' average ahility students at both gréde levels. It is felt .’
that these groupings are more. effective for providing opportunities in having
students work 1ndependently and for instructing thé ¢class as a total group.

In those cases where choices are not possible and %hpre there is a small ¢lass
of students of all ability leVels, they sheuld be placed in the lower grade
of a multigrade classroom (e. p.,.grade 4 all levels of ability placed with a

grade 5 average oxr hi tijty group). The most appropriate g}acement for

low ability studentg with poor work habits is 1n ‘the lower grade of the : -

-

multigrade class. Further, accordlng to researt h the optimal characteqhstlcs
of a multigrade lass would contain the following features: an averagé class
size of 2%, an equal number qf students in eac graé: and ap equal number of
boy5m§nd girls. .
/

The organization of the curriculum in| a multigrade classroom
must be such that the teacher%makes the most effective use of the time
available and provides adequate instruction to the students in ggth gradee.
Subjects such as reading, language and mathematicy are not cycled {and are
taught as two/separate grades. Social studies and science are gengrally
cycled by teeching the course content of one grade to both grades! n one
year and the| other grade course content the followiﬁg year. Remalning
subjects whiFh include, music,!physical education, aﬁ;, health and second
‘'languages are taught to the total class using course pontent from either
érade level. 1t should be notegd that in those subjec\s which are not cycled
certain concepts and skills may%bd‘tauqht effectivelytxo both grades.

(e.g., decimals, metrication, poetry and creative writibg).

Timetabling need not be different in a multigDXde classroom than

. . \ .
in a regular classroom. MHowever, teachers are required t? plan daily lessons
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and assignments more caféfully and more extensively. 1t is difficult foxr

‘some teachers to distribute the time effectively between the two yrades.: However,
teaching two grades is essentially the same as teaching two groups as one would ,
in the teaching of reading. The teacher must have the flexibility to be able

to provide instruction to thg whole class, small“groups and individuals.

There are advantages and disadvantages to a multigrade classroom
type of ordanization. Teachers report that there is insufficient time for
individual student attention, class discussions, and practice activities.
Other disadvantages include: .increased teacher work load, difficulties in
covering the course content of two curricula, reluctance ox qonacceptance
by teachers and parents, and the lack of preparation time. Some desirable.
aspects of the.multigrade classroom are: equalizes class sizes, exposes |
students to different age groups and two grade levels, helps students to
learn to work independently, provides opportunities for advance students
to help weaker students and allows students in the lower grade to benefit
from exposure of the curriculum of the higher grade. Most research studies
indicate that multigraded groups exceeded single grade groups in reading,
mathematics. and language achievement. Multigraded students also showed
greater gains in versonality development, social adjustment, social maturity

and independence.
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TgE RESOURCE ROOM

There are a number of children who, although they may have

-

a measured ability classified as normal, have diffic 'Ey in performing

adequately in the areas of reading, spelling and lai
and written. “If these children receive adequate sistance at the
proper time they arc usually able- to cope with wfrk in. the regular
classroom. If adequate help is not given fited emotional and
social problems compound this learnifig difficulty. The cumulative
effects cause the children to tfall further and further behind their
peers. Specific and intensive assistance in a resource rxoom is a
means of providing the needed help. Thus,fa resource room teacher is
a useful adjunct to the classroom teacher.

'

_ Careful screening and selection oflpupils is necessary in
order to ensure that the assistance offered in resource centres meets
the needs of the children. -Those who have been assessed as'having an
average or above average inteliigence qug&ient display a discrepancy
between expected and actual performance; and those who show competence
in other cur:iculum areas but are underachieving in the area of language
arts, make good candidates. Children who have visual or auditory

handicaps; thosé diagnosed as emotionally disturbed; and those with

a low intelligence quotient are not well served by a resource room.

The resdﬁice room teacher, in cooperation with the classroom
teacher and other pertinent personnel, should plan and implement
individual programs so that the children receive assistance in reading,
writing, oral language and listening. Such instruct;on may be given
individually or in small groups of not more than six pupils. Pre-tests
and post tests should be given by the resource room teacher and the
results and analyses of these tests recorded. It is important to
recoynize that the classroom teacher is responsible'for the learning
accomplished by the pupil and that the resource room teacher is

assisting the classroom teacher in this educational endeavour.

66
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The classroam teacher identifies the pupil and, through
consultatibﬁ with the principal, resource roam teacher and other
specialist personnel arranges. for the pupil to attend the resource
roam for a definite period of time with a definite program designed
to teach the needed skills. | |

Timetabling may give the pupil a schedule which is constant,
staggered or rotating. As it is not desirable to have the pupil
constantly missing the same period, a staggefed or rotating schedule
is superior. Thus, the pupil will go to the resource room at.a
different period each day throughout the week. The timetablé should
be duplicated and given to each person so that the pupil, classroam
teacher and resource room teacher have the same information. The
principal should also have a copy of the timetable for the resource

roam.

Constant communication betweer classroom teacher and

resource room teacher is essential.

e



CLASSROOM D1SCIPLINE

A major concern of pr03pectivg7_beginning and expericnced
teachers is classroom disc;pline or control. In the professional
literature, the terms classroom discipline, cléssrqom'control and
classroan_¢anagement are used interchangeably.’ Classroom management
xefers to a camplex seﬁ‘of behaviors a teacher uses to establish and
- maintain classroom conditions that will enable studenté to achieve
their instructional objeciives efficiently and thus enable them to
learn. Effective classroom management is not an entipy in itself but
is the product of guod teaching, supportive administrative policies
“and sound educational practices which provide a good learning and

teaching climate in the classroom.

A great deal is expected of the classroom teacher and
different people expect different things of him. Students expect
the teacher to be fair, patient, pleasant, sincere and understanding.
They want him to know his subject matter, be able to motivate them and
maintain high interest, to respect them for what they are and they
want very much to respect him. Parents expect even more of the
teacher: They expect him to set standards for their children that
they themselves frequently have been unable to set. They expect him
samehow to hasten the process'of maturing and some even expect the
teacter to develop talents that do not exisi. Administrators expecf a
great deal from the teacher as well. They believe the teacher should
try to develop to the maximum the measured potential of all students,
be cooperative and loyal, show an interest in and understanding of the
individual child without losing sight of his responsibilities to the
group and maintain good classroom control at all times. To meet such
expactations and provide good classroom discipline, .the teacher must
rely on intelligence, talent and particularly, hard work. Not all
discipline problems can be prevented but, most may be avoided by the

teacher who plans his work effectively, who motivates students ékilfully

68 .
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and who provides a friendly classroom climaté.

A teacher's competence in classroom control is largely a function
of’his'o; her understanding of the dynamics of effective classroom manage-
ment. No one best approach to.classroom Control‘has been found but, rather,
there are several approaches based upon a sound philosophy and statement
of principles which the teacher must understand in order to.be able to
select and apply those specific managerial behaviors.most appropriate

to specific situations.

A search of the literature reveals several different approaches
to classroom management, each of which. is derjved from a particular
philosophical or psychological base. "

1. The Authoritarian Approach

This approach views classroom discipline as the process of con-
‘trolling student behavior through strict and constant supervision, heavy
restraint and punishment. Punishﬁent may take many forms and may be applied
to the whole class and to the indjy(aual.' Ut may include: extra |
assignmenfs, keeping the class in“at recess or after school, sending

students out of class regularly to stand in the corridor, writing lines,

" using sarcasm and ridicule and administering the strap for even minor

offences. Discipline is achieved through fear and the teacher is the "boss".
In such a classroom, discipline appears to be very good as long as the
teacher is present but what would happen if the teacher were to leave the

room?
2. The Permissive Approach

Advocates of this apgroach take the view that the role of the
teacher is to maximize student freedom, i.e., to help students feel free
to dolwhatever they want whenever they want. To do otherwise, it is
claimed, is to inhibit the child's natural development. This approach is

the direct opposite of the authoritarian approach.

-
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While these two approaches have their advocates and
.practitioner » nelther is an effective or responsible approach to
modifying ingapropriate behaviors. |

3. The Behavior Modification Approach

°© In this approach, the role of the teacher is to foster
desirable student behavior and to eliminate undesirable behavior by
&pplying principlesefran theories of reinforcement. The behaviox
~modification approach is formed oh a sound basis - the tenets o
behavior psychology. It is based on the assumption that all °
behaviof, both appropriate and inappropriate, is learned. Hence
one assumes that (1) a few basic processes such as pbsitive reinforce-
ment, negative reinforcement, punishment and extinction account for
learning at all age levels and under all conditions; and (2) learning
is- controlled largely by events in the environment. The basic
premise is thﬁt the acquisition of a particular behavior is contingent
upon learning that its performance will be rewarded; that is, the
performance of that behavior will produce a form of reinforcement
and that a behavior will be repeated and, thus, strengthened. The
behavior being strengthened by reinforcement may be appropriate or
inappropriate. However, .if either type is rewarded,’it is likely to

continue.

Behavior modification then consists of using reinforcement
(positive and negative) to increase the frequency of a behavior and
using punishment to decrease the frequency of a'behévior. Positive
reinforcers include praise, attention, approval, affection, a smile
or some other reward. For example, if the teacher smiles after a child
raises his hand in ciass, and if his hand-raising behavior (as
opposed to speaking out) is increased, then the teacher's smile is a
positive reinforcer. Negative reinforcers are fines, .detentions, not
.notiéing or ignoring a student, removal from the classroom, sarcasm

and ridicule. Negative reinforcement is the strengthening of a
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behavior thromgh the removal of an unpleasant (aversivé) stimulus. This
may be exemplified by the situation where a grcup of children are teasing
(aversive stimulug) a boy in class. He finally épits (response) at one of
the children and the teasing stops. The cessation of the teasing is a
ifegative reinforcer and the boy is more likely to exhib;t the spitting

behavior .in the future when teased.

Punishment is the use of an unpleasant stimulus (e.g., a repri-
‘mand or the strap) to eliminate an undesirable behavior which results in
a decreased frequency of that behavior. For example, the child who is sev-
erely ieprimanded or.strapped for using obscene words will immediately stop
saying the words and the frequency of using those words in the future will
be decreased. Although punishment is not always effective in dealing-witﬁ
students, neither is it viewed as beinq completely unaeceptable as a means
of classroam managemenﬁ. It does have the advantage of immediately stopping -
an undesirable behavioar and giving the teacher time to implement a reinforce-
ment system for strengthening more.acceptable_patterns of behavior. There
is no uniYersal agreement or acceptance of the effectiveness of punishmerit
and particularly corporal.punishment, in classroom discipline and it remains

a topic of controversy.

Behev}om modifications advocates believe that the majority.of be -
haviors are based on Thorndike's Law of Effect which states that an act may
be altered in i(ts strength by its consequences. 1f the teacher provides
pleasant conseguences for children's academic achievement or deportment,
such behaviaors axe.likely to recur than if they go unnoticed or are followed
by unplesant consequences. Stated in another way, ignoring inappropriate
student behavior and showing approval of appropriate behavior is probably the

key to effective classroam managemernt.
4. The Positive Socio-emotional Climate Approach

The positive socio-emotional climate approach is based on the premise

that effective ¢lassroam management is the process of creating a positjve




socio-emotional climate in the classroom through the development of good
Jncer-personal relationshxps both between teachex and students and among
students. The teacher is the key to developing these interpersonal xel-
at;onshlps and the positive climate which in turn, will facilitate learning.
Attitudinal qualities required in the personal relationships between the;
learner and the teacher include: (1/ realness in the teacher, (2) teacher
‘acceptance and trust of the student, and (3) teacher empathy regarding the
student. The teacher should be guided by the fact that love and self-worth
are the two basic needs which must be met if the student is to develop a

' success identity. A student needs to experience success; therefore, a
teacher must provide opportqnifies to achieve suéceés. Furthermore, if the
studert is to debelop a positive sense of worth and view himself as worthy

of respect, the teacher must treat him with respect.

Advocates of the socio-emotional climate approach also claim
that a teacher must be committed to helping students avoid failure, since
failure kills motivation, creates a nggative'sélf-image, increases anxiety
and leads to misbehavior. The classroom must be a place where the student
- feels séfe and secure and where he has the opporturity to learp from mis-
takes and failure. The student does not live in constant fear of failuré

and failure is not accompanied by excessive criticism, ridicule and threats.

This approach is rooted in a philosophy that stresses empathy
and acceptance in teacher-student relationships. _The classroom climate in-
fluences learning and the teacher greatly influences the nature of that
climate. When the student behaves inappropriately, the teacher is encour-
aged to "separate the sin from the sinner", that is, to accépt the student
while rejecting the behavior of the student. In all cases, the primary
function is to establish'positive relationships with each student. E%e
implications of a socio-emotional climate approach to classroom management
suggests that there is a concern for the development of the whole ¢hild,

not just the academic learner.



5. The Group Processes Approach | " o ’
This .approach to classréom management is derived from the

principles of social psychology and group dynamics. It is based on the
assumption that (1) school takes! place within a group context, and (2)
the classroom is a social system;w1th the characteristics of other sncial
systems. The nature and behavior of the group has a signifiqant effect
on learning even though learning is an individual process. The critical
role of the teacher is seen as the establishment and maintenance of a
cohesive, productive, task-oriented classroom group. The teacher fosters
group attractiveness and cohesion b§ directing praise and encouragement to
the entire class and by encouraging adequate communication among members

—- of the group.  Students are also helped to develop group norms that are
productive and satisfying. This would include, for example, the development
of acceptable work standards and standards of conduct through a group

decision-making process.

Group processes are used in solv1ng problems and it is believed
that misbehavior is not an individual affalr but-that is a social affair
contingent upon the nature of the group. In the case of misbehaviox, the
chief goal of the teacher is to help the group become responsible for its
own actions and for its own management. An effectively functioning group
exercises great control over its individual members. '\ -

6. The ddlerian Approach
. : &

Many teachers are faithful advocate#s of Alfred Adler's theory of
human behq/iox which is based on a set of sound basic peychological premises
that fit demogratlg principles. It is a practical social psychology which
recognizes human equality and the use of democratic processes in dealing
with children.

