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Early Childhood
Education:

Curriculum Organization
and Classroom Management

Overview

This manual is designed to accompany four filmstrips. Together, the manual and
the filmstrips detail ar; approach to creating an early childhood learning enviroamer_\t
that encompasses the current research on how children learn. Emphasis is placed on the
organization and rmanagement of the classroom in order to 1) prO\;ide”for active
participation, observation, exploration, and verbalization on the part of the child;
2) meet the needs of the total child -- cognitive, affective, and psychomotor; and
3) match the curriculum to the developmental needs, interests, and learning styles of
each child, The manual and the filmstrips are designed to help educators implement a
developmental program for young children. |

. -

AUDIENCE

V4

Early Chiidhgad Education: Curriculum Organization and Classroorn Management

is" intended for early childhood educators, ‘including curriculum ape}:ialiata,
administrators, teachers, and university faculty. It is designed for staff development

programs, teacher education classes, or for use as self-instruction by individuals.

CONTENT

The kit contains four filmstrips with audiocassettes. The filmstrips are most
effective when used in sequence.

Filmstrip 1

"The Six Components" introduces the six components of a developmental approach to
eérly childhood education. The three curriculum organization components -- learning
centers, skills groups, and units of study -- and the three classroom management
components -- color coding, contracts; and internal and external discipline techniques --

are defined and illustrated in a multi-age kindergarten/first-grade classroom setting.

S * -
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Filmstrip 2 -

"A T;pical‘Day" foHows an individual child; Matthew, through his daily activities

in the classroom. Emphasis is on 'the six components of curriculum organization and”

classroom management and how they organize Matthew's program.

Filmstrip 3

"A Unit of Study" details techniques used to implement an experiential, hands-on
approach for teaching social studies and science concepts to young children. Units of
study are organized and taught through an' integrated approach using both group and
learning center activities. A unit of study in physical science titled "Moving Around" is

presented as an example.

Filmstrip 4

"(Joes It Work?" reviews the rationale for a developmental approach in teaching
young children and introduces methods for assessing the effectiveness of early
V&hnldhood programs The use of appropriate objective measures of classroom behavior
is élressed lncludlng detailed-‘instructions on how to use the Wasik- Day Open and

Trad jonal L_earning Environments and Children's Classroom Behavior lnstrument

These fllmstnps, used with the manual, allow early childhood practitioners to
asses,s thelr own phllosophnes of teaching, plan learning environments that meet
children's deve10pmental needs, design their own contracts, organize plans and develop
materials for teaching units in learning centers, implement small group skills
instruction in math and reading, and apply such management techniques as color coding

and internal and external discipline methods to their own classrooms. Worksheets in the

- Appendix and material shown in the figures and checklists may be reproduced for

classroom use by teachers, supervisors, and administrators.

HISTORY

2

The program was developed at Ehzabeth Seawell Elementary School, Chapel Hill,

North Carolina. Seawell is one of six elementary schools in the Chapel +tt{l-Carrboro

City School District. It serves chiidren from diverse ethnic, educatlonal and economic

backgrounds. The components of the program have evolved smce the opemng of

Seawell in 1970. .

RATIONALE -

What is the theoretical basis for a developmental approach to early childhood

1ducation? ..

e 9 “
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- At the heart of the educational prpcess lies the child. No
advances in policy, no acquisitions of new equipment have their
desired effect unless they are in harmony with the nature of the
child, unless they are fundamentally acceptable to him.

Knowledge of the manner in which children develop,
therefore, is of prime importance, both in avoiding educationally
. harmful practices and in introducing effective ones.

The Plowden Report .
Children and Their PrlmarLSchools, Vol. I

As the Plowden Report points out, it is necessary to understand the prmcnples and

theories of child development in order to plen effective early childhood programs.

Barbara Day, in Early Childhood Education: Creative Learning (1983), examines
the many historical precedents that lend credibility to a developmental approach for
the education of young children:

The European educator Pestalozzi (1746-1827) proposed
that the young child learned best through activity and sense
perception. His learning through discovery approach influenced
Froebel, the father of the kindergarten. He observed that child's
play was tBe main vehicle for learning, and proposed that
curriculum for young -children be based on the child's natural
desire to play and discover. He also: proposed that the
curriculum reflect the interests, impulses, and capacities of .the
specific group of children involved. Open education reflects a.
respect for this natural process of discovery called play. . Maria
Montessori, Italian physician and educator, stressed the use of a
prepared environment to meet the child's need to order and
organiZe his world. Montessori's use of active involvement by
the child in the learning process, her use of multi-age grouping,
and her idea of self-correcting materials are features which have
been incorporated in the open classroom.

John Dewey, a major figure in the Progressive Education
Movement, advocated many of the same principles associated
with open education. The expression of individual pupil interest,
learning through experience, and the acquisition of skills
necessary for success in everyday life are but a few of the
principles which Dewey found necessary for a sound learning
experience. The presence of these principles, along with those
expressed by Pestalozzi, Froebel, and Montessori, valldate the
concept of open and creative learning. It is not merely another
education "fad" or a flash-in-the-pan approach, but an approach
based on traditional philosophies relating to the education of
young chlldren

Further support for a developmental approach to early childhood education can be
drawn from the more recent work of researchers such as Gesell and Piaget. .Piaget
notes that children from four to seven years of age are in the preoperational stage of
development. Children at this stage are rapidly acquiring language and are ususally
eager to know and use new words. They are gager learners, constantly exploring,
manipulating, and experimenting with the environment to learn more about it. They are-
becoming less self-centered and are gradually learning to see the viewpolnts of persons
other than themselves. Children of this age are limited by "before the eye reality" and
can be fooled by sleight of hand maneuvers; therefore, they have diffiéulty in

3
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understanding that a substance or object may retain a particular‘characteristici (such as
volume, length, or weight) even after visual or tactile alteration (Evans, 1975).