The child is seen as a social being who wan*s to kelong and to find his




‘place at home, in school and in’the world. If he misbehaves, it is
v~$ecause he has developed erroneous ideas about’ how to belong. A child's
bghav1or can only be urderstood when we know its purpose or goal. All
bépaviori&;qoaleirected. It indicates the ways and means that each
chxld has discovered as his expreésion-to gain status and significance.
o _ - Thechild, heiﬂg“a“decision-making organism, decides what he wants to
do, pften without being aware of what he has decided. The child can
funcﬁ1on only if he feels accepted by the group as a worthwhile member.
The dggree and_extent of belonging "and his abllity and willingness to
functipn depends on his development of "social interest" as Adler
c=lléé‘it. Misbehavior indicates a lack of or a restriction of
sodxal mnterest which is due to a child's self doubts about finding
a piacexxn the group through useful and acceptable means. The
mlsbehaving child has wrong ideas about himself and-uses socially
unacceptable means to gain social status and find his place in the
group. It is the teacher's task to help the child realize why he is
, misbehaving and present“alternatives for chanéing his Pehévior.
: - \ |
_ There are four mistaken goals of a child's misbehavior:
Ql)ﬂ attention-gettingh (2) power; (3) revenge (to punish or get even);
- | (4) 'displa; of inadequacy. The four goals refer to the purpose or
motivation of - child's misbehavior. Only his actions and misbehavior
can be lébellpd - not the child himself. Misbehaving children may be
active or passive and in either case they may use constructive or
daestructive methods. The combination of the t&o pairs 6£ factors leads
to four types of behavior patterns: (1) active-constructive; (2) active-
festrutrive; (3) passive-constructive; (4) passive-destructive. Any one
‘uf these behav1or patterns may be used by the child to achieve his goal.
,gjnce the teacner recognizes the goal and the behavior pattexn used,
P corrective techniques are employed to modify the motivation, rather than
f the behavior itself. -When the motivation is changed, more constructive

behavior usually follows.  For more information and detail concerning

the Adlerian approach to classroom management, the teacher is directed

v
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to the following references: Maintaining Sanity in the Classrooni by
Dreikurs, Greenwald and Pepper and Discipline Without Tears by Dreikurs and
Cassel (See bibliography). = . - « A , ™~

-

-
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7. The "Bag of Tricks" Approach ( .

L] . *

The "bag of tricks" approach is not derived from.a philosophical
or psychological base. Most teachers are famniljar with thié approach to
classroom discipline. It consists of a 1list of things a teacher should
%not do when confronted with various types of classroom control problems,
Because such lists of "do's" aﬂd "don't's" often have the appearance of
quick and easy recipes; it is also known as the “cookbook" approach.

The "bag of tricks" appréach la;ks consistency and flexibility.
Even though it appears to make a greaﬁ deal of sense, there is no set of
principle's that pefmit the teacher to generalize to other problems. ‘It tends
to cause the teacher to b% reactive to specific problems and use short-range .
solutions. It is a "band-aid" approaéh in that the pggscriétion.is Applied
after the offence has been committed. It is not a preventive approach, )
where problems may be anticipated before they actually surface in the clqsséoom
so that the teacher may be able to devise long~rénge'solutions'in order to ,',.

» H

prevent problems from occuring.

Another difficulty of the "bag of tricﬁéq.approach is that when thg.
specific prescription fails to achieve its intended\boal, the teacher is left
without recourse to other alternatives because this approach deals in
absolutes. If "such and such" happens, the teacher does "so and so". . It °
does not allow the teacher to re-analyze the situation and select from a’
variety of equally attractive alternatives. Teachers, who rely primarily on
the "bag of tricks" approach, are unlikely to 5ecome éfféctivg‘elassroom

managers.

Several approaches to .classroom maragement have been discussed.
There “s not one approach which has been proved best and which can be

recommended. Tne teacher is, therefore, encouraged to become thoroughly

A}
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familiar with a variety of positions and adopt a pluralist approach

toward classroom management. A pluralistic approach will enable a

_teacher td select those techniques which are most appropriate to deal

with a particular situation and not be tied to only one approach in

éstablishing and maintaini.g effective_classroom diébipiine.

.
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'LIBRARY - LEARNING RESOURCE CENTRE . Co

Q ! i

i

- The term, Learning Re$ource Céntfé} is being used more .
frequently tpdsy to designats the Lrea caamonly referred to as the‘ .
School Library. This term reflects the variety of resources such as
books, magazines, pamphlets, filmstrips, recordings, audiotapes and
_other materials which are found in this area and which students require

to retrive information.

The teacher-librarian or Learning Resource Teacher should
.have a clearly stated job descriétion along with a statement of the
' . ,aimsfané~dbjectives for the operation of the learnihg resource centre.
] This individual is generally responsiﬁle for preparation of the budget,
program development in cooperation with teachers,‘instruétion in
library science andiresearch skills and participation in curriculum
development. Other responsibilities include selection, organization,

mancgement and circulation of resources and equipment.

The principal is the key person in the organization and
operation'of the learniig resource centre. His responsibilities
include: the seiection of adequate professional and para-professional -
staff, leadership in policy development, budget planningf program
planning, so that the learning resource staff have sufficient time for
preparatory work and routine tasks. Provision for cooperative working
relationships betwzen tWé teachers and the learQing resource teacher, .
and regular evaluationfof the services provided.

Schedul\ng Jfof classes in the lssrning resource centre should
be sufficiently flexible in oraer to meeé*the different needs of .,
students and teachers as well as satisfy the objectives of the program. 4
All students should have the opportunity to bkenefit from the library

program which should provide time for library science instruction,

77
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leisure}reading, book selec

.\
\

Xion‘qnd exchange, story-telling and
In addit@on. there must be t&me available to allow for large grou§§,
. ; !

. ‘. ) \
small groups or individualbstudy and research related tc classroom

\

agssigrments. . The library should be readily accessible to étudents\;nd
téachersiat all times during the day. Therefore, it is des%rabie thag -

the lihrqry is open before classes in the morning, during the noon hdkf
/
and, for a short time, after school. .

\
] | \

\
‘An example of a learning xesource room timetable is included \
in Appendix B. ' %%

\
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ELEMENTARY_SCHOOL GUIDANCE - . ' |

'l
L]

‘A basic aim of elementary sphool educatxon is to help students
grow and develop to their fullest potentxal. This can best be realized

o '( ‘through an o:ganxzed program or guxdance\servzces des;gned to help
PO children to cope with their needs. Guidance is an attempt to help
.' . the immature but growing child to gain a better understanding of -
. j .. himself and others, to assist him in learniﬁgxﬁow to make wise cho;ces,
' - to encourage him toward optimal academlc achievement and to nge
‘dign;ty to his individuality. Guidance seaks to 1ndiv1dualize\and |
humanize e@qcation by bringing thg tgtal_faczlitxes pf the sch701 to\
bear upon the optimum development of the individual child. ¥

\\»

- Elementary schcol'guidahce has .the following goals:

R

Ed

l. To help children begin early to grow in their unders*aﬁdlhg
of the role of education in their lives and to help them °
to;mature -in their own 1xfe-plann1ng. , : '

. ! Q -
2. To enhance and make more functional our understanding of -
- all children and to enhance- and make moré functional all
children's understanding of themselves and others. -

3. To help.children develop socially. \
o . \
4. To help children with their goal-seexlng, chomce-making
and life planning. L \

“©w

In addltlon to the four goals, there are several prlncxples

spec1f1cally related to guidance which are appropriate at the elemern Vv
. §€ﬁgg§r4§yel. _ ¢ . ' /
. s a . . L * B /

1. Cuidance is for all children. A

2. Guidance is based on the concept that chlldren have A

right to assistance when they need it. q/

' _ ' 7
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3, -Gu;danue serves the child's needa in ordex to epifance his '
. ¢hances of realizing his potentialatxes fot/}x ividual and

socxetal ends.,

4, Guldauce is oriented towards understanding of self ‘and

5. Guidance is a cont;nuous PX ess and is an integral part
of educatxon.

A Cony

Qrse and the parents.

A -

4
[§

5'r

-

Guidance is depehdent on having édequate information about
_ the child and knowing h*m as well as accepting him as an Co-
s 1nd1v1dual.

10. Guidance services are preventive in nature.

s

]

Elementary schobllguidance-has enjoyed less support and growth
than secondary school guidanée. As such, many elementary schools do not
have a counselior or an organized yiidance program. Today, educato?s
generally acknowledge that quidance should start in the elementary school(
There is much evidence to. ind:icate that forerunners of problems which emerge
in junior or senior high schol have ti 2ir beglnnlngs early in life and these
should be wealt with at the elzmentary 'school level. The probleﬁs of
elementary school children are caused by conditions which interfere'with
learring in schogl and these may be attributed to tensions in the home,
phfﬁical defects or poor health, poor sccial relations, swmotional levels,
intéllectual limitations, unsatisfactory me;hods'of instcructicn anc poor
pupil-teacher relationship;. Hence, elementary school guid.nce should be

preventive and developmental rather than crisis-oriented.

4 -.
\ . 3
.
. )
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. guidance in elempntary schools, %ince many'ééhools do not ‘have -a

L

Principals and teachers generally recognize the waed fox

guidance couusellor, it is the pzxnolpal‘s zesponszbllxty to. ozqauxuc
and coordinate the achool gu;dance program in coecperation with the
staft. 'fhe @9st-cqmmon form oF organlzdgion LS_ng homeroom’ teacher
cnnceptndf guidance where the teacher is'requnsible for.guidénce in his
own clasa. -This 18 not au unfamiliar role to most elementary teachers.
The teacher's guxdance fuuctions. should lnclude identlfluatlon of
studeny needs, making reterrals.,work;nq with parents and helplng-
students who have learning difficulties. Lndiv;dual counbellan may
also be undertaken but sericus problems should be referred to a traxted
specxallqt. In general. the  teacher should be a sincere, sympathetlc

listenér and act as an advisQr. The most important task is to,develop

.and ‘maintain excellent rapport agd working relationships with children. 

’

The teacher is the Pey person in a guldance.program His
major coutribution will chv1ousla be in the clabsroom. Slnce he Lo

spends more time with the child than any other adult, excépt the

parents, he knows the child better than other staff menbers. He

discovers spenial.talents and inéerwsts, he is aware of }estricting
physical defects and he detectslabnormal behévio: that may hinder the
chiid's social, emotional and écédwmic growth. He knows what atfects
childrén, wha{ threatens them, what they believe about themselves and_
what they believe about others. Dally contact with the child plac?b-
the teacher in a powefful posltlon for nbserving and changing the
¢hild's behavior. _ : * ,
‘The teacher should create’a classroom LllMdte that encourages
acceptance of self apd otherb, promotes genuine frlendbhlpq and '
facilitates optimum learnlnq. ‘Children reflect their teacher's
attitudes and actions and rhe teachwr bhould capitalize on this.
In the classrhom, the teacher works with both'individnals

and with groups. The role of the teacher in a guidance program

requires an understanding of the importance of group relations and he
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T ' qust consicder how qroup work can be owsed ro hely tae child wore sowvratly,
Y “ooemotionally and academical ly.  Toe t&d‘h€r should also en conraqu iufnrmal
: group discussions wherein the children may express their thouqntﬁ and liOdH

without fear of consequences. | , Cw

A child*s'security and stability arﬁ clbaely related to his
acadenic achlievement. Henfé, the role of A té€acher with a guidan ¢ point
ot viéw also includes the responsibility of helping the child sueceed i
masterlng subject matter at his level of ability, Pruv;sxon should bo'
mado'for praise,_sdccéss experiences and the develdpment of a feuling o
adequacy in relation to school tasks.

.

Characteristics of a Good Guidance Program

? a ¢ A qood guidance program wi. ‘1 seek to aceemplish the foll owit i:

1, 1w ~ensitize teachers to the needs of childien for atfe.tion, security,
W feeling of 91'—wozth and the opportunitics to suceed, and ta help
teachers to Xnow and dse technigques in the classrvoom wiich %11 enable
them to recounize cach child's noonds.

e

2. o providd individual and group vounsellica services fog all vhiid:es
voooagnc oy that gquidarse s vot a1t vit e ac s rded ro the paladtanied
or problem child only but is a necossizy tor every normal child. '

ot

. e provide saitable programs of crlentatioa,

4. 0o ovrwide 4 te c1ng program, uatiiizrag dodividral oaad aroue roeste e
boave weell estal.lished reliabilicy wnd s alianty,
fo v lloct ornplete and aveurats LY .ol @bt che staderr from snts
biactive and personal soutces an i teoo yuvelar yeportine pro ¢ tares oo
rpat this 1. formavion may o intorpreted o tne studert aad @l
roatangful fashion so that maximus venefir from tie LuTFortid oo ! .
derved,
*
) T mare availlable zlinrcal servioe to tho o choldeon rosaivag
speotalized nelp ‘ L
/
s /

FRIC . : Sy

A FuiText provided by Eric . -
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* 7. To recoynize that guidancs mu:* b conce roed ...,,377‘“:‘»,\ wihOd
. - child kn terms of his psychological, oo tal and cdoc o tonal
development., ' :
8. To develop and wmaintain liaison and communication witi;: community
. agencies which may be utilized to scrve the student.
9. To recognize that, if guidance is to be effectiw , 1t must focus
~on the classroom teacher who is the key person in the program,
‘10, To provide for evaluative procedures in order to assess the
effectiveness of quidance services. :
» a ’
Role of the Teacher in Guidance
' 1. Listening sympathetically to the studént's descriptiun of his
’ . experiences or his problems.
2. Summarizing and clarifyin i what the student says so that he may
more clearly state what hi  rval problem is. . .
,,. : :
.o Hdentafving, dn the clo 0 v ob sowhore, synp ot ol stadent
difficult oy that need to he foilowed W oand as istas o
offered t- the student. . '
4. Raising questions pertinent to the robiem at.hand and, at timoes
supi-lying information orv aivice dirotly to the student.
5. Referring the student to th- variots souices ot mnformation
and ‘or persons for hely..
oo ATrangiua for thne stude nt oo have oNperetes . that oan v oaes ot
hir 1 his problem. '
foovonsultyny witn the qus.la et bt ot e gy
parents et others tao g ot Lettor o i e, aF e g e
strengths ana weakpesoe o te el e vhe v s 1y
v Associating with the staue t 10 QUE-a7= Tan S1tn b uies
activity . :
Q "

8y
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9, ¢uﬁ$ult1nq with other staff nembers about individual- cases.

o 10.; Providing opportﬁnities and encouragement for the student so that he
¢ or she may be able to approach you without fear, embarrassment or

hesitation, and listening to the student with sincerity and understanding.
-= . Rt

11. Making students understand and appreciate that you are "human" .

; 12. Accepting the student as an individual and a human being.
',. . .
- kole of the Principal in Guidance
.l. ‘To assess ‘the guidance services in the school.
2. To arrange for facilities and guidance resource materials.
§ . !
. 3, Te make provision for guidance in the school progranm.
\ { )
o " 4., To provide an atmosphere conducive tc a quidance approach to. learning.
£, To cantr oute professional laadership.
. J . B
)
6. T share in individual and group counselling.
7.0 7o provide for in-service.
3. o intorprot guidance to student:, teachers, parents and the comnuantity.
!
et et iR Gy Counsellor '
.. Administering and interpreting tests.
: Ioaralny about pupils' occupational intcrests, capacitics and o sortundties.
. 1. Advising students, teachers and parents on gquidance prob:lens.
: 4. Serving as coordinator of all guidance proyram activitiern.
. @ ’
" | ‘ VA W AN IR
* ERIC -

Aruitoxt provided by Eic:



3. Estab}ishing liaiaonfwith community'agéncies.'
6. Collectlng informatiun on students and -developing adequate records.

“-unt” / . ! .

7. Assisting in the interpretation of guidance records to. school
staff, parents and qtudents. :

A .
[
~

8. Helpan to collect and dlssemlnate educational and occupational

1nfexmatlan*,-

9. Furnlphlng and interpreting data as a basis for currlculum
modlt}catlon..

T

10. Organizing orientation programs.:

11. .Facilitating and arranging procedures fér referrals to the
health clinic, guidance clinic and/psychological or psychiatric
services for students with specigd-problems.

12. « Serving as a resource person to principal and teachers.

13. Estdbiishing good rapport with teachers and students.

14, Counsclling students.

i
b

An elementary scihool guidance program would not be complete
without some form of orientation programs for preschouolers, grade 6

puptls and for new students transferring in during ithe school year.

Today, most communities operate a kindergarten program which
is the educdtlunal component of Early Childhood bervxces In many
lnqtances, these clastes are housed in the elementary school building -
DUt are ronducted quite 1ndependently of!Lhe school. sometimes there
appears to bo little liaison and comnunication between teachers in .
Farly Childhood Services and the grade'L teachers in the regular school
system. There is & need to establish open lines of compunication with

¢

Qj
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o

"a free flow of information and tc develop closer working relationships °

between the grade 1l teacher and the kindergarten teacher. Reports containing
pertinent information on each preschooler should also be available to the
grade 1 teacher. -

o

An orientation program for grade 6 pupils should "also be organized.

fThis is particularly important when pupils will be proceeding into grade 7

in another school. Orientation should include visits by the principal and
counsellor of the receiving school}_a visitation day to the-naﬁ facilities |
and opportunities to meet the teachers. All pertinent information concerning
courses, programs and school regulations should also'be provided.

. More time and care should be given to the new student transferring
in during the year in order to assist him to make a smooth and less traumatic
‘transition 4#nd adjustment to a new learning environment. Thé use of a
"buddy" system or student "pal" has much merit. Tﬁe parents should not be

forgotten.

‘0
a0



INSTRUCTIONAL STRATEGIES !
” .
. . . . .

An instructional §tracegy is an educational method for. . B
translating knowledge intu learning. It refers to those teaching
skills which facilitate the learning/teaching process. Teachers
must have a wide variety of teachgng strategies in or@er to meet
different classroom situations. A teacher's effectivéness is
severely limited if he is familiar with only one or two teaching
approaches. When a teacher relies upen a single apprsach, such as
the lecture or drill, students often become bored and may develop N 4
learning and discipline problems. A lack of methodological flexibility_~wf
usually indicates a lack of knowledge.of student needs, interests and .
optimum learning conditions. Therefore, it .is reasonable t6 expect.
that teachers be competent in the use of a numbér of teaching'

strategies.

Teachers should attempt to expand their‘repertory of teaching
tools. There are at least four valid reasons why a teaéher should be
proficiently prepared infﬁ%widélassortment of strategies: (1) different
Jupils learn best in diffe#ent ways at different timgq,.(Zl sgm;

& subject content is best sq&ved by use of a parﬁzéulur strateg§ or
combination of strétegies{‘(3) diverse objectives call for diverse
approaches to meet the obJéctives, and (4) environmental factors, such
as money, supplies, facilities and time, often dictate which strategies

will be most effective.

The use of a variety of strategies can bring about a change
,from negative to positive attitudes in students and generaté enthusiasm
and confidence in the teacher. Gaining competency in a variety of
strategies, however, comes only with knowledge foliowed by practice.

e
P

There is a vast number of teaching strategies currently
available to teachers in elementary schools. Strategies may be

arranged in categories for the purpose of meeting particular needs as

-

o 8793_




is illustrated below:

Strategius for Small Groups

. Conferences
~ Group discussibns
Field trips -
Community resource ;ersonnel
fRole playing ’ |
. """ Buzz session
o Problém solving
“,4%:_“_ . Projecf'
gxif“" ) Student research
Case studies
Experience charts

Questioning

Strategies, for Individualization

Independent‘study, '
Individualized learming
Contracting

. Programmed instruction

@ Learning packages .
Tutorial
Int.erést centres

[&)

Behavior modification

Strategies for Large

Groups

Demonstration
similation
Lecture;
Observation
Field trips
Role playing
Dramatization
_Story telling

Socio~drama

Strategies for Special Use

Discovery (inquiry):
’ Drill-habit or skill forming

lesson
Intexrview

Socratic

-

'

Develobmental lesson

Recitation - discussion lesson

Inductive . - deductive lesson

Questioning

~

*
i

The above list is not meant to be exhaustive. Strategies mQy be
‘ ! ™

combined or blended to create new approaches in order to satisfy any !

\

i

teaching. situation. The sophistication with which a tedther can'selgcx;

and apply strategies appropriate to a particular learning situation,

{

identifies the competeh; professional in the’ classroom.

-

e m——r—— . —— 4
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Several strategies ‘which may be of practical vaIUe to’ the
Do teacher, are presented for study. These 1nclude. questlonzng

techniques, lesson planning, peer tutoring, use of films, use Of
hulletin board displays, marking techniques and use of notebooks.;-
" Additional inﬂe;mation on instructional strategxes 18 1ncluded 1n

.
, Appendlx E. : : _ :
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T LESSON PLANNING
i ad ' . ”‘:. - e'_.-_--_.-.-.., o ° ' h & :

o~ ) i

Organxzatxon for instructienmincludes long range, short tange

v f_ 25 .ahd daxly “lesson planhing. The primary function’ oﬁ planning is to

\
1
\
AY

- ; prov;de a systematic approach to a Specxfic hrea of study which w1ll
integtate ‘learning’ experiencEs in such a way tﬁ*f—eaﬁéattoﬁ"t‘oﬁieetfves
~can be achieved An instructional plan is a proposal. not a recipe. Thete

o \\\\should be sufficxent flexibjlity to allow the teacher to take advantage of

- | Ieerning~opp0rtunxtiF4thich may arise and which should not be passed over

o " becausé~they do not it the plan. Plans should be designed to cover the

ire sc??ol year, units of one to six weeks in length and
the content material éo be taught in a single day. Careful planning and:
orgenlzatxon provides the teacher with a sense of direction; a view of 5
iwhete he is going with a partiouiar group of learners. | /
e L;Q;wﬂf‘ . The Pnogram_qf Studies for EZementary Sehools prescribes . thé
‘content to. be covered in- eath subject area during the school year and
th*s cor titutes the basis for long range plannlng. The course’ content

g f .can ‘be ~ub-d1v1ded into teachlng units of varylng lengths which reguire

consxderably more detail. Preparation of unit plans represents the short
range planning level. The daily lesson plan is the step-by-step organiz-

ation deecrxbxng what a eeacﬁer would like to have happen during a certain

-~-~~—w»»~~;e%asswperlod These three leveis—of planning must be used by the teacher
N '_"T . in order to facilitate ghe_teachlng-learnlng process.
o }F_~ ' The elements or conponents used in planning at the three

L

different levels are qenerally similar but vary with the amount of detail

hJ

‘which must be include?.

——— -t

Elements vof the Yearly Plan '

v : - . -

R 1. Subject
2., General objectives
3. Unit titles

.8

4. Skisls.and concepts




21

S. References and resource materials
6, Evaluatiop

7. Proposed time period for each unit

&

Elemerits of the Unit Plan

1. Title

2. Objectives

3. Skills and éoncepts to be taught

N | .4. General metﬁods and learning activities
4. References and materi#is
6. Evaluation activities

7. Proposed;length of time to complete the unit.

Resource units for different subject areas are available.
from many sources. Units are ffequently developed by subject area

‘teachers. They are also available commercially or ‘may be found in

-some of the textbooks.

\‘ At times, the teacher will find it necessary to prepare
sﬁptt self-contained units which cover a specific topic or item of
intgres;. These may not bé directly related to the topic veing -
stud\?d but are designed to supplement the on-g?ing instructional
plan. \ Such units are usually planned by the indijidual teacher in

order to satisfy specific needs.

The Daily Lesson Plan

l. Topic . . .
2. Purpose or main idea
3. Specific objectives

4. References and resource materials for teacher and
students. .

\ 9

(<3



5. Methodology _
' (d8) Concepts and skills to be taught
(b). Learning activities necessary to master each concept
or skill o
6. Summary and review

7. Assignment

- _ 8. Evaluation : _ L
Objectives explain the purpose of the lesson by stating what

the teacher hopes.tp accomplish. The methodology gsection presents a
step-by-step outline of the procedures the teacher expects to follow

to meet the stated objectives and how the teaching matefials are to be
used. Evaluation of the daily lesson is a rgview ﬁechnique used to
determine the success of the lesson in terms of: (1) the extent to which
the objectives were achieved, and (2) the identification of the concepts
which require re-enféz"cément or re-teaching. The assignment has several
purposes: (1) to provide studehts with the_bppoztunity to apply the

~ concepts and skills wh}ch have been taught, (2) to give necessary practice
~and drill, (3) to.allow the teacher to give individual help, and (4) to
provide the teacher with the opportunity'to aséess what the child has

learned.

Suggested Use of Time in a Fofty-Minute Period

=
1. Five minutes - review of previous day's lesson .

2. Fifteen minutes - presentation of new content -
3. Fifteen minutes - class assignment

4. Five minutes - evaluation

Lesson% may be generally classified as developmental or review.
The introductory lesson and the inductive-deductive lesson are essentially

forms of the developmental lesson. Examples of these types of lessons are

»

included in Appendix D,

-




- ) TEACHER-PARENT CONFERENCES

It is necesaary and desirable that the school tepo:t )
accurately and fairly a child's .development and progress. The parents’
pr}mary concern is with the development and progress of his own child,
7but.the_parent can unﬁers;and the development of the individual only.
if such status and progress hre ‘related to same norm. The parent
wishes to know the specifics of the child's developmant in raading,
mathematics. music, social relations, and social maturity. They
also want to know the child's status in relationship to other children
of camparable age and grade. Most teachers use a comprehensive scale
- in detemmining pupil's reading ages or the grade equivalents of test
scores and in camparing reading ages with mental ages. Thus, they
have ccmparatiVe information readily at hand. However, such informa-
tion is usually not in a form in which it can be made meaningful to
parents ?hen the traditional device of relaying such information, the

report card, is used.

School staffs, in order to improve home-school communications
have moved to individual teacher-parent conferences. These conferences
are usually scheduled twice a yéar for ten to fifteen minuteé. The
following points have been found useful in conducting such conferences;

1. The teacher's greeting should be cordial and relaxed. Establish
a friendly atmosphere. An examination of material somewhere in
the roam could be a good way to start. If no easy beginning is
immediately evident, the teacher may wish to give a- brlef planned
summary of the child's progress.

2. Lel the parent knowy @hh; you would like to accamplish Quring the.
conference. . .

3. Begin aﬁd end with favourable points. . ot
m

La

4. . Be ready to emphasize the areas where the child's growth is
desirable.

93 -
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5. Document this analyéis with samples of his Qork.

~

e
°

. ’/,

6. Stress the next steps in the child's development rather than his
' varaations from tha norm or his defects. o

"Te Polnt up his social and emotional-growth as well as his academic.

8. Realize that the conference is a fwofway proposition and may be

of more help to the teachex than to the pareamt. - “

Ve

9. Listen, encourage thé.paiépt to..talk.

. 10. Find out how the ﬁarenﬁ is thinking and feeling about his child.
The teacher cannot understand the child's behavior until he

knows the parent's attxtude.

“

11. Avoid giving direct advice when the parent gives a statement of
his problem and then leans back saying, "Tell me what to do."

12. Be accepting. Nothing is gained by unkind remarks' or by putting

parents on the defens;ve.

v

o

13. Respect the parenté.confidenCes. A teacher does well to hold
in strictest confidence all that is told in an intexview.