" Children in the preoperational stage become fixed on one aspect of an object and
have trouble seeing more than that one aspect. For instance, they can see that a group
of boards could be grouped according to length or color, but not both at the san.we time.
Thus there are difficulties with cross-classification, which is _due to this fixation.
Reasoning powers, in general, are j;Jst developing, and children are beginning to
unders;tand cause and effect. i

Children at this stage make a fuzzy distinction at best between reality and make-
believe, and often attr:ibute human or animal characteristics to dolls and toys. Piaget
noted thai younq childre}1 betieve, for example, that both dreaming and waking are real.
This, of course, is due to their fuzziness in distinguishing between reality and
nonreality. Yet this inability to distinguish betwéen reality and nonfeality is
exemplified in play, one of the most signific.ant'learning activities of children of this

age. Because of their ability to enact make-believe sequences of thought, children can

use play to h‘elp solve problems and try out new roles and activities, as well as to learn

and grow. The importance of play cannot be stressed enough as a significant aspect of
development that must be provided for in a géod early childhood program (Evans, 1975).

Piaget has also observed that children of this age are becoming less egoce‘ntric
and are easily influenced and molded by home and school activities. Attending school,
being with other students, and being with the teacher can be strong maqtivators for the
child. A nonthreatening, secure, -and yet challengmg learning atmosphere is important
in utllnzmg these intrinsic sources of motlvatnon Young children need and respond to

praise, smiles, encouragement, or any positive acknoWledgerﬁent for a job well done.

Because of their development away from a self-centered base, encouragement and,

esteem building help to strengthen the child's self-image and promote gains in learning.

Fine motor development, particularly in grasping, lacing, and finger
manipulations, i§~ important in developing handwriting skills.  These children need
experiences with large objects that can be easily manipulated, and, as practice
+ increases thelr skill, they can move on to work wnth smaller, finer objects. The
*development of large muscle skills such as running, Jumpmg, climbing, pulling, and
pushing is also important. 2

Ames and llg, writing in the Gesell Institute's series on child developmeqt_(Your

Four Year Old, Your Five Year Old, Your Six Year Old ), emphasize the importance of .

recognizing each child's individual ‘pattern of growth. The child's chronological age may-

or may not be the same as his or her developmental age, and all aspects of each child's
development may- not be congruent. For example, children who are behaviorally very

young may also be cognitively very gifted. Ames and lig point out the necessity for

11
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fnatching the leagning environments . of young children witrij their developmental

readiness. '

Day, in Early Childhood Education: Creative Learniny (1983), describes the

application of developmental theory to early childhood classrooms:

The classroom environment in an open and creative
learning environment must reflect these principles, and a great
deal of planning must be done on the part of the teacher. In a
learning environment with children ranging in t':{ronological age
from five to eight, and whose actual developmpent span is far
greater, a tremendous- amount of diversified materials is
necessary in order to meet individual needs, interests, and
abilities. The environment must be one that provides for all
areas of development, including the specific social, emotional,
motor, and cognitive requirements of early chlldhood Such an
environment ig based on the following beliefs:

1. Children grow and develop at different rates and [each
child's]rate is separate and distinct from that of any other
child.” This rate of development is often unrelated to
chronological age.

2. Children are naturally curious and eager to learn best when
they are able to follow many of their own interests and

desires to learn.

3. L.earning is~something a child does, rather than something
: done to him. :

e
pea

4. Play is a child's way of working and learning.

: . Children learn from each other: they learn to experience a
: sense of responsibility and achievement, to respect:
themselves and others, and to learn how to learn.

6. A rich learning environment, one deliberately designed
with much to explore and to discover, is essential in

- helping young children learn basic skills. Concrete and
sensory materials are a vital part of this environment, as
they are basic learning devices for the young child.

7. Basic skill development is considered essential in an open
and creative learning environment; however, a variety of
creative approaches to teaching and learning, including an
integrated day, is suggested.

8. The development: of initiative and self-reliance is
encouraqged in an atmosphere of trust and structured
freedom.

9. F'ach child is a unique individual and must be appreciated

and valued for his individuality in all areas.

An early childhood learning envirpnment should be a
comfortable, colorful place where children and adults can live
together in a happy and relaxed atmosphere. This environment
can be designed with large complexes or open-space schools
where teachers work together in teams, or it may be designed
for self-contained open classrooms. Physical structure does not /
determine openness; however, it may facilitate the process. The
inside area should be large and carpeted, if possible, not only to

T
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. allgw for fluidity of movement, but. to provfde a large space for’
group activities such as creative dramatics. The space can then
be dividéd with use of .movable walls or partitions to provide
small spaces for special tutoring or quiet, individual, or small
group activities. JThere should be many windows and there should
be easy access to the outside, which is a vital part of the total
learning environment. . -

. N ]

OBJECTIVES -

Althoogh organizingearly childhood programs based on developmental theory is
clearly a very‘complex task, the fiimstrips and manual present a step by step approach
to lmplementmg a developmental classroom. Emphasis is on both the organization
the curriculum and the classroom management techniques necessary to make thek
program run effectlvely .

After viewing the filmstrips and completing the manual, participants should be

able to. .

-
-t

e “Develop a rationale for a developmental program

. - Describe the three curriculum organization comgients of a developmental'
" program -- jearning centers, skills groups; and units study ’ :

‘. Describe the threé classroom management components of a ’developmental <o
program -- color coding, contracts, and internal and external discipline
technlques ’

(] DeSIgn plans for implémenting the components in their own programs

o'; Develop assessment technlques for eva.luatlng th&ouccess of the program.

. AUTHOR%
Barbara D. Day, Ph.D., is..Professor o Currlculum and Instruction at the
UnlyérSlty of North Serslina at Chapel Y ill. \Sh& is a former president of the
Association for Su‘perv1s1on and Currlculum Development and of’the North Caro'lma '
“ASCD. In addition, she has been a teacher, principal, and assistant superintendent of
schools. Author-of more than 50 articles, research papers, and books, the most recent

being Early Chlldhood Education: Creative 'Learning (1983), she was invited to co- .

author the fifth edition of Good Schools for Young Children with Leeper and

Wltherspoon - N

Kay N. Srake is a doctoral student in Currigulum and Instruction at the Unrversrty
of North Carolina at Chapel Hill. She has’been a teacher at the Seawell Elémentary
School in Chapel Hill for the past 11 years. '

13"




- PROJECT PERSONNEL

Kay Qrake and Markie Pringle are the early ‘childhood teachers featured in this

presentation. They designed the developmental classroom and some of the materials in

the accompanying gulde Additional project’ personnel who have contribﬁtéd to the
philosophy and design of the program include Barbara Lawler, Prmcnpal and Kelleyl
Mathers, K-1 teacher at Seawell. - - CN
Early childhood gra(duate students who collected data in the classroom inclide
Denise Hale, George Nyhart, and Joan Harrill. Students who helped develop the
"Moving Around" science unit inc;lude‘B_ecky Bumpass, Kate Urqu;lart, Amy Craft, and
Linda Biddix. | ‘ ' Ny
Materials (incleding slides, tapes, and written information) have been f;eld tested
through extensive use in workshops for school systems in North Carollna and w4th

classes in the School of Education at the University of North Carolina at Chapel Hill.
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“ Early Childho}:d py
Education- *

. ~ Curriculum Orgamzatloq
and Classroom Management
Filmstrip 1

-

. .The Six Components hB

implement a developmental approach to learning. The curriculum components are

learning centei‘é, skills groups, and wunits of study; the classroom management

3 components are the use of color k;oding, centracts, and internal gand external methods of
discipline. - Each of the six components will be described in detail. 7

Participants will be able to meet objectlves related to each of, the six components

The” classroom in this presentation uses -six major components in order to
- after viewing the filmstrip and reviewing the accompanylng sections of this manual.

, . | " / ' o
. SCRIPT
(] The need for young children to have a developmental, experiential approach to
learning has been established by the work of reseaghers such as Piaget, Gesell,
and Montessori. - ,
() But creating experiential environments for young children is a very complex task.
(] To function effectively, early chnldhoqd tlassrooms have to be organized and
managed systematically. -
(] This preserftakion focuses on curriculum organization and classroom management
for effective early childhood programs.
A (] The three curriculum organization components designed to' meet/ffg
developmental needs| of young chitdren are learning centers, s groups, and

units of study.- The three classroom management components designed to
coordinaté the functioning of young children in early childhood classrooms are
color coding, conttacts, andinternal and external discipline techniques. Details
concerning these six components are in the accompanying manual.’

® This presentation will show you a classroom where the children come from diverse
ethnic and sacioeconomic backgrounds. The children who attend the school live-in
its attendance area. ‘A few are educatlonally handlcapped and are malnstreamed
into the regular classrooms.

[ While a variety of staffing plans are feasible in develgpmental programs, in this
classroom two teachers and two aides work with 52 five- apd six-year<olds. Each
teacher is responsible for coordlnatlng the activities of a home base group of 26

children.

e  Let's look~first at the three components of curriculum organization -- learning
centers, skills greups, and units of study. vy , ot
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‘ Learning centers are designed to give children an experiential approach to

learning and to provide for differences in children's learning styles. p

There are 16 learning centers in this classroom: 14 centers within the classroom
area, including the TV center located in the teacher workroom; and two centers
outside the classroom area--the library and the outdoor center, which features
tools, seesaws, a sand area, an easel, and the water table.

The centers provide children the opportunity to develop skills, explore a varie{y of
materials, and make decisions.

At the science center children learn about the physical and natural sciences. The
unit oh vertebrates has Gary's attention. A unit about domestic animals features
Midnight the rabbit. T

"Animal Habitats" is the subject of this science unit.

‘.

In the research center children use dictionaries, encyclop,edias, and a

microcomputer. Here the children learn reference skills, such as alphabetizing,

and gain additional knowledge about the units being studied. - -
F 4

. g -

Ellen is working on her research. Her card is correlated with the topic beiﬂmg

studied in science. Other research task cards may refer to seasonal topics, sugh*
as Halloween or Calumbus Day. i

The listening center has tapes of children's literature with "read alon’ﬁ"
paperbacks, as well as tapes of children's music. Materials in the listening center

-are correlated with the science and social studies topics whenever possible.

Dinosaurs have everyone occupied at the moment.

The reading center offers a variety of books to encourage independent reading.

The reading center reinforces the skills taught in reading groups. Here Paul
shares a story with Winnie-the-Pooh. ) P

In the writing center children have the opportunity to yse materials and task cards
that improve fine motor skills, reinforce handwriting skills, and encourage
creative writing. Jennifer is practicing some Halloween words.

Lisa and Mark are using "story starter" cards for inspiration.

The social studies center focuses on people and places. A unit on "The World of
Work" includes lessons on earning and ‘spending and a chance to explores various
occupations. ;

The "Foods and [Nutrition" unit gives Alex the chance to practice some basic
cooking skills.

"All About Me" emphaéizgs each child's individuality.

The math center and . . . . : v
»

. .. the lamjuage center each contain games and activities that help the children
apply their skills. . .

Children with different levels of expertise often help each other play games and
solve problems. '

The block center encourages construction and dramatic play.

Robbie and Sally are ready to put out a fire?

The outdoor center-allows for a wide range of learning experiences. Outdoors the
children have access to tools and water. . . '

. . .an easel, the sand table, and the seesdws.

La
"The puzzle ceriter has many activities to develop psychomotor and perceptual

skills. Jenny, Matthéw, and Laura put together an intricate puzzle.
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‘studies, science, and music. : ‘

8

The dramatic play center encourages the children to use their imaginations.

Karen and Tracey become very grown up with their costumes and props.

The puppet center is another area that encourages imaginative play. "Kermit and
the Count gtar in this production by Magt and Paul.

Children express themselves visually in-the art center.

Mateérials available-in the art center mclude paint, watercolors, clay, crayons,
scissors, and paste.

Special art projects, such as paper bag puppets, are also planned each week to
give the children a variety of experiences.

The puppet task card iltustrates each step in making a puppet. .

The library is used as a learning center The children put their names on the
library chart when leaving the classroom. )

Children, are encouraged to use- the library each week for a variety of
assignments. Claire and Kelley are reading Ranger Rick and Sesame Street.

Educational television, located in the teachers' workroom, is also included as one
of the 16 learning centers. Children watch programs that supplement their
learning in the various sklll areas. .

The learning centers create an environment for young children that encourages
experiential learning. Children develop cognitive, psychamotor, and affective
skills through their work in the centers. - '

Skills ‘groupg are the next curricilum organization component.. Skills ro;Jps are * .
used as a strategy for direct instruction in a number of subject areas, such as
reading and math.

The carpeted steps and the tables in the home base area are used for bath large
and small group instruction.