In ordei to be fully prepared for'teacher-parent conferences . -

3

it is essential that evidence of the pupil's progress on daily. or

_weekly assigmments, unit activities, -and on tests be kept in a

- readily accessible file. Not all work needs to be kept but regular

samples should be available.

L
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The elementary school has been subjected to a variety of
societal pressures within recent years. Today parents are demanding
more of the school and have higher expectations for their children. This

. has resulted in an expanded curriculum and ‘increased subject content.

Within society and the educational community, there have been many

) mlslnterpretatxons of the real meaning of such oft heard terms as

“excellence". "back to the: basics".'"fbrward to fundamentals" and "any
child can learh arniything in some intellectually honest form". The end
result is that children are now reqﬁited to do more school work at
earlier ages, in oxder to cope with a curriculum which has been expand:d

far beyondythe basic three "R's". Some schools have responded by ‘ ~—¢€§:’ N

assigning moré work to be done -at home.

| | _ﬁréscription of homework by the school encroaches on the time a

child needs for play and also interferes with home-directed activities and
responsibilities., ¢hildren of elementary school age are in a period when

vital energies are being consumed by rapid growth and physical developmant '
and they must have time for rest and recreation. Furthermore, chlldren
are 1nvolved in mus;c lessons, community sports activities, church

activities and home tasks, all of which also constitute a significant patt

' of their total education.

Homework is acceptable and desirable in some instances. A
student, wh& is interested and motivated to pursue further study of a
particular subject may do adaitional work at home. In the case'of a
child who has been absent from school and has missed a considerable amount
of work, "catch-up" work may be assigned by the teacher. Again, if a
student is having éifficulty with concepts or skills and is unable to
complete assignments during school time, édditional homework direcéed
specifically towards overcoming these weaknesses is whfranted. Homework

should not be used as a punishment for misbehaviour or as a means of

attempting to motivate the child to greater effort. Any decisions concerning

homework should be made with the best interest of the child in mind.
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" A TESTING PROGRAM FOR EVALUATION OF PUPILS’ S

. -
\ > - . -~ . S . v

-

Bvaléation\of pupklzaéhiévement shoufd he a systehgtic érocess e
of gollecting. analyzing, interp.eting, and judging information relative
_-to the objectives of each course taken by the pup11 The purpose of evaluation !
“is four fold., erst. testing is used to improve learning through assess1ng
achievement, diagnbsing areas of strength or weakness, and discovering skills’”
and abxllties. Second, it is to provide information on progress relative to
objectives, time and other pupils of the same age or grade level, aq§
affectiveness of the instructional ﬁrogram or materials. Third, it is to
provide daﬁa on which promotion decisionu may be made. Fourth, it is used. e

as an indicator of the quality or education being presented.

Pupil evaluation should follow the principles of fairness aﬁd
justness, of impartiality with all being treated equally with freedom.gfbm...ﬁximn_n_
prejudice, of consistance or uniformity, and of having provision forréppeal
: N

The evaluation should cover the four major areas qf learning. These
arcas being the cognitive domain, the affective domain, the psychomotor domain ci

and the process skills.

Method of evaluation, frequency of evaluation, duration of the
test period, the standard or criteria for marking are major cons;derationAwhich
must be considerod in a tgsting program. The recording of the marks and
reporting of the }esults are also major considerations in a testing program.

Standardized tests represeunt ope source for data collection in the
coanitive and affective domalns. These tests have be;n divided into many different
classifications. A common procedure 1s to use three broad classifications:
aptirtude tasts, achievement tests, and measureé of persopality. However, a
more detailed ciassificétion with discrete categories is preferable in describ-.
ing an integrated testing program. The classification of tests includes: .

general ability or intelligence tests, achievement tests, aptitude tests,
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interest inventoriee, reading readiness teste. measures of personality, and

. + *

. diagnostic Lests.

A standardized test must be administered under standard conditions
lf the results are to be’ optimally usefuyl, Strict adherance to the directions
in the test manual is necegsary. S . B

Each school or school jurisdiction should have an @valuation policy
covering the purposes of testing and the principals of evaluation along with
decisions on the major consxdetations of evaluatinn. Many schools have found
the following standardized testing model useful when combined with their over-
all evaluation policv. The model is not meant to be prescriptive and may be
adopted in whole or in part. ' ) L

L]

Table 2
A STANDARDIZED TESTING PROGRAM MODEL

Grade " Name of Test . . - Time of Year
1 : Metropolitan Readiness (Revised 1976)  Septemper
Level II

Metropolitan Achievement (Primary I Battery) June

-2 ~ Canadian Cognitive .Abilities Test October
' Primary II . '

Metropolitan Achievement (Primary II Battery) June

3 Canadian Test of Basic SKkills, Level A
(1976 - 3 M) June
4 " Otis Lennon Intelligence Test ' October

Canadian Lorge~Thorndike Intelligence Test
Canadian Test of Basic Skills

(Level 10) (1976-3M) - . June

) Canadian Test of Basic Skills,
(Level 11) (1976-3M) S June

6 Canadian Test of Basic Skills,
' (Level 12) (1976~ 3M) . June
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MARKING TECHNIQUES AND USE OF NOTEBOUOKS
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A simple marking technique for ﬁotebooks and all written «

work uses ‘symbols to 1ndicate errors. The symbols,bhoﬁld be intrpduded

~in the early grades and their pée increased as the child moves to
higher grades. The following are~suggésted symbols which should be
used consistently: -

”

% .

.0 .
< N.S. - not a sentence
N.P. =~ new paragraph
'+ = 4indent -
- sp = spelling error ‘
| C = capital letter needed-
o s = small letter n;;é;ar. .
M - nmeaning not clear
P = punctuation incorrect
A - missing word or words 2 A - o,

Gr = incorrect grammar
W - wrong word (homonoym) ¥
I1l - 1illegible

L
In using this marking technique the teacher simply indicates
the error via the symbol. The student then attempts to correct the

error or errors. He maylconsult with the teacher if help is required.

A student's notebook should be a record and a summary of the
wofk covered. Therefore, it should be so orgénized that it becomes a
valuable tool in assisting the student with his §tudies. In general,
title éages should be used to indicate new units and several Spaces

left between assignments. All work in the notebooks should have a

title and aldate and the page number from the text, if applicable. 1In

social studies, a table of contents may bé& used to show how the notes

are organized with each page in the notebook numbered. 1In all subjects,

a section of the notebook should be kept for new vocabulary, words

difficult to spell as well as for tests and quizzes.

98 .101



X . X Notebooku should be frequently exam@ned by Lhe Leachet in opder to
- bhe;7/on handwriting. otqanizakion. legibility. neatness and. completion of
work or corrections. The. teacher should examine assignments .reqularly

A wnpther marked by the student himself or by a claesmate in order to -
. :///}/diagnose error patterns. The teachet should examine all assignments in
A which a student performs poorly, that is, whek: the mark obtained is less
will indicate to the teacher
. where reteaching is necessqéy. ' N | |

than approximately 80%. This type of diagnosi

..
Mathematics notebooks should have a widg_colnmn on the right
side of the page for computation and réugh work. The finished product is
recorded on the left hand side of the page. All work should be done in
ya
~ .In subjects where it is applicable to use marking symhols, these

symbols should be placed on theKleft hand side of the page. The marking
pencil should be of a different color from that used to do the assignment.

I+ is preferable to indicate the number correct on an assignment rather
than the number wrong.

>
N~
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. QUESTIONING TECHNIQUES o o
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., Educators recognize questioning as an important technique

. in teaching and léarming. Teachers devote a large portion of the

scheol day to question-centred discussions. Use of questioning as
an effective teacning'tool requireS'well-dgveloped'teohniquee. yet :
few teachers have received instruction in either the theory or the
art of questioning. Many teachers haverdeveloped tneir techniqcee

. through trial Aﬁa erxor or else attempt'to teach as:they wexe taught.
At best, this is a questionable practice. The appropriateness and

the quelity'of the_questionscused by a knowledgeable teacher will
stimulate thinking, discussion, and, in the final analysis, learning.

Questions vary in complexity\from'that of the simple':
factual-recall type of question to that of the very complex .
evaluative type .calling for the use of hxgher order méntal processes.
A taxonomy or categories of questions may be developed which correspond -
to the cognitive cbjectives at the six different lavels of intellectual
functioning identified by Benjamin Bloom in his Taxonomy of Education
abjed%ivea: Cognitive Domain, as listed-below:' ' |

v

l."xnowledge or Memory - the student is asked to perform sdmple recall.

2. Comprehension - this includes a translation and interpretation and
the student is asked to put information in another form.

o

3. Application - the student is asked to select facts, principles
and/oxr generalizaticns and apply these to a partlrular problem.

4. Analysis - the student is required to identify ¢ ad comprehend the

elements or parts of a process, communication or a series of events. .

S. 'Synthesis-- the opposite of’ analysis; the student is required to
combine and unify isolated data into a whole; he must engage in
original creative thinking.

6. Evaluation - the student is asked to determine ‘how closely a
- concept or idea is consistent with standards or values.

n

-
A

b . \

o .

Pesearchers claim that, in elementary grades, classroom
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functioning

_ divergent questions have more than one answer.

questions are usually direpted to the first two 1eve1s “and seldom go
beyond the apolicatigp level In fact, the factual-reca“ or memory

~tyge of question not only dqminatee most clase interactione but is also
the most prevalent.type of dmestion' used. by teachers emen at the fifth
and sixth grade levels. Xet research on child development‘ingicates that

. . o "‘,:
these children are capable of being challenged with some abstract thinking.
N - Ty . -
Questions requiring simple recall tend to inhibit thinking and discourage . -

further discussion, since a sinéle word response usually brings a_thoﬁght
pattern to an end. T B -

«

Questions directed at the comprehension level usually talae the

' form of translating ideas from a picture into words. Interpretation

questions, where students are required to make comparisons. are often

ignored. Teachers should evaluate.their questioning techniques and

' prepare questions which are directed at the high levels of cognitive

oThere are two basic types of questions. namely, convergent or

divergent. Convergent questions have only one poss1ble answer while

-

The art of questioning is a skill which myst be developed ano
proficiency is acquired only after much practice. There are some basic
guidelines which teachers should follow. |

_ i._ Precise Wording

Questionsoshould be precisely worded so that students clearly

understand what ,is being asked. Poorly wordeg:questions leave the-student

' perplexed or confused so that he is unable to respond intelligently.

Rephrasing a question may%often introduce additional content which negates

-the original intent of the question and creates even greater confusion on

‘the part of the student. The teacher must always give careful thought and

~ planning to the wording of questions.

)




//4§19cusexon of a tepic. A questien eheuld'be formutated so that it
//7logica11y leads ‘to others in a sequential mantier and thus, new ideas

“and’ facts are being constantly xntroduced This sequencing effect
stimulates thinking, assists in. maxntaihing 1nterest and contributes.
to a fuller development and understanding of the subgect under N
discu: ion. . IR e

' | ; ' I R

=3, ,CIaxxxy of Purpose - '"f_ \il . .5{' ) ' g
_ st . -
Questions are posed with iffexent purposee in mind. hence.o

the phrasing used should reflect clar*ty of pu:pose. QccaSLonalty,
the teacher may wish to review a lesson which has Just been taught
so questions would be aimed at identzfying the important tects ox
aoncepts presented At other txmes, questtoping may be directed

°t
e*ﬁx\éﬁ towards clearing up m;sconceptions. clarxfyipg tetminology or

'rephtas;ng a podrly worded questlon. Effecdive usé can. be made of _
the unexpected or surprise type .of question in order t¢ gain' the
attention of the class, introduce a lesson,’ heighten inteves: and
curios;ty,,challenge the logic or credibility of a statement or even"'

to provoke humour. Regardless of the crtcumstance. the teacher must

always keep the purpose of the question clearly in mind and this should

be clehrly conveyed to the students.

.4, individualizing Questions

Individual differences and ability levels of the students
in a class influence the type or level of question which should be
used by the teacher. It is importa.nt that the teacher know each
student well and be ahle to adjust the qgestloning to suit the stident.
Questions requiring.higher levels of inteilecteal thinking should not

. be ditectef at the slow student or the disinterested student since tpis-
" often refultsfin embarressment or humiliation. Conversely, low ‘level, .’
simple recall questions present little challenge to the very capable

student. Careful phrasing of questions will enable the teacher to cope

g
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5. ‘Directing Questions -

- \l - v . . -

\

1

moze'adequetely with individual differences. n .- -

Questions should be directed to the entlre class 'in ‘order to
stimulate each student‘to think about an appronriatestesponae. Following ¢,
‘a pause, students may then be called upon to resgond A particular

student should not be alerted or called upon by name to respond befoyre a

: :_question is asked.\ In such cases, thlS le a signal for the other members

@

in their own abilities.

‘of the cPass to 1gnere the question and not both to think abo:?\an~3nsw'r.

since someone else has already been chosen to respond. An- exception to th;s
guidelxne can be made in the case cf an inattentive student. .

64 Elieiting.Student Response

Some students tend to be shy or withdrawn and hesitate te respond
voluntarily to questions. Through skillful questioning, the -teacher can
encourage these students to participate more activelyiinselass'discussions. '

This also helps them to overoome‘their shyness and develop more confidence

7."Encouraging Student Questions

i ; Classroem instfuéti;n is-often teacher-dominated. ' Whether it is
a lesson presentationror~aQEIass discussion, the teacher tends to do most
of the talking. The same can apply to'questioning unless the teacher is

aware of this tendency ahd makes a spec1al effort to provide opportunities

for students to ask questx&ﬁs as Qe Students should be encouraged to

- ask questions not only of the teacher but deo of other students in order to

satisfy their curipsity. When asked a quastiodﬁ the teacher need not always

-be expected to grovxde the answer but should seize such ‘an opportunity to

ellc1t the answer from other members of the class.

.
i

The above guidelines are designed to assist teachers iu pexrfeciing -

questioning skills. However, there are also certain practices which'must\be

avoided. Some of these are listed below;q

l.* Avoid asking questions requiring a "yes" or "no" answer.

| 1 09,_
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2.