Children are grouped for math and-reading based on their needs and abiljties.
Heterogeneous groupings are used for instruction in physncal educatlon, art, social

Children meet daily for readiné. Phonics, new vpcabulary, and basic languag
skills are taught, Then written tasks are explained and assigned. :

While the children are completing their written tasks at the home base tables, the
teacher meets with one or two chnldren at a time for oral reading, word study, and

comprehension skills. *

Children who are not yet meeting with their skllls group contlnue to work in
centers.

Each child's reading program is planned to meet his or her individu&\ needs. The '
language experience approach is one method used for teaching Neading and
language skills. .

The basal reader approach is also used in this classroom and works well for many
children. ' 4

Children who are independent workerd-benefit from self-paced approaches; such'
as individualized reading kits. ) N

Math groups also meet daily. '[he teacher introduces games from the math
center...

’

. reviews facts, introduces new math concepts, and assigns written work.

Children complete their math papers at the home base tables. Ehildren not
meeting with their math goup until later continue to work in the learning

centers.
17
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* manipulatives, games, and written tasks on several levels.

«

Physical education skills groups ark scheduled daity. In physical education,
children have both the opportunity for structured activities. . . '

. . .and time for free play.

The last curriculum organization component is the unit of study. A unit of study
includes the content and learning activities that are planned to teach a specific
topic. Social studies and science concepts are taught through the use of units. o

The components of a unit of study include concepts, instructional objectives based
on these concepts, lessons designed for use with large groups, and activities
planned for learning centers. Evaluation of the children's learning is built. into

-each objective through teacher observation of the children's performance and.

teacher analysis of the children's written work.

For each unit, children have access to a variety of maperials, including

Long range plans involve a two-year sequence. of unit topics. In a multi-age
classroom, science units taught one year will not be repefited.the next. A two--
year sequence of unit topics ensures a diversity of expegfiences for children who
are in{the classroom as both five- and six-year-olds. -

olor@u\ﬁ, contracts,’
ake this program run

Management.is the key to a well-organized classroom.
and discibline are the management components that
smoothly.

The systematic use of color helps the child man;age his or her day. Color coding
enables children to find their way around'thevclas%room and to select appropriate -
activities. -

Color coding has three differént applications. It is used to identify centers, to .
classify books in the reading center, Td to organize games and activities.

Each center is assigned its own color.. For example, the reading center is
identified by its blue chart and the blue clothespins attached to it. The color-
coded charts provide visual cues that help the children locate the different
learning centers in the classroom. R

Traffic patterns in the classroom .are controlled by assigning a set number of
clothespins to egch center. The clothespins also serve as "tickets'" that allow
chjldren to enter a center. For example, a total of six children may use the math
cefiter at one time, so six clothespins are on the math chart.- If a clothespin is

_available, the child unclips it from tHe chart and  wears it while working in the

math center. Whenleaving, the child replaces the clothespin on the chart.

kv thereading center, books are color coded. Children can select 'a book, read it,
and reshelve it easily using the color-coding system.

Organization of games and activities is simplified by the use of color-coded
stickers. Yellow, red, and green stickers are attached to each game .or activity
and to the shelf where it belongs. -

This use of color coding helps children to find their assigned games and to clean
up independently. Maia is playing the game with the gréen square stickers from
the language shelf. : ' ‘

Color coding also provides a useful system for assigning appropriate tasks.
Materials can be -classified into levels of difficulty and then color coded
accordingly. For example, a game with a yellow sticker is less difficult than a

game with a red or green sticker.
A :

Another management component is the contract, a written plan for the child's
day.

-
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" her own special i

) b
The contract helps ensurg a balanced program for each child. One-third of the
day is spent with the teacher in skills groups, one-third on independent activities
planned by the teacher, and one-third on the child's own free choice activities.

Each -morning Steven fills out his contract. He refers to it to determine which

centers to go to and which tasks to complete.

For example, the contract assigns children to centers such as science, where they
will learn new concepts, and to art for creative activities.

The contract includes center activities, such as this writing assignment, that
reinforce the skills being taught in reading and math groups.

Teacher-directed skill
contract.

ps, including P.E., reading, and m?th, are part of each

The contract formay also allow3 the child to select free chonces that reflect his or--

rests. %‘é : i

A daily confgfence perlod is planned in ordér to evaluate the child's contract
work.

There ate four types of contracts designed to accommodatg the developmental
levels ofXthe children. Levgl 1 contracts are the easiest, and require children to
read symBols and match colors. In Level 2 children advance to a contract that
assigns speXific tasks, using the c’plor-coding system for games and activities.

Level 3 is a\ more difficult contract that requires beginning reading and writing
skills. In Level 4 children with more advanced skills;}se a contract that requires
keeping a written diary of the day's activities. )

Discipline is the third component of classroom management. Discipline has two
aspects, external and internal. The external aspect of discipline refers to how the
child's classroom environment influences his or her behavior. The internal aspect
of discipline refers tg the child's own ability to behave in appropriate ways. )

There are four techniques teachers can use to minfmize discipline problems in the
classroom. First, teachers need to provide a developmentally appropriate learning
environment. ~ An active, involved child is usually not a discipline problem.

Second, teachers should clearly communicate their expectations. When children

know what is expected of them, they are leiss likely to present discipline problems.
Third, teachers need to be consistent in their use of classrgom rules; and fourth,
teachers 08?d to provide frequent feedback. to each child.

In this classroom children know that they are, expected to stay on task. Using
contracts is a strategy that fosters this on-task behavior. Contracts tell children
exactly where they should be and what they shodld be doing. Contracts also help
children handle their own transitions from center to center.

The children's cdrrect use of materials is promoted by the explanation of any new
learning center games or activities in home base group each day. Teachers also

work directly with the children in the centers for a 45 minute period each

mornipg as the children_use the materials.

Four rules are used consistently. Children must have a job,.use soft voices, walk
as they move around the classroom, and respect the feelings and property of
others. If a child cannot conform to these four easy-to-follow rules, then his or
her activities are restricted. As the child reaches a consistent level of
compliance with the rules, he or she is phased back into the regular activities.

Feedback is given to the children at many times during the day. When children
finish a project, they are expected to have it checked by either the classroom
teacher or an aide. If work is in error, children correct it before moving to other
tasks. -
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[ ] At the end of the school day, each child meets with the teacher for an individual
 conference. Feedback is given on written work and on the child's performance in
centers. The contract is the guide for evaluating the day's work. All of the
child's papers are stapled to the contract. This packet is sent home as a daily
report to parents. : T ' :

(] Children in this proérarﬁ ‘are provided with a variety of-\nteresting activities on
their developmental level. They select and initiate many of their own activities,
and tiey know where they should be and what they should be doing.

(] The success of the program is based on combining curriculum components
(learning centers, skills groups, and units of study) with management components
(color coding, contracts, and discipline). These six components create a learning
environment that is efficient and effective for each child. '

CURRICULUM ORGANIZATION COMPONENT #1: LEARNING CENTERS

’

9

According to Leeper (1974), the main distinction of the learning center approach
is that' it emphasizes cognitive growth and provides for self-evaluation. It also provides
for the affective growth of the.child by encouraging an atmosphere of trust and
security. ’ ) -

Learniné centers are specified areas in the learning environment designed by the
teacher, the students and the teacher, or by the students that contain a variety of
learning activities and media to enha;we the development of concepts, themes, topics,
skills, or interests. The experiences in a learning center may be ac{apted to the child's
particular learning style, maturity, and experiential background,-thus providing an
approach to individualizing instruction- for more effective education. In essence,

learhing centers provide the core of an early childhoodtenvironment.

L]
[}

Objectives

. Develop a rationale for the use of learning centers

] Describe effective learning centers, including the use of multi-level materials
() List ~a'ppropriate learning centers for young children

) Determine the appropriate use of learning centers in specific prbgrams

] Establish both short- and long-term goals for developing learning centers

(] Design a classroom environment that uses learning centers

° Evaluate a good learning environment for young children.

Why L earning Centers Are Important

In a learning t;entker designed to accommodate a variety of learning styles,
children ¢an manipulate objects, engage in_eonversatjon and role playing, and learn at
their-own levels. The center materials atre drawn from the basic skills program of the

classroom as well as from the themes and units being pursued. The centers supply

\
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opportunities for learning new skills, reinforcing or practicing skills already a'cquired,
integrating a variety of subject matter, and utilizing physical ana social skills.
Learning centers enable young children to develop independent learmng skills, as
well as to acquire and imprbve the .skills and knowledge on which future learning can be
built. Such centers require time and creativity on the part of both teachers and
children, as they must be carefully planned and organized to- be challenginc:; and
B _interesting. - ’ ‘ ‘ -
Since differences in rates and modes of learning exist in any group of children,
learning centers are designed to accommodate these differences. Some activities in a
learning center nlvay be required of all stuaents,'somel may be required of some students .
but not others,.and some may be optional. Determination of reauired activities is based

on the children's differences in ability, maturity, experience, and interest.

Conditions for Effective Learning Centers . B

There are certain conditions that should be met if learning centers are to be most

effectively utilized in a good early childhood program.

1. An’effective marfagement system must be developed and well understood by the
teacher and children.

2. The teacher must genuinely know the children and their abilities, achievement
levels, previous experiences, and overall maturity (physical, mental, emotional).
In addition he or she must know the goals and objectives of a good early childhood
program and apply these goals in desngmng the currlculum

]

3. The centers must be attractlve and well orgamzed, provide for a variety of
learning styles and skill levels, include necessary supplies and resdurces, and

-provide for feedback through self-correcting materialg of various types. - .
4. Children must be taught how to effectively use the center materials and
equipment. : »

5. Individual and group planning, guidance, and evaluation of center activities must
be provided.

6. The children must possess the necessary skills and prerequisite information -for
effective utilization of the centers. They must understand the purposes of their
activities; be able to exercise self-discipline; and, depending on their reading or
computational level, be able to keep good records of their activities.

7. The activities in the centers should have educationally $elid purposes. They
should reinforce skills, concepts, and knowledge; be integrated with other
appropriate skills and concepts; and be based on diagnosis of the strengths,
weaknesses, and needs of the children.

What a K-3 Devblopmentei Learning Environment Looks Like

An effective early crwildhood learni'ng environment is an informal, warm, busy
place where both discovery and direct teaching are paths to learning. Childreén must be
seen as competent, trustwofthy, and wanting to learn. The teacher acts as a guide in
the development of the child in the academic, creative, social, and emotional areas.

EKC
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Children are often free to choose what, how, and when they want to lee;rn, and vwhen-
guided by a sensitive teacher can work on their personal strengths‘and weaknesses
individually, with a friend, or with a small group. l -

Physncally, a developmental learning environment should be a place where the
comfort of the child is considered. Management and order must be emphasized.
Instructional resources should be in easily accessible places that can be recognized by
the child. Provision should be made for movement through the use of floor space, small
tables, halls, walls, and outside work areas. The room and the equipment should be
clean énd respected, yet usable. A variety of noise ‘levels and emotional needs can be

taken care of through creative; wise arrangement of centers.

The centers should all be inviting places where children can feel secure while

' being challenged by new concepts and reinforced by successfully completing activities

dealing with previously acquired skills. Centers may be arranged according to subject
matter, but no branch of learning shoulld be seen in isolation. Centers ‘and activities
must all be interwoven so that specific concepts can be generalized. Some centers, like
those that deal with language arts, science, ana math, receive special attention and
should include many materials for a variety of different learning levels. Teachers are
flndlng, however, that it is not difficult to add centers that in a more traditional or
restrictive classroom might be seen as frills: the creative arts, creative dramatics,
blocks, social studies, “woodworking, outdoor activities, sand and water, and special
emphasis centers. They are finding that all of these so-called extras help to teach the
traditional three Rs. -7

Below is a checklist of open and developmental characteristics that teachers may

use to determine whether they believe in a developmental approa‘ch with learning

- K]

centers.

Teacher's Philosophy Checklist
1. Do | believe in the nine open and creative learning principles on page five in the

Overview section of this manual? ~
2. Do I provide a classroom atmosphere of warmth, security, and chal»leng'e?

Do | believe that my role as a good teacher is to guide children into learning, to
serve as a facilitator, and to provide direct instruction?

4, Do I"belleve in teachers working together to facilitate planning, whether in team
teaching arrangements or as colleagues in curriculum development for self-
contained classes"

5. Do 1 support multi-age grouping to facilitate peer learning and reduce pupil
turnover each session?

Do I believe in and utilize an integrated day? ° ,

7. Do | encourage and support parent” involvement in my classroom learning
environment?  «

8. Do I use learning centers containing a wide variety of materials?

- 22 . . 15
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10.
11.