3.

6.

Avoid the practice of accepting respoﬁses only from the
bright students and the "hand~waving" volunteers while-
ignoring the xest of the class. -

Avoid leading questions wbich reveal the teachsr's_pérsonal '
biases or which stiongly suggest the answer. '
Avoid asking questioné about unimporfgnt, superfluous or
irrelevant facts or issues which do not contribute to the .

‘topic being studied and which have little significant value.

Avoid embarrassing or humiliating a student by insisting
upon a response when it is obvious that the student does not

understand the question or does not know the answer.

« Avoid changing an assertive statement into an interrogative

by adding such words or phrases as: "0.K.?", "ek?" and
"3ll right?" at the end of the sentence.. '

Avbid using incorrect grammai, élang and other improper forms
of the English language in formulating questions.

Teaching and leaming will become more effective if teachers

~ Appendix E.

make an efforc to improve their questioning techniques. Additional T

information énd examples of questioning strategies“are‘included in

O



X STUDENT MOTIVATION .

', Motivation is of particular significance to the classroom
teacher as it helps in the direction, magnitude, and pers;stence of
a chxld in leatnxng _Though it is true that the child is the prxncipal
agent in hlS own educatxon and development, it is too often true
that many children fa11 to xdentify with the goal or purpose and
apathetically go through the motious of participating in class
activities without any real or lasting learnings. It is at this
point in the téaching—leaxning process that teachers badly nerd to

know, understand and use motivational procedures that inspire children.

A low level of motivation is considered by many as the
number one, learhing problem for children at afl.levele'in our schools.

Yet, this is one area of teachxng in which many teachers seem to be

\1nadequately lnformed and equipped and feel the need for improved

techniques or skills. This is in part, due to the conflicting and

impractical concepts. and theories on motivation and, in part, due to

the: fact that the teacher tries to tackle the.probicm 2n a group basis..

~ -

The behavzor of unmotivated chlldren is characterized by a
lack of goal- d1rectednese, energy, and emotlonal response to sxtuationsm
This means that such children are ‘not gulded by self- directing goals in

the selection of activities in their day-to-day school life. The

motivated child is enthusiastic but the behavior of unmotivated v
children is characterized by lack of speed, intensity, and effort. The

process by which an impulse to action is provided and by which the child

is encouraged to put forth required energy is often missing.

Py

Unmotivated children also differ in emotional response. That
is, when confronted with certain situations, they often do not experience

satisfaction or dissatisfaction. They doc not express positive or

negative emotional response; they -are apathetic toward activities: ,

they seldom give verbal expression of pleasure or pain. Over the years,

'these chlldren have adopted a way of life that does not iuclude ,

perserverance. They do not work harder and longer on any one task
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than another.
i
L4 L] (4]

The result is that these children. unlike their motivated

classmates, do not achieve established goals and obnectives. It may

~ be that some of this variability in the achievement of objectives is

due to differences between unmotivated and motivated chiidren«in such
cognitive and socio-economic factors as: intelligence, aptitude, and

famiiy background. However, while not denying the significance of such

- characteristics, it is suggested that affective factors related to

motivation may be more important. o

v

~

To reach the unmotivated child and to help him cultivate a

genuine zeal and enthusiasm in the learning process that will produce

o high achievement and positive attitudes, it is necessary to look at the

unmotivated child's environment. A school~going child spends’ approximately

‘half of waking time in the school environment. An active search for

environmental variables in the schoeol environment can provide etiological

factors in the school that might have shaped and maintained unmotivated

behavior. Such a-search will help. in restructuring activities for the

unmotivated children in the school in the presence of other extrinsic source
of positive motivation which are sufficiently strong to overcome the amount .

of lnhlbltlon or resistance to activity.
There are a number of characteristics in the school environment
which might be related to low motivation among school children. Some such

characteristics are:

1. -Group Centered .

The physical and social environment in a conventional - *
school caters to the needs of a group and, as such, '
the student's sense of individual identity may be last

© in the impersonal educational mill, where he is processed

‘ through large lecture classes, tested by obijective
examinations and recorded in symbols on computer tape.
To motivate each child in the classroom, he should be offered
opportunities for learning experiences which are meaningful’
to him and in which he may become meaningfully engaged.
This means providing individualized instruction.

112
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Lack of Child Participation in Goal-Setting

-

In the mass educational process, educational goals
‘and objectives are normally specified by teachers

for a group of children and the individual child is
usually not given an opportunity to participate in
this goal-setting and decision-making., In truth,

‘he may have in his own mind established a goal for

- himself quite different from that of the teacher.
-Such a child is bound-to become unmotivated because
'classroom experiences have utterly different meanings

for him. Therefore, child participation in the goal-
setting is suggested as another step toward greater
effort, greater understanding, and greater enjoyment
and progress toward goals. Not only should students
be encouraged to participate in the establishment of -
realistic, attainable, and’ worthy goals, but also in

"establishing the nature and order of their learning.

Thus, to outline a task clearly and understandably
would seem to be one of the most important motivational.
tools because such a step would gquide the teacher in
the teaching and the leamer in his leaming.

BAbsence of Prompt and Specific Feedback .

In the conventional school environment, another factor
that leads to lack of motivation is _absence of prompt
feedback. After he responds, the learner ‘is often not
provided with immediate and descriptive information

-concerning the correctness, appropriateness, or

adequacy -of his reSponselto the task at hand. Too
often, in our present school situation, learners do not
know about the adequacy of their specific response

_because they are awarded an overall grade on the total
_assignment. Also feedback' is very useful in redirecting

the leammer's performance as it identifies areas where
he needs further practice and spells out how much of a
correction is needed.

Rt

Reward Preference

Often no attempt is made in our schools to determine
the reward preferences of each unmotivated child in
advance of instruction, group discussion, or individual
conference. The vésult is that some students do not
manifest the observed behaviors even after persistent
teacher effort. This shows that these students are not
being rewarded for desired behaviors with their most
preferred type of reinforcement. Therefore, in order
to strengthen a child's motivations for learning, it

L13




appears in@eratlve to establish the child's preference
for reward and then to reward the child in a highly
consistent manner, keeping the following three
principles in mind: (1) liberally reward that:
behavior  waich is to be encouraged; (2) occasionally
reward a stable behavier pattern in order to maintain
it; and (3) avoid rewarding undesirable behaviors.

“A low level nf motivation is considered by many educators as .
the number one 1earn1ng problem for childmen in our classrooms today.

. It is extremely 1mportant that we attempt to find methods and techniques
which will be effective in motivating learning. Bulletip boards are a
'motivatioﬁal tool. Peer tutoring also helps to. alleviaté this ﬁroﬁlem.
,Classroom organxzation and question;ng techniques are also topics wﬂech
need to be looked at 1n ordér ‘to ensure an effective teacher-pup11

interaction.

v




PEER TUTO%ING
The purpose of this article is to acguaint and stimalate
interest among teachers and other personnel who deal.with children in
tutoring procedures that will maximize'learﬁing and positively affeet
attitudes, conduct, and self-concepts of school children. Peer
tutoring provides a needed boost for sloweyr children and is a very

_ real’ way Oﬁui%VOlVlng older or more capable children end modifying

theit behavior and attitudes towards their own learning. Information.~u<
on how to organize peer tutoring, the educational benefits of this '
approach and suggested steps that a teacher should take to insure an

< o .N.

effective tutorial interaction is provided.

Of .course, peer tutoring is nct new._'It was e widely used

technique in the one-room school. The.concept of peer tutoring is

begpming increasingly popular again and is receiVing_increasing .
acceptance in many classrooms. The work done at the Teacher
Educational Research Centre in New York and recent research projects

involving peer tutors have uniformly und the outcomes to be positive:

" not only do the tutees benefit but |the tutors also show gain. in

attitude, self-esteem and school achievement. Besides, being
benefxczal to both tutees and tutors, such an approach frees teachers
to provide remedial or enrichment work on an individual tutoring
basis. This approach to learning provides for prompt: feedback,
reififorcement, and need satisfaction.

Essentially, peer tutoring means having one student assist
another student during leaming aCtLVLtleS. In one approach to peer

tutoring, tutors are older students who are asked to work with younger

- students. 1n a second approach, tutors are those students of the same

class who have mastered a certain concept or concepts and have time and

- desire to help others with that concept.

Ir. order to insure an effective tutoring interaction the °

teacher needs to pay ettention to some of the steps that encourage

¢
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leamers to demonstra;e the desired performance. Suggeéted steps are:

1. Before initiating the program discuss purposes, pracedures
and. methods with administrators, students and parents involved.

2. Tutors selected should be compatible. One approach is to
have the tutee select a tutor from a predetermined list. A
The tutors must know the content and be good at ° ST e
5\\\ . verbalizing their thoughts. The tutors should be good . :
i : : ’ models and exhibit desirable behavior in study skills, -
) " . communication skills and ‘ménners.- These tutors should be
enthusiastic for enthusiasm is often .contagious: The-

. - ' tutors must also be.those who voiunteer to perform such s
' ”duties. : - B
~__ . ' g | :
e 3. The tutees should be students who have been identified
T : - through testing and observation as having problems and have

... . ' indicated that such efforts and interests on the part of .
" . others would be beneficial. '

4. Tieining of tutors will also be beneficial. A meeting with |
a tutor to exp;ain the work he is to cover and  methods he may
.. use to help the “tutee will help both students. Tutor skills-

. which may be emphasized ares. . : : '
e .‘ . - e. communicate interest in the child e
" b. communicate interest in the lesson : —

c. create right atmosphere and.xrapport by being helpful
and patient ’

d. questioning-tecﬂﬁiques kthe-asking of simple guestions
which can be readily answered correctly)

e. how to praise good effort.

5. The selection of time and place is important. These details
are cooperatively decided by students and teacher. The
~ place for a tutorial session should be outside the regular
. - classroom in a special learning centre where adult assistance
and supervision is available. A chart containing names of
. tutors and tutees plus applicable times as well as place of -
session should be posted. A session of fifteen minutes is
adequate. . ’

; 6. .Tutorial sessions should be supervised., An adult teacher or
paraprofessional should be available' for monitoring proceedings
and assisting in selection of materials needed. The
supervisor may récord results on profile sheets, check
mastery of concept and assist by suggesting content or
materials for future sessions. -

' ‘ e
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AR : - ‘7. 1Instructional materials nevd to be selected which
S _ are specifically related to. the particular content .
- _ and the instructional objectives. The selection
: ~ should include different kinds of materials such as .
_ - books, pamphlets, filmstrips, records and manxpulatzve p
. . . cobjects which are appropriate.

. - 8. The teacher needs to meet with “the tutor following the
: ' .session to share experiences and discuss solutions tc
; - any problems encountered at this meeting. The teacher .
Lo : may also wish to meéet with the tutee to discuss’'his h
: : perceptions of the experiencde. Such a meeting should
inform the teachar about the effectiveness of the tutor.

9. a di fferent tutor should be assigned to a *utee if o
(1) the tutor is found to be’ ineffective at the task,
(2) the tutor-tutee relationship interferes with the
o " progress of the tutee and (3) the tutor does not keep
o - up Wlth his own work. : o . .

In_summaiy,"it has been suggested the moét effective‘ieachers
for some child;en_may be other children. A list of procedures and - - .
techniques of tdtorihg'has'been suggested. Of.course..to-imblémen; -
L . : . these procedures will take t$me and planning. Hpﬁevar. if peer | S
v . tutoring provides the needed boost for some students, then the effort
. _ . has been worthwhile. ‘ / |
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‘us_"sell ideas" to the class. "Industry spends more than a hundred

_a planned part of the classwork.

~ USE OF BULLETI.. BOARD DISPLAYS
. The classroom bulletin board is a visGal aid which can help

million dollars a year for bill board advertizing. 1In every classroom
we have bxll boards which could be potent agencies for selling ideas.
Why not use them?

The success of a bulletin board depends on the use of the
material in class, as well as the effectiveness of the’display_itself.

A good.display must attract attention. This attention getting can be done
by using color, a striking plcture. an arrestxng arrangement Hf materxals.

" or an eye-catching label -- one that * arouses your curiosity but doesn‘t

satisfy it. A student looklng at the display should get an idea which

will set of£ a chain of other ideas. The display may‘ask a question which

will provoke other questlone adsociated-in the mind of the onloocker with
] ) L

the same problem.

Kl . -A

:To be successful, the display must hold attention. It will do

»

so if it is developed on a unlfled theme as expressed in a slogan, a

single picture, or a series of pictures. Usually the basic subject should

be apparent at a glance. The material must be oarefully selected to be

made the focus of class attentlon and should form a major\baeis of discussion.

This means the display must- not be_ loaded with superfluous matter and be
N e

Simpl_icity- is the key to all good arrangements. . An eas'y way to
achieve this is to follow the architectural lines, of the bulletin board.
Use less material, more carefully selected,'to put across an idea. The
labels are important. Labels, done in larqe-sized letters, should be an
integral part of the unit of work exhibited.

Mounting paper should take its place in the bBackground. If
the mounting is too briqht} students will see'only dazzling color which

distracts from the object of, interest.

112
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.into the matter.

s

o 0010r,'pzuperly used, howavey, doee.attract attention. ﬂ;
It has an 1utrinsic.appea1 which will command interest whether or not
it has any direct bearing on the message of the display. Some devices

'used to secure cuncentration of visual interest are: bxightness

agaiﬁét darkness, wa:m colors against cool colers, pure colors against
grey colors, detail and texture against flimsiness, and form against

'5 plain space. Color is more easily retained in the memory and makes
-the message more realistic. Use three dimensional objects which

might lend effect to your display. A good»d;splay arouses curiosity
but by not satisfying it class’ members are iégelled to look further

. v

4

Here are some bulletin board suggestions whichAstudents may
want to try. 'Pezhape they will get ideas for other displays from

U

\

Foreign lands. Exhibits might include articles brought.baek from \

4
these..