12.

13.

14.

15.

16.

17.
18.
19.

20.

21.

22.

23.
24,
25.

Do | evaluate - my. learning centers in terms of the following
categories: a) objectives; b) environmental resources; c) materials (commercial
and teacher- made); d) suggested activities; and e) evaluation?

Are my learnlng center activities self-correcting and multi-leveled?

Is our management system clearly understood and aghered to by both children and
teacher, so that our learning environment is well organized?

Do | believe in and use curriculum and.individual skill area contracts, as well as

JAndividualized contracts based on diagnosis?

Do [ provide for choices of activities for the children, as well as for their required
tasks?

Do | have multi-level materials coded by color and/or number to facilitate
classroom organization and child responsibility?

Are the learning centers labeled and are the activity dlrectlons provided in both
visual and written form? .

Do 1 regularly diagnose each child's abilities, motivation, preferred physmal
condlblons, perceptual strengths, and preferred learning styles?

Do I provide for individual, small group, and total group activities?
Do I enc\ourage children to share and/or display thelr own work?

Are my children taught to respect and care for their, learning environment and
each other? -

Do.1 have ample storage facilities, and do | creatively utilize all available space
for centers, including hallways, the classroom, and outdoors?

-~
¥

Do | carefully introduce the children to each learning center, its materials, and
the reason why this center is important? ’

Do I provide the, opportunity and/or encourage children to add to or set up their
own learning areas?

Do I provide for a‘variety of noise levels, both quiet and not so quiet areas?

Do I utilize community resources and pravide field trips for the children?

Do 1 provide for the development of self-reliance, self-discipline, and self-
confidence for each child?

-

In conclusion, a learning center approach as proposed by Leeper (1974), Weber

- (1971), Day (1975), and others is representative of sound educational practices for six

major reasons:

1.

A good early childhood program must have a focus with clearly defined goals and
objectives based on well-thought-out values. A developmental environment meets
this criterion. Its prirnary goal is to provide a succession of experlences whereby
each child can‘have the opportunity to develop at his or her own rate by helping
each child to:

(Gain academic learning and begin to develop good study habits
Develop a positive self-concept '

a

b

c. Develop’ the ability to make wise choices

d LLearn to communicate -- listening, speaking, reading, and writing
e

l.earn individual and group values -- respecting, helping, and understanding

others. 23
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Z. A developmental program is responsive to the needs and capabilities” of the
learners. Through learning centers the environment allows for:

+

a. Attention spa#is of varying lengths

b, Children's development from an egocentric stage to a more peer-oriented

stage
c. Success of some kind for each child
” d. Sensitivity to and appreciation for individual differences
e. Varying degrees of muscle control and reaction time.
3. A dévelopmental program is responsible to society because it develops those skills

that children will need to function in the real world as adgylts: Children learn:
To be responsible for their own-actions and to recognize the rights of others
b. To clarify concepts

c. To talk things over and to follow through once a plan is made by common
consent.

4. Possibly more than any other approach, a developmental program that uses
léarning centers has an intellectual content based on inquiry and discovery.
Academic learning is developed through successive experiences in developmental
sequences that arepppropl‘"iate for each child. The content is presented so that:

It is integrated, rather than presented as isolated subject matter
It proceeds from the immediate en\;ironment of the child

c: The child has time and opportunity to express himself or herself through a
variety of media and materials

d. The child may be actively invol\ﬂad and use his or her whole body

e. Opportunity is provided for the development of impostant attitudes about
: self, home, and school. '
5. Facilities are available, V'adequaté, and arranged in order to do a good job. The
facilities include: \ s

Individual storage space and a sense of privacy for each child

«Op:en shelves that contain attractively arranged and easily accessible
materials for children's use )

c. Space that is planned with special uses in mind -- small cozy areas for
reading; quiet independent work areas; and larger, more spacious areas for
total group activities such as story time or class meetings

- d. A variety of materials and equipment appropriate for children with many
levels of learning. :

6. A developmental program, as any other, is dependent upon good teachers. Good
teachers often are attracted to this program because of the ideals inherent in this
approach. These aré teachers who:

a. Include both sexes

b. Possess necessary teaching and learning skills

c. See themselves as quides and facilitators of learning -

d.  Think well of themselves and are therefore able to think well of pthers

e. Are friendly, warm, and able to provide supportive relt.ationships <\E‘

f. Trust children and show respect and concern for them. . -
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How to Begin a Learning Center Approach .- '

Using a learning center approach may appear to be overwhelming at first. The

following eight steps help classroom teachers get off to a good start:

P4

Step 1. Examine your philosophy. What is your ideal classroom?
o

Step 2. Examine your resources -- time, money, staff, materials, spa}:e, philosophicél

support.

Step 3. Examine your restraints. Restraints may evolve from a lack of such resources
as time, money, staff, materials, space, or phllosophlcal support. Other restraints may

include curriculum regulations, requlations concerning use of space, and 8o “forth.

Step 4. Develop realistic goals.. A learning center approach takes time and effort to

implement effectively. Don't expect to achieve your goals overnight. Determine where

you see yourself on the following continuum and where you would like to be eventually.

—
A Continuum for the Use of Learning Centers -

No _ 3,4,0r5 5-8 8-10 or More Entirely
Centers Centers Centers Centers " Centers

' 1 2 3 ¢ 4 a 5

R /

1. No Centerg. Classroom designed around other methods of instruction.

2. 3, 4, or 5 Centers. Centers are supplementary to the regular program. Centers’
are set up around the, edges of the classroom. Centers chosen. are easily
maintained -- for instance, a reading corner, listening center, art area, creative
writing corner, or puppetry corner. This approach is a good way to begin' using
learning centers in a classroom. '

3. 5-8 Centers. Children may spend most of thelr day working at assigned desks or
tables, but may also have a special "centers" time when everyone, including the
teacher, works in the learmng centers. Some centers may carry the curriculum
for a specific area; that is, art, psychomotor skills (puzzles), or ¢reative writing
experiences may be planned and taught primarily through the use of these centers.
Other centers, such as reading, math, and language arts, may support the regular
curriculum. Some centers are easily maintained, while others require extra .
planning and materials. o,

4. 8-10 or More Centers. The classroom includes work/study areas for skills groups,
a home base area for large groups, and a variety of learning centers. The centers
carry a large part of the curriculum, with children moving among the centers
during the entire day. Teachers work with children during a centers teaching
period each day and also work with each child daily in reading and math skills
groups. Planning for the centers curriculum is extensive and requires as much
time as planning for skills groups. The science and social studies curricula are
taught through the use of centers. Children apply their skills in the content areas
through the use of centers. Constructing, creating, and imaginative activities are
presented in the learning centers. Children use ‘@8 management system such as
contracting to help structure their learning {see Figure 1).

-

25




shading denotes

‘ a . ) bulletin boards . . . 4]
: % . » ’ AR ONAMUAS AN N N NN % :'-rl
> TEACHER WORK AREA > Q
) o SOCIAL STUDIES [:;] ’ writing | 2§ 2 | =
8 CENTER ’ e CENTER g_ 8 .
a Educational m
: Tetevision <
“ “ Q
g g | 2=
g open shelves open shelves = 8 ’_’4 e
B ) : . B, | =2x '®)
! 3 cabinet cabinet 5 . N4
: @
[72]
=3
a8
. 5]
= 3
] c M &
'3 . ' H e
g Az | 8 | AT ~ SCIENCE | & E B
.« "Rezl e > | CENTER _CENTER | '5 gig P
[ ' 2 ) . o b
. , : S o
ﬁ A : - , e o
Ce ‘ -
R Y ' ] . Z
. . . RESEARCH CENTER 3 8
. {open shelves ' , - _ ‘ s a | [open shelves]. = @
PUZZLE “Wendy” house « . a r
l cabinet CENTER * with Pooh Bear-} * . % | lopen shelves g
’ LANGUAGE ‘ 3. | bookease | | bock | MATH 7.1 2
' CENTER — : , gl CENTER gel 2
. ; , . . . 2 ,3% 0
: S " LISTENING ® cal ©
g g READING BLOCK .2 g3 3
. - <] CENTER “« CENTER - o8
k4 ~ 35 25 12 @
e % 379 . , ga = 8
s ‘ o e i ) 5 . ¢
\ «*n g @ » _O‘

counter space : tape . counter space . ﬁ o Y
Acabinets below) ' Jrecorder . R . (caw‘mts below) _ | 4 cubbies

4

. ) ] . tool center. \ ‘ easel ’ - . B ) ]
) rTo»THE LIBRARY . ‘ - sand table - , o :

‘ ' 5.
. ) R ‘ ‘
. , seesaw ¢ - seesaw
~ NIV O - Y

: ] CEMENT
PATIO

»El{llC 26 , ‘ o ?

=S : o : | | . « 1

T




Entirely Centers. Classroom is composed entirely of learning centers, with study

areas set aside for small group and individual work. Teachers work as facilitators,
Exterdive recordkeeping -- such as

moving .among the children as they work.
prescriptions,

individual

contracts,

checklists,’

necdotal

records,

ahd so

forth -- is used to coordinate the learning of each child. Children choose much of
their own work. Skills groups are constantly formed and re-formed according to

-~ Figgre 2_:

kY

L3

[
)

‘the children's needs (see ‘Figur&Z, from Day, 1975, p. 195).

Map of Classroom Structured Entirely Around Learning Centers.

: . [ EES |
L [EAYR]
. ;
INIRANGCE *
l'\“" ]""" ;————l {hivons ] [TEITN | o
o MR SHE AL t\l\ INSIRLMENTS DRISS LPARTHLLS ] MEAL TN
N UKD PARLOR
! [:I I‘J' e pavin Hasn nuwnu
N IR "
IR ; DRAKY N TN .
oo \KI \ AP Y
N S - ROARIC gy oy o £
l gy :; ;
2 WOON NS i niren & 2
g R . 4 td
L1Y Yl
nﬂ wR T '«’nlnn winns 22
Paves BIARL z3
‘l‘"":‘l‘l = WARKI R
TN % DIV 18 AL C8 BRIES | ol XY SHOP
" LANGE ALY * " B r_— Counier ypae (o ah —h__:nn—l'_h
o w, z T T z Lunlet o e v abiners U:flx e}
£ Wi e et i | * i
: «
h Ve < Lol RS | z ' -
e - . p SEWING
s - ‘,‘)” | ; b E § |
R e
STORTT WaCWsT vF R | = ART R .
ey et - | ' : -
. e |
. [T
c i l sink | ostovt [ermat
woh CARPEY | on
seh st o
ki (; 1 DOKING
- and
TR 22 Housk
=X KEEPING
v FLAY r3s Q /)
Viewng £ A
. wreen (Upert shelves heliwy
AQUARICM W RTLES  TERRARILAL SLIDIM LAY DOORS - Couniee space 14 abingin)
WiINDOW
a INDOWS TOOL ANDPE
FQUIPKENT
SHED
. GARDFN CEMENT PATIO »
P
[
T
P
—— - "
[ —
S e——
v L Treehouse
Sand ,
o digging & ploy —_
. Tunneh
~ - ’ -
— N b Swings
Hangng ban Chinntng beiy
H. ] A
Ladden Sitde .
N e - B
- B o
Bulance besrn
ANIMAL PENS
\ . R :‘\ ‘
N §

|

Step 5. Decide on speeific centers for your classroom.

List the centers, adding a

symbolA to represent each center and the number of children each area can comfortably

{
accommodate, as in Figure 3.

Next,. total the number of spaces available in the centers

’

a?any one time. The

classroom with the centers listed in Figure 3 has 48 spaces. “The total number of spaces.

avallable should exceed the total number of chlldren

EMC

.
B3

- S

ugrg the centers at any one time.
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Figure 3. Centers Chart.

“ L
Centers ChorT | | |

Center Symbol e
Math 242:=4 3
Research ere >
Writing R N H
Reading ’ =2 3
Social Studits D s
Language ABC 3
Science > 4.
Library D%" 2
| Arf\ = 4
Puz;\es @ﬂ” 2

* | Listening &) 2

Outdoors ol G
Dramatic Play %A 2
Puppets 6% | 2
Sesame St \tgl | 2
Blocks o 2
Tetal hu;mber of learnin3 cenhr'spaces 19

Extra center spaces facilitate the movement patterns of the children as they finish

their tasks in one center and need to move to another center. From 25 to 30 children

+could easily work in the number of spaces provided by the learning centers in this

example.
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.Step 6. Diagram your classroom. Start wnth "glvens" such as wet areas and slnks,
cubbies, teaching statlons, carpeted areas, and study tables; then add the learnlng
centers. Consider: . . .

1. Noisy and quiet centers. It may be disruptive to have all the noisy centers in one
area of the room. ‘

2. The number of chiildren using each center. Very busy areas may need to be
equally distributed around the room. '

. 3. Tralfic patterns. The ebb and flow of children from one area to another works
best if the total number of learnmg center spaces is evenly distributed over the
entire area.

4, What happens when you are teaching in the learning centers. If science and art
need the most adult help, perhaps they need to be in close proximity to one
another, unless you can count on another adult, such as an alde or teammate,
working i m the classroom with you.

5. Maintain kual contact with the centers that will need the most adult interaction
during the day. A reading nook may be semihidden in a corner, but a busy block
center reduires more supervision and may need to be easily visible from your

qinng station

Step 7. Sét up your classroom, try out your organization, and revise as necessary. It's
difficult to predict all the variables until active children have been at work in a
_classroom. Don't let the mechanics of establishing functional learning centers

discourage you. ‘ . N

.

Step B. Consider organizational techniques for individual centers.

1. Start with a few materials in each center. Add more items as the children
become proficient in working independently and carefully.

2. Design materials for independent use by the children. Use clearly worded or
illustrated task cards to remind children of the steps in a project or experiment.

Use self-correcting activities when possible. Invest in sturdy items that can be

* used in a number of different ways by young children, such as colored blocks and

wooden and rubber letters and shapes.

3. Design easy access to the materials. Shelv'es with cubbies are extremely
efficient. Place one item in a cubby or specific spot on a shelf or counter.

4. Organize a systern for using the mate\lals Daily contracts are a mechanism that
help structure children's center experiences. Color coding materials provides: a
means for easy recognition of assigned tasks and easy clean up by young children.
(Details concerning the development of daily contracts and color coding of
materials will be given later in this manual.)

5. Be sure each center is equipped with any necessary materials before the day
begins. Scissors, paste, crayons, paper, and so forth can each have a special spot
in the center. :

6. Incorporate display areas for children's art, books, storles, experiments, and so
forth into each appropriate center. ~

7. Consider the natural habitat for specific centers. Science and art may need a sink
area with tiled floor space. Blocks, puzzles, and other manipulatives may work
best on a carpeted area. Sand and water play are more easily managed outdoors.

' 30




10.

11.

12.

b

R

)
A ’

Clearly define, each center space by the arrangement of the furniture. Include a
chart with the’ name of the center aAd the number of children allowed in the
center at any one time; color-coded charts help children locate specific centers.
For instance, the yellow chart indicates the research area and may - also have
color-coded clethespins attached as tickets for entering the area. (See Classroom
Management Component #1: Color Coding, page 37, Figure 16.) If children use
folders to keep their work organized, a‘box next to the center entryway is a
convenient place to store the folders while the children are at work in the denter.

Introduce each new center act‘lvlty to all the children at group time before adding
it to the appropriate center. Emphasize correct care of the materials at the same
time. During group time teach mini-lessons of about ten to fifteen minutes in
length in order to expand the children's’ understanding of their center work on
certain topics such as dinosaurs or transportation.

Plan t6 give consistent feedback to'the children on their work in the centers.
Establish ground rules as needed; for instance,. designate specific places to put
finished products or work that the teacher will review later, or plan for the child
to get his or her paper or project checked by an adult before leaving the center to
go to another area. - Conference with the childr,er%t the end of each day ‘about
their work.

Communicate clear expectations to the children about -their responsibilities for
care of materials, clean up, and so forth. Be explicit about what can be done in
each center; for instance, can the rocket be ridden outside of the block area?
Can water be used in the dramatic play area?

Orient children to.the use of learning centers. For details, see page 43 under
Classroom Management Component #2: Contracts.

P?an a stb}age and retrieval system for organizing materials for specific units and
centers so that they can be used over and over. Cardboard boxes labeled
"Dinosaurs," "Fall," and so forth, placed on open shelves, work nicely.

vz

Task Cards

Task cards can be used to orient young children to learning center activities

Task cards should explain the activity to the child both visually, with the use of graphic

symbols, and verbally, with the use of a few eagy-to-read phrases.

Figure 4 is an e'xample‘of an art task card that explains and illustrates how to

make paper bag puppets.

Figure 4. Art Task Card. ’ .
Paper Bag Puppets !

. N o . >~ -
Setwih GO BOI O
ddarose... M & (D O @
then.... D < p'

a mouth.... W <4 ~yd N

some cars... 3O R 09 § 9

Give your puppet a name // :

_—y
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Figure 5. Scienge Task Card.

wheels Exper'\mé(d' ‘

b Put the blocks on
the Hatrbed.

“ Z.Pull the florbed.

Bo.Put the blocks on
the truck.

4,Push the fruck.
| Which s easier P

The science task card from a physical science unit on simple machines (Figure 5)
explains and illustrates how to do an experime’nt about-wheels. T

The illustrations on research and writing center task cards need to be clear and
precise in order for young children to use them effectively. The cards need to be

designed for children with different levels of skill development.

Figure 6. Easy Research Card. Fiigure 7. . Easy Writing Card.

Look up work Puss is moving
on p. 111. oum:n't‘;cv:\ormy OT’O\Jf\d /
Draw and j

Wha{ do you li ke

who is Yo move around on?

label Someoie &

working.
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C}}rde at the easiest level, for children with no reading and writing skills, can
include manipulatives, drawing, coloring, matching, puzzles, games, dot-to-dot, and
mazes. Keep written instructions simple. No writing should be required of the child, If
the activity is a puzzie or other manipulative, include on the ‘card instructions 'that ask
the child to draw and color a picture about the activity. Figure 6 is an example of an
easy research center task card, and Figure 7 is an example of an easy writing center
task card.

The intermediate level activities for children with beginning reading and writing .

£

skills can include:

First Semester