' ~a foreign country by local people. Such a display may result in

.,the exhlbxt . N

having a guest speaker come 1n to talk about the country and explain

-

Field trips. The class can make a bulletin board display of an

activity following a field trip or outdoor education activity.
Students may write a description of their trip..

n B

s

.Conservation. Themes from displays might include: forent fires,

flood control, wild animals and resources. ‘Maps, drawings, graphs, -

. and pictuies may be combined to presant facts, stir lmagination and
'call for action on, any of these themes. ’

K
r
K]

Products. On a table before the bulletin board products from various
- countries can be exhibited, with a string going from each product to

the country from which it came as shown on the bulletin board map.

l1g




Explorers. A good way to introduce a unit on early esploxation is to
.cut out of white paper and pin to a blue background a eompass.“an . 1:5
. . +astrolabe and the contents of the world. White,string can be used to - ‘ P
) show routes of early explorers. - Y L | - | ‘;E

L

L

Eskimos; A map showing location of the lnuit people would_serve to. )

, | - introduce a study of such a unit. Around the'map place items of Eskimo
' -1ife-t¢ attract attention to the disp v. e

S . : o ’/'- i ) . A .
.Neighbours. A good neighbour display can be used from kindergarten _
through the twelfth grade. Depending on the maturity of the students and L
the topic being studied, the theme might be “Good Neighbours ih Foreign

‘Countries", "A Good Neighbour in Our Town“ "Be a Good Neighbour at Home".

/

. qf-

or "Be a Good Neighbour to Animals . From these themes students learn to
IR ‘ respect the rights of others. E L _ R

)

Stamps. A display of stamps'of a foreign country or section of the'world

is often a good introduction to a unit. History topics can often be ; _ L
o illustrated through stamp displays. "} ' o
~ Books. Books for extensive readiné'in the current unit can be advertised S
attractively by bulletin board displays. Librarians are glad to have this
advertising. . £ _ S ' . ' ’

v ' : . -

Here are other ways of advertising books. Show a time machine

-

[ 4

, ' and booﬁjackets with wings added plus a caption‘Travel Through Time. A

' - clock with hands pointing.to book jackets which served as the houxrs. The
| caption .reads Make Time Worthwhile. SCissors:’yarn, hammer and saw can be
used to advertise seasonal books dealing with sports and similar topics'’ ‘
identified Wiuh seasons. Decorate the board with leaves,” paper doily .
snowflakes or flowers. Summertime -- And the Livin is Easy could be a
caption for a display showing a boy fishing (Huck Pinn’ type) with-a book _
in his lap; show book titles superimposed in a fish.leaping from the water--
waves outlined with yarn. . Travel with Books - Airplanes follow a yarn .

route on a world map; book titles appear on each place silhouette.
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Caxtoons. Students can collect cartoons.on a certain subject-- such

"as labor, elections, prices. These can be displayed‘and then rethrnsd

‘to their owners for their own personal collections. if they beoome
interested in cartoon collecting as a hobby

Ribbon'Mags. A woiid map is placed on the bulletin board. News events
are posted around the outside of.the ﬁaﬁ. Ribbons or colored st:ings
golfrom'each news eﬁeptmto.the place on the map whéte the etent
occurred. o |

“local Industries. Material'for display purposes can be xequested from

local industries. Sometimes this material is historical in nature.
sometimes of cunxent interest. Many firms are glad to cooperate in |
supplying such materials and respect the teacher's obligation to guard ,
against advertisxng in the classroom. ’

S
. \
L]

what can I do? Such displays are effective. "Pictures to suggest and

illustrate several kinds of positive action an individual can take to
promote better human relations or bettet'govetnment would be- ‘Worthwhile.

2@ . .
A . v
e

s

Travel. For elementary school -classes planning to study a country by .

taking a "trip" around it, a committee might investigate costs of .

' travel. Graphs showing the comparative costs of travel could be

displayed on the bulletin begard. Travel posters and booklets are
available - from steamship, airline, bus. and railroad companies. These
make colorful displays. that can often be tied up with books about a

region or a country; or they can be used to.introduce a unit of work.

- -
ep
. »

Snapshots. Interest in a hobby can bo stimulated by a snapshot contest
and can be directly tied up with local history. The snapshots, like
any other bulletin board material, should be mounted oarefully,

. R . a [
Maps. ¢ Colorful and informative bulletin board displays result from .
a good use of maps. By usiaé the opaque projector and flashing an

outline of a map on the bulletin board, a large map oan'be easily

v
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e . : tzaoed on//;e background paper. Then ‘the committee . can fill th:e in to ’/#,;;

show prodncts. natural resources, railroad, or other desxxed lnformation. .

r . s . e ) : . L.
..1-‘ .

Famous People. Silhouettes of famous people studies,'w;th clues as to /

.. | their identities, create 1nte£est. An. opaque projector. can help make
o “ * the silhouettes. Transparencies and overhead projector are also ussd.,

G
¢

Sports. A dldplay depicting the sports of various codntries always has )
great appeal. ‘This, might be centered around the olympic Games. : AN

» . .
£ ™ " . R [
f

- - .
¢ . <« -
&

o a - . Holiday SCrapbogk, Bulletin board comm;ttees can . collect materlal or

B hollday eXhlbltS or for special days. .. '

) )

LA

obby Dlsglaxs. There are lots of ways' of shpwing how to usg leisure
txme to advantage. Stlck figures can be ‘made to climb mountains, N - ‘
e : ‘..: hblcycle, weave, sall, sw;m, draw, or sew. This type of dxsplay can be 51'} :
adaptpd~to -any age level In senlor high, for example, hosteling
%,_"‘ndght be adVErtised by having stick .figures cyclxng up. ‘and- down mountains 3 ;;
. ‘and paths all around the bulletln board. Here "and there they can stop to .
" cook supper or take a swim. In the center, lnﬁormatlon about this kind
of'vacatlon could be posted. « o ' _ )
. ! . ' . . :’. -0 o
Ideally, bulletln board dlsplays should be planned and made .
"~ by the students thh the guldancs of the teacheru Rotatlng bulletln
) : ' board. commlttees should act as clearing houses for display material.
4 . These committees should be on the  lookout for.posters, announcements,
charts, clippings, data,'diagrams, drawings,:graphs. maps, models, news
K " items, object pictures, specimens of material, and pupils' worK. Pupils
| can analyze displays which they see about them daily -- movie postexs, bus
"ads, and products’advertised in shop windows. They should watch for poster-
~boards and other materials that attract and hold thelr attention.” This
observatlon will help them to bacome critical and to 'improve their own .
work and nill suggest many ideas which they may adapt to their obn use.
, - ’ ? - - 4 *

’ 4
Active student involvement in collecting, organizing and
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- preparing materials for bulletin board displays ls the teacher's

primary responsibility At tiwmes, however. the teacher should

. prepare the display.. An example of a teacher prepared display is

' one used for introducing a topic or unit. Such a display is usally
;Apzepared prior to the actual class session and then explained by

‘the teacher during the class diScussion. This type of dieplav should

stimulate student interest in the topic and contribute to the '~
educational objectives by providing an over-view of what is to be
studied. ‘The"teacher may also prepare a bulletin board display when

 time is a limiting factor. 1In these cases, the teacher may wish o

visualize content by means of a bulletin board display and yet not
take up a great deal of class time by 1nvolving pupil planning and

: ,preparation. : = s . : L

\

A "horgue" in which to store materials, including°old#v
displays that may be re-used, should be the'responsibility of the '

'bulletin board committee. This’ file should be set up by topids >

fthat flt conveniently into the pattern of the particular course. A

large manila folder can be used to bring together the clippings,
pictures. and other materials on each. topic. The, Wmorgue" could
also include sketches of particularlx efteétive displays obgerved
elsewhere but -adaptable to their ownﬂUSe No file case fgg the..
*morgue"? How about orange crates painted by the art class.'

. ot .(, LU
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L | © . USE OF FIIMS

R The use of motion pic*ure films in the classroom can be an
asset to the teacher-learhing process. Before using a film, a\teacher
must ask himself the question, “What unique contribution will ‘this £ilm
make' toward the richer education of'my students?" Thus a teacher needs.
to examine the unit to select from it those ideas which seem to lend

themselves best to presentation through a film. Ideas which need motion,

depict animation, time-lapse and micro-photography are aided by film._

Historical events or re-enactment ‘of these events are also depicted best

through film. Therefore, the first step for the teacher in film use is
" to examine the teaching unit and select those ideas which best lend |
themselves to film presentation and select a film which presents these

ideas best.

Generally, films serve to introduce a topic or furnish details
concerning a particular aspect of a large unit or. act as a summary or ' '
_review of the unit. Therefore, out of the available films a teacher '
selects the one which is best suited to the purpose at ‘hand and previews
it. Previewing films serves two purposes. First, it affords the
opportunity to ascertaining the purpose the.film will'serve. 'Second. it
affords the opﬁoxtunity of devising leading questions used in preparing

the class for viewing as. well as the opportunity to select follow-up

.

.

ectivities. Decisions as to showmng techniques “may also be made duiing':'

»

the preview.
. g

LN

;Yeparing or motivating the class through appropriate questions
is essential to an effective oresentatlon. The film should,be connected
w1th what has gone before, and lead to future actiVities. When the class
has been properly interested and possess a definite purpose for viewing

“ the film the teacher has reached the appropriate tine for presentation.é'

~ v
) [

Following the presentation, activxties are carried out which
v Wlll clinch the learning that has' takén place. DiscusSion to overcome

¢

musconeaptions or to emphaSize poznts should be carried out. The-

s -

L
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follow-up period is the time to draw out the impressions ‘gained from
_ the £film and to-expose°the ideas of each student to the powers of !
L N ’ observation and-critical thought of the class .45 a whole. : .

. (3% .o LS <
e . L. " e v

Some teachers have utilized tests based upon the film's
a T ' content as a teaching device to be used in the follow-up period.
iu | r Films viewed in orxder to gain appreciation of great moments in V _
; _ . histoxry or to set mood are best followed by a creative expression Co .
' ' assignment.

“w

some films tell their story inlone shoWiné. Man§ fiins.
however, are worth showing more than once. The second showing ma&
grow out of‘the discussion period and;may have the purpose of clearing s
L, up misconceptions or filling in missed concepts. -The seoond showing
may come many days after the initial presentation and is viewed in
the light of subsequent study. =

<

A film is not ‘a self-sufficient tool. It needs the teegger 3 b
to set the stage for its presentation and to folloy it'eith appropriate
. activities. Motion picture films'are_but one of the worthY'teeching
devices available to teachers. It should not be used to the
exclusion of other teaching aids, and should be integrated with the
teaching process at the point where it cen make its meximum.éontribution.__
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0 : © APPENDIX A
7 e LEARNING RESOURGE CENTRE YIMETADLE - ‘
SSs ' : ; . Veek of Nov. J4 - 18 -
S wl\.o. T b -:- \ - e aa - | . " g
Hove HONDAY S TWESoAY . WEDNESDAY . THURSODAY . ~ FRIDAY
v Bofare | Note: “LNCxpaas at 8.00 a.m. whon busvs armva, .- : . )
- School I : Activitiou: “Students work on assigrments; " Co S
. . -Primuy students taught to use media ciuipment; _
, ! ~Intermediate studants preview motior ptoturcs under supervision by IR teacher;
o o - ~LR ‘teacher consults with olasoroom teachers ro olass assignments, '
s ° : L ~works with Grade & students in using flannelboard r story telling in e
o . . mﬂ@uvaww?' L . . s .
' H gﬂmde' 2 (15 stud- Crade 8 Skills lescon Grade 1 Class § --. | Grade 2 Use card Grads & Cont. rep-
ents) Skills lesson a‘;&a catalogue (18) | Group of. (13) for | catalogus tu locate ort on Comunity
on card eqtalogue. grada 3 Class 17 - Ind- | instruotion on ueing | all materials on their helpers. (18)
Grade § Dictionary | tvidial research on tape racordera, » ‘community helper. (15) | Class 10, Work irds-
: assigrment (8 atid.)| "Moosa” cont. from Listen to atory tapes.| Cr. 3 Clacs 7 Koose psndentty on vooad,
' . Grade & Resacreh yeateiday. (12) _ Itlustrate a favour- - | projoet eont, asstgnment. (18)
- “ | Tn movie making Voo {te part of story. _ : )
. (12 students) L - o : L
t Grade 3 Clase 7 ° | Claus 14 Gr. 7 Class § Gr. § Class 14 Biography - or. 6 'Class 12
Introducs "Noocse™ | Begin Eiog. study Skills tesson on card | 8 ¢) PRy Book talk on Setenco
assignment (20) of famous Canadiang, catalogue (15) Clags 10 Vocabulary .| fio. books avatilable
1 2 . t1¢) Subject cards today. | aseigmwment (12) . |im LRC,
¢ L o Clayvs 12 Cont. research | Clase 14 Gr, ? Cont. L ‘ Follow-wp for their
. an 1oviemaking, (13) - biography study (14) ¢ :%{ YA Wrinkle
o \~ . s . L . . ” A ) .
3 Grade & Storytime Grude_1 Story tims Kindargarten story . Grade 1 Storytime QM: 5 s 8 Story- \
' Laura tells story Allen tells flannel- timo. Randy tolls .| Lorelet ~th?; . time ) ub?'wo-'
® "Little Red Ridiny | graph story "The . story "Three Billy flannelgraph story ab, author, eto,
' Hood” using flarnel- | Enormous Turnip” Goats Gruff" (21) - | "Snow White" Introd. Read “Frederick” and
doard. (20) Cl. 13 (1) . ‘ Class 13 Working olass to non-fie. tntrod, other book
Indévidual research. | Clase 13 Working independantly on area of library 395.2 | by Leo Liorni (32)
on animal families .| tndependently on - animal families. (12) | (32) . -
(12) o animal famidics (13)
» ¥ T
9 lote: Lunch \ _
¥ LRC open for aaaiotancﬁ to- otudents and teachers.
4 Clago_8 - Northwest | Clasa 14 \Working on Class 8 Northuest .| Clase 14 -Radio Show Class 8 Northuest
Coagt Indiana (10) | radio eha prajects. Coast Indians (10) projecta (32) | Coast Indians (10)
Class 10 Fur Trade £32) - Class_10 Fur trade Clase 11 Map Gtudy Class 10 Fur tvade
Class 11 Map Study |-Class 11 Mnp staudy reseafch (15) of Europe (15) raséarch (15) g
- Burope (15) of Burope|(15) - Class 13 Research Class 13 Africa (13)
. Clags 13 Afriea (15) ". L “on Africa (18) ’ L
5 Class 14 Solar | Ctags 8 6. 4 - Kindergarten story- Class 9 Or, ¢ . Class 8 Gr, 4
System (20) Tntroduce unit on | ° time., Read Cannon- Plaing Indians Plains Indians
Clasa 13 Anctent Plains Indions (81) ball Simp. (18) regearch (21). raesaarch (21)
. 6resca. Discuss aub- | Class 14 ¢ Class 13 Cont. res- | Clasa 14 Research “Clasa 13 Rasearveh
- - Jeot headingo. Duv | réaearch oh sc law earch on Ancient on Solar System on Anctent Groece
a bibliography. (14)| syatem. (2?)' . Creace (14) (30) - (14)
Coe After Pl Duao kits for Note: LRC\open for asvigtance to atudunts and teachers by media Learning Resource
v Sohool staff meetir 3, aggtatant + ynder supervieion, C Centre Club Party
' Ses Barry. Meeting widh M,
Hope. i . . .
adhaa - —— .y —ee P]
School prafite: -1 speclal teacher R
-394 students \ =1 full-time school secretary
. . ~Grades k-7 . -1 full-time learning resource teacher
i . =15 Classroom teachers ! ) . * ~1 part~time clerk - Learning Resource Centre
. -1 principal (25% classroom teaching) - {15 hrs. a week) "

~ From RESOURCE SERVICES FOR CANADIAN ‘SCHOOLS
Permission of McGraw-1lill Ryerson Ltq.
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S _ COMPONENTS OF AN ELEMENTARY SCHOOL GUIDANCE PROGRAM
b ¢ 4 v | | .

. . . .
LI o . . ) 1

I

1. Guidance in-service programs

{

professional reading = perxodicals, ‘resourcé materials
institutes, workshops

JAinservice work - staff, county, district o
- A T.A. = professional development programs '

: ' v Y

-
. ]

2. ‘The role of the teacher }h the guidahce program . BN

3. . Demands of daily routine and time for couﬁsellfng and guidance ‘

[y N

¥ ' . . EY I " s ) PO

4. Individual counselling
- \

'« - gime, procedures, fadilities
5.-. Group Counselling S

F , = time, procedure, facilities, areas or topics

- class, large group, small group

i .. R ] A .

H
A “_

6. Guidance testing program ' S : - o ‘ s

- = promotion policies’ N
. - diagnostic,- standardized, group, individual ‘tests o
o .= use of test results -~ interpretation and action X : *

7. Confidentiality

8. Cumulative record files and Student Records .

- how maintained, whetre Rept
- how used by teachers.

9. Learning disabilities and emotionally disturbed children

- identification and screening

- referrals, placement prodedures

- other agencies

- interpretation and use of test results

. e - remedial programs
o . - teacher knowledgeability and preparation
A
~4

12y




10. Orientation programs

R . ., _ ‘= pre=schoolexrs - - _ s
' = new studénts _ '
- grade VI students . '

T ; . .
- staff involvement . : - I : .

e _' 11l. ‘Taabher - counsellor -~ -principal relationships

- ccnsultation . ' _ ) o
_ - cooperation ‘ ' " :
» ' - = advisory ' - . . _

- -+ = ipservice o -~ : '
- team approach ' ‘

“«©

12. -COnsultatiqn

- L <, = with teachers. parents, administrators,_¢9mmunity agencies, .
PR . - reporting to parents. ' E

1 CE
- 13, Use of community resources

. - discovery, assessing and utilization

14, School spirit, rapport, morale

Q .
' ‘ 15, Liaison, communloatlon and artxculation between Elementary School
R -+ and Junior Hzgh School
l6. Publicizing of school guidance services
, - - to students, parents; community
17. Programs of remediation or enrichment ¢
- organization and implementation °
- individualized instruction, class loads
. 18, Opportunity rooms, and resource rooms

W

- tests, interpretation of tests, decxsxon
making procedures,
- flexibility ¢integration)
- all day attendance part time or resource room concept
- facilities and instructional materials
~ regular on-going evaluation of student progress ‘1p

~

19. Evalyation of guidance services

) ‘ , R . i
. ' oo d2g --‘-aUA“A i
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APPENDIX c . x
3 Sample Lesson Plans |
S L% 7o eveoemewtan . .

The introducto xy Lesson - o

Title - Seaports and Leading Exports_ of Brazil. f e .
) . Putg e of Main ldea = To learn major seapotts and leading exports of
: Brazil. .
T, | . séecific Objectivés - To have students be able to (1) name three

,exporta of Brazil, (2) locate cities on the f’
coast which are usually major seaports, and
~(3) give reasons why the “location of a city_

A';f_ \ : is related o its function.
T SR ' o
Refegenceé and“Resource Material - Map of SOuth America g
_ : Atlases f

Reference books on cotton, coffee and rubber
Display items ~ coffeea tin, rubber boot, cotton
handkerchief

Bulletin board display .

Outline map of Brazil on hoard

’

. Methodology - o | | o | -

" ' Concepts or Skills to be Taqght _' Léarning Acticities : | .
' 1. Coffee cames from Brazil. Teacher: "There are three articles
. on display on the table. From what
. . : _ S countries might we obtain coffee?"

-] Student: "We get coffee from the
West Indies and Arabia." |

. Teacher: ""Quite rzght, but there
are other countries as well. WwWill.
you add to the answer, "

Student: '"We get coffee fram Brazil."

Teacher: "Yes, Brale'is one of the
" important coffee producing countries
of the world.

“The trademark on the boot says Perfect
_ Rubber Company. From what countries
S . | ‘ ‘ might the company get the raw rubber

‘ ' ¥y . - used in making this boot?"

: S "o - B 129
Q . Jb“. ' ‘l'v\g [}
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' Rubber comes from Brazil.

Cotton cames fram Bz_'azil.

?roducts came from :different

' areas in a country.

Leading commercial cities.

27 B

‘Student: “"We get rubber from Afrjca."

Teacher: "Yes, Africa does produée

‘rubber, but Africa is a long distance "

away. Rubber campanies in Canada have
another source of supply. What
country mightﬁ that be?" L

Student: “We get rubber from Brazil."

Teacher: "“Correct. Brazil produces

. large quant:it:.es of both rubber and

coffee. °

From where might the cotton used-in
making this handerchief, came?"

i

Student; “I£ could came .from the
United States, but ptobably it comes
" from Btazil." !

A

Teacher: "Yes, large quantities of -

. cotton comes from.the United States,

but we also get cotton from Brazil.
We have discovered that Brazil provides °
all three products on display.“

Teacher: "Let us find out what we can
about the places. in Brazil where these

products exported.“

>

Teachet: “To what seaport in Canada
would these products likely came?" -

- Student: "They would likely come to

Montreal or Vancouver."

Teacher: "Just as these products enter
our country by passing through seaports,
so they leave Brazil by passing through
seaports. On the chalk board is a list
of leading cammercial cities of Brazil.
See how many you can find on the map

on page 15 of your atlas. As you find
one you may come to the board and locate -
the cities on the outline map. ‘Print
the name beside each location."

Teacher: "What do you notice about the
location of each of these cities?"

Student: "All except two are on the
seacoast ."

13¢5
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s Leading commercial cities. Teacher: “Using the atlas find the
T , - ' : amazon River and follow it from its

‘o

e A oo Do mouth to its source noting the -number 3
- | S .., | Oof tributaries." . . -

SR _ . . . ,Student: “The country must be vexy wet.
e - - Ce | perhaps, even swampy . " * .
- . » . . . ¢ .
6. Topography of Brazil.. | 'Teacher: “That seems reasonable. Since
- L * a the area is near the equator what type
_ . ' ' A of vegetetion would likely be. found Co
o _ ' . .| there?" RO

Student: "It would likely be tropical .
jungle." g v

. TeacheX: "Yes. Which Gf the three .
. products we have discussed might came
~ .} fram this area?" : .

-t

'Student: “Probably rubbex because it N
grows in jungle areas."

. 7. Function of city in Teacher- "Let's look at these pictures
relationship to location. ‘| to see how raw rubber is produced on
: - ' ' : Brazilian plantations along the Amazon.
You will note that the city of Manaos
is in the centre of this area. ‘What
purpose is this city likely to suxve?"

| e o : .| student: ™"The raw rubber is probably
- : g ' . : ' collected there "

Teacher: "It is collected there. What
would likely be .done with crude rubber
collected at Manoas?"

atudent: “It would be taken down river."

J,d
e

NdTE: In a’ similar way the teacher can deal with all the cities listed.

-'07 <
Summary - Fram our ‘discussign” today we have found that coffee, rubber and
: . cotton come frgm Brazil. Also we have found that these products
- are shipped. from seaport cities to other countries. The function
' of a city is related to its location is ancther important finding.

Assignmént ~ On an outline map of the Western Hemisphere indicate the cities
and exports of Brazil. Draw lines to show ocean routes from the

s seaports of Brazil to Montreal. Boats with the name of the

A product are,to be drawn on each route..

Evaluation -« Check how accurately the students are campleting the maps.

d

<
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DEVELOPMENTAL.

L

. The I‘nductive-‘neductive lesson .. : s

- particular cases which will eventually lead to a genérailzation.

‘> .
, .

N .
i

L . ..
Thé-IhduétiVe-beductive Lesson is in essence a special
form of the Development Lesson.r The'purpose_of such a lesson is

tuofold;

- e

r ¢

“1.” to leéd the pupilé to foimulate a generalization;

'2. to give the pupils facility'in applying the_ o
generalization to particular cases. KR

‘ . N ‘ ‘
¢ In the‘inductipe phase the pupils examine a number of - '{.

For example, in mathematics the'pupiIS'midht examine the foilowihg

_facts written on the black board; 35 + 4 = 39, 55 + 4 = 59,

15+4 =19, 25 + 4 = 29. During the examination of ‘these : e
examplés, attention is focused upon circumstances common to all |
the cases and a general statement is made. For the above example

the statemént might be any ‘of the tollowing°

l. 1If 4 is added to a two—diglt number ending in ' g "
5, the first dlgit is uhchanged and the second
is 9. =« . _

. ] N

2. In all additions of 4 to. a two-digit number

ending in 5 the fxrst digit is unchanged and
- the second is 9. \\
) N
The generalizatxaﬁ is now tested by discovering whether

it covers similar operations. Pupils may check generalizations

by using 75 + 4 =79, By using counters it can be demonstrated that
séventy five plus four equals seventy nine. " The gene:plization

\
N

may also be tested by using the case of «5 + 4 =[f§ N
. ' . A
AN

Now tHc deductlve ‘phase begxns. The pupils are requested

to apply the generalxzatlon to cases not used in the inductive sgep



N3

or in the testing. o! the- generalization. Thhs. the pupilétnay now
f£ind the totals for the questions of 65 + 4 .= Il .85 +a=1.

5+4=..‘ox95+4-l

-
T
2

followed:

s

-+

»

.
3

' In.the.;ndnct;ve-DednCtive Lesson the following steps are

i 3
e ! b

1. A’series of examples are studied. .

LI }

2. A cammon element is discovered. ' '

3. There is a statement of a generalization about
the ‘common element-

L]

4._ The generaliéation is applied to additional examples.
S. Slmxlar problems are solved usxng the generalization .
as the majoM™tool in thé solution. “ :

The inductive deductive method has application in many

C

elementary school subjects.

£




A REVIEW LESSON - . . 3

.

. " .ritle - Settlement of Canada by Samggl de Champlain ;o

.
N

Purpose or Main ldea - To review the information gained about the
: . . contributions made by -the explorer, Sanuel de
champlain. in the settlement of Canada. .

%"

Specific Objectives -~ Students will be able to: (1) list the contrxbu- o
_ tions made by Champlain in the settlement of _
‘ : K ' canada, (2) explain why he had difficulty in . *
' : ' " establishing a colony, and (3) give reasons why -
Champlain. can be called the “Founder of New France

. r:
References and Resource Materials - student notes. o N
s ~ Methodology - T o .
i »Concepts and Skills to be Tg;ghf LearninqAActiv1ties
' 1. History of Canada prxot to _ :?eachera "I have a qpestxon for every-
Champlain's vxsit._- o ‘one to consider. As you give your

R o answers I will write ‘them on the board
S ' ' "in outline. form.

Question: -“What was known about Canada
before the time of Champlain?® '

Student Responses: (a) Cagkt visited

: _ Newfoundland and the Gulf of St. Lawrence

s : S ‘ ' (b) Fishing grounds wére discovered near

. : - Newfoundland. ,

| | (€) Cartier explored the St. Lawrence Ri

. (d) He met the Indian inhabitants.

, : . ‘| (e) He discovered the winters were very
difficult. '

(f) stadacona became the centre of

 Cartier's activity.

(g) French traders wraded with the Indial

“

;

2. Champlain's contributions Teacher: “How did Champlain add’ to what
to what was known about ‘I was known about Canada?"
. _ Canada. : . | Student Responses: (a) He explored the
. ' ' ™ ' Richelieu River, Lake Champlain, The

Ottawa River, lLake Nipissing and parts
of the Georgian Bay.

‘

ey
-
4
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- : *(b). He explored the t. Lawrence
IEER "o - River west of Mantreal, =~ > - °
= "~ " | (c) He met different Indian tribes. '
Y. S "~ . | (d) He gained some idea of éhe §ige of
. T , : 1-  the country. : .
Ca L . . (e) He discovered Canada was rich in
LT . jfﬂj-m L . furs. ' .
o S ot Coe 8 - . . .
Y 3. Champlain ] attempts at settling Tedcher: “How did Champlain txy to
et AR Canad&m,l' ‘make Canada a French colony?" '

Student Responses: (a)‘He claimed the
1and he explored for France. - «
.| (b)' He tried to establish a colony’.
g " ". 77| (c) He tried-to interest the King'of
. France in Canada. . .

_ Teather: ‘"what difficulties did
Champlain have?"’ ‘

Student Responses: f(a) It was diffigult.

? to persuade settlers to come to Canada,
. ' (b) It was difficult to look after the
i ” settlers.

(c) It was difficult to protect settlers
from the Indians and the English

traders.
) Teacher: "How successful was Champlaifi's
= : - work?" - :
e . | student.Responses: (a) He formed the

first colony in Canada. . .

(b} He created interest in Canada“s

‘ riches.

« . (c¢) He added much knowledge to what was
: known of Canada. : e

.0 ’ o | ; (d) He showed others the.way. .

4. Champlain as the “Founder Teacher: "Why can we give Champlain the
of New France." - | title, "Founder of New France?"
. ' ' ' Student Respohsés- (a) He explored the
' country.
(b) He attempted to establish a settleme
(c) His work marked the beginning of the
+ growth of Canada as a nation.

Summary - On the board we have listed all of the information on the
contributions of Samuel de Champlain in the settlement of Canada.

Assignment - Copy the outline into your notebooks. Study your notes for a
: test on Friday. ' : '
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‘:.science and other subjects using' a variety oi media materials.

UNIT LESSON PLAN - .

sample'Science Uhit = T .

[}

4

The following is: ‘a fonn of a two week unit plan which xntegrates -
e

Title - Our Aquarxum . .

. .
% : >
’

Resources and References -«Bulletin board display of vocabulary pertazning

, ., to aquarium. O ‘
Coe Materials for aquarium. :
v ‘ L Science tests. -
First Week ' . _ c SN . , '
N ‘- { ) “ . [

Monday - Int.oduction ' e v

. Review’ of bulbetin board o o ,
o " . Review of words ~ SRR |
‘ Meaning of-wcrds R L "

Tuesday - - Pupils assist in settfng up aquarium. . - :
Pupils produce notebook covers. ¢ ¢ - ARN
- . . 3 ' \‘ \

Wednesday

Creative wrltlng. : Cot | -
Pupils write a story on yesterday s encounter ‘with the T
aquarium.

What did you de? R -
what did you see? - B

.How did you feel? . : ' <L

What did you learn? . _ .

Preparé diagram of aquarium.

Thursday
. List parts,

Friday List scientific and cawmon names of each plant and animal.

Draw a picture of each.
1

Second Week

i

Y

Monday - Discuss evaporation of water in aquarlum as part of water s
cycle. Relate to vocabulary or bulletin board. Set ug .
canmittee to replace bulletin board display with pupxls work .

NEN

Tuesday =~ Film on photosynthesis, ' .

13¢



Thursday
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- Friday
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-

- Dﬂscussion oa plant growth.

- Group spaxing.of expetxences wzth aquarzum and what has been

learned. : ' . . : s
7 e 4 : : ' } ' . . ' n
= Evaluation actxvxties. test, workshqgt, paxagraph, story,
‘pictuge and tape. : N
< s ’
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SAMPLE LESSON IN USING FILMS .

Sacial -Studies

Gradé IV - Peopie in Alberta

Historical, economic, sociological and/or geographic [ ‘ o
analysis of Alberta's people, including comparison and . .«
contrast with other world areas that have similar historical, ..

- grographic and/oy economic bases, for example, Auscralia,
nrgentlna, U.S.S.R., Middle East oil producers, or

W s tern U.S.A.

Unit compering and contrasting the hlstorlcal, economlc and geographic
aspects of Alberta and Australia.

A

Film -~Goiden I"leece

_ Time - 14 minutes
- : Conteat - Traces the. story of Australlan wool from sheep
: to auction room. :

\ - . b

Lesson
Preiiminary study - - '

Sheep regions - Darlin?t Basin
Rainfall regions of lustralia
Problems of drought - ,
Methods of stock waterxing

Format -~ (1) Introduction (5 minutes)
Outline of film story.
Main points to look for.

(2) First Screening (15 minutes)
Showing complete and unbroken.

(3) Rewind time (10 mlnutes) - pupll technician ~
o ' Use atlases
Rainfall map to predict location of station in
film.
Compare location to map showing distribution of
stock. Discussion of foot rot and directive to
notice feel of sheep for structure and composition.
"Why are there comparatively few sheep on the
Eastern Rain Coast?"
» "Where was the wool headed?"
Follow route of cargo from Sydney to England and:
. to West Riding. )
. " . Use charts to show processing wool from washing,
' carding, combing to finished knitted product.

-
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Outline of second showing. = °
= o ' : - ’ o '
o o o F Subsections indicated o
el : ' a) Muétering = o . - _
' ' b) Dipping i . _ <
c) Shearing -
d) Classifying and Skirting.

e) Tranapottation A v
£) Inspection by buyers
g) Auction .
. . o “ ' (4) Second Screening. - broken lnto sections o
S L - | (25 minutés) -

' Discussion on each section.
Questions answered. - '
v Various points of 1nfprmat10n recapitulated
Misunderstandings and confusions untangled..

(5) Evaluatlon. Questionnaire given and marked
(20 minutes) B ' .

Questions posed designed to make pupils- .
analyze impressions and as31mu1ate informatlon.
Two sections: « e '

: , a) Trecall or recolléection of fact. .
v . e o ; b) assessment ‘of the qualities of the film.

K]

Fifteen mlnutes to complete. Five minutes ke
to mark. ~ -

(6) Follow-up

Draw map showlng the Qistrlbutlon of sheep in
Australia, the rlvers, Darling and Murxay plus
four main parts.
E
‘Questionnaire for Film “Golden.Fléece"
" (15 minutes allowed for completion)

_Section 1 -

1. .The first part of the film shows sheep being gathered in
- for shearing. What is this process called?

~ \

2. What type of sheep is shown?
. A *
3. " In one scenc a windmill is shown. What,is its use?
T)- . ' ) - .
v 4. What is the Australian name for field?

; - : .. ! '!\359 ! B -




10.

ll.
12.

13.

14.

15.

16. '

17.
18.
19.

20.

.

A
& \

131. .. ' ‘ '..i'

IWtw is it RGCQSSQZY ‘to "dip" sheep? . o : _ ’ «

é;'

-

What type of shears ar¢ used by the shearers?.

L4

How long does it take a shearer to-fleece a sheep?

What holds the fleece in oné piece?

4
s

Are Australian flocks larger or smaller than British flocks?

Why are horses used by Australian sheepmen and not Englzsh
shepherds?

°

How is wool sorted? , ' N .

What things are loocked for in.classifying fleeces? .

. 2

The fleeces are spread on a table, sorted and soiled or coarse :

parts of the edges are ‘torn off. What is this process: called? ¢
. : . \ ‘

The fleeces are packed into bales for transportation. (1) of |

what. material are the bales made; (2) approximately hgr much

.does each bale weigh?

-

3

To what city is the train headed?

What sort of people are 1nspect1ng the opened bales 1n the_
warehouses?

Mention two qualities of good wool. ) !
'l
How 1s wool soldz

Name the two major wool-producing states of Australia.
. , g : .

' N N N

What is the name of the special building in which wool is sold?

449
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Section 2 ' . *

"0
174

21. - Does this fllm give a good impression of the story of wool?
- Yes/No,’ .

Q .
°

/  Would if have been better in colour? Yes/No.

23. Do you cons;der the photography was generally good?
. Yes/No.

4,

- \

24. Is there any improvement that you would make to the film?

Social Studies

Grade III - XII - The Study of Societies

All tocieties have some form of: legal system,
economic system, history, geography, philosophy,

, social interaction. 1In studying about societies

" - there are certain concepts and skills which assist s
in gaining insights into ‘societies.

'Unit studying social interactions - (roles, norms, socialization
patterns) , economics - (needs, wants) and political structure of a
group - (property concept, -laws, authority).

AN
new

-
-

Film - The Huntsman TK 3124

v Time ~ 16 minutes
Content ~ A boy's attempt at fzndxng his place Jn socxety

lLesson

Preliminary study
Awareness of values
Value - dignity of man’
equality
freedom
justice
Format - (1) Introduction (5 minutes)
Main point to look for -

141
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“

'whxch value 1asues are preaentﬂmn the fxlm?
nvents leading to major dacxslon. :

First Screening (35 minutes)

Interrupted- showtnq. Stop film after title.
Is the title appropriate for the actxon seen
so far? =

Stop film after intzoduction of groundskeeper.
What is the man's job?

Stop film after lunch scene. Should the boy
use the clubs facilities: Should'the man have
treated the boy the way he did? . What is the

.+ attitude of the women? How Q;d you feel when you

(3)

(4)

saw the golf course?

',_Stop film after "punks" leave. What do you -

think about the older boys' action? How does
the young boy feel? What should the boy do?

‘Stop £iln as groundskeeper comes after the older
:boys How do you feel about the young boys'
“dction? How does he feel at this—ttﬁé? Show to
'_end C

'Discussion time (10 mmnutes)

Clarify happenings.
Varxous points of informatlon recapitualted.

'Follow-up . . . .

(a) Write a paragraph explaining the boy's,
motivation in looking for golf balls.

(b) Debate whether the boy was justified in’
_his action -against the "punks".

(c) _Explain in a paragraph why the boy dropped
the two golf balls..



'.which may be applicable in classrooms for initiatinq, developinq and

What do I do with the material no longer needed?

. APPENDIX D
- QUESTIONING' STRATEGIES |

-Most educators recognize the question as an important tool
in classzoom pzaotices and believe that questioning plays an important

- xole in leatning. Contributiors to prdfessional publications oommonly
attach great importance tn questioning as a teaching teohnique .and S
'teachsrs commonly devote a large portion of the daily activxty to

question centered discussions. -

Questioning is not an innate talent. . It is a skill which'muss
be developed. .The following skeletal questions are examples of questionS'

w

evaluating a lesson. Planning clean—up at the conclusion of the lesson

is also included.

Questions Before Commencement of.Assignmenx.

Where are we going to work?

How can we make more space for work in our classroom?

Whe;e'is‘the best place for this material? R
How -should this'equipment'oe arranged or spaced?
What is the first thing I should do?

Where might 1 find'the information?

How does one find a book, filmstrip, picture; transparency, record?
To whom might I talk? o

\ Where do I look in the book?

L . .

How do I open a book? ' .
Why do I return the materials? )
How do I use the record player?
Where do I plug the machine in?

What do I do with equipment that { am not going to use just for a
minute? ‘

143
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What do you do if you don t know a word?

L . | 142 o

' . 'i‘- S sj
° v

When not infqge where does this equipmént go? i
uow'do you .carry equipment? ' , '
On which side do you work? _ o '
How should you place the- book? _ R
where should you put, the card when writing on.it?
How should you stamp th& book? _ ‘
Where*can you work?

What tools do you need?

How db you record what you see?

+ What are.you looking for?

How many books, records, or strips do you need? .

ae

a2y

Queétions which may be Applicable in the Classroom

' "Why do you'éay that?"

1

"Do you agree or disagree and why?"

"If you believe such-and-such, then how can you belxeve
so-and-so?" . ( :

v

"~ "Is such-and-such behavior (or belief) con51stent with-

so-and=-so behavxor (or belief)?"
"What would you do 1n_§/E5§3'}lke this?"
“"How do you explain this fact?"
“Why,do.you believe that?".
"Why would you do that?”

"Why do you think that 80 many people ln our community
believe so-and-so?"

"If you did that, what might the results be?"

“Can you define that clearly, and give us some examples?"

P

' "wWhat does this statement mean?"

"What other way could you say it?"
"Can you give an example or illustration of this?"

"How would you define this word?"
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‘0 “"How could we prove or disprove a statement like this?"
"How can we get- facts which' will: answer this?"

"How reliable are such data?"
"What do these facts mean?"

"What can we conclude from a study of these data?" v

"Which COhsequences do you prefer?"

)

-

. ) . ”~q
' How do we ‘cross streets?

>

How do we talk to each other?
“ " what do we do when someone .is speaking?

»

'ngstioning for Developing Social. Behavior :

- : ' .

»

' How do'we indicate we have something to say?

'How do we'spéék? d ,
, R . !...'

Quesiioning in Physical Educatijon

PSR | . The LIMITATIONS METHOD requires

the teacher to ask questions

'which will challenge each child ta move in a pérticular way. Each teacher

words have proven successful.
) Can you make a ("curled") ‘shape? -
' _—~ . . can you discover a new ....?

‘ " Can you add to this by ....?"

Can youhfindhanother way Of s...?
Cén you add a different &ay to ..e0?
Can you vary your shape to ....? “
Can you improve on the ....? ‘
Could you move from ....?

Could you shift .e..?

develops his or her way of asking guestions but the following phrases and

Could you change ceea?
Try to add on the ....?
Try to vary ....?

* How many different ....?-

¢

Are you able to ....?
See if you Can eee.?
Attempt to do ¢...7?

Is it possible to ....?



Who, should puﬁ\the material away?
ble for cleaning. the"flﬁéf,‘désk, table?
When you are through cleaning whaﬁ should you do?

. : 144

"

_ Questioniny for Planning Clean=-up

What do you put awaj fi{st?

How do-you carry this item?

Wherg do 'you place this item? _
What do you do with your finighed product?
How do we store these items? 7
How do you clean brushes?

What hagpens'%o the extra paper?

ey

who is responsi

What if there is still ;omething left? -

Try to avoid "I" want you todo . . .

)
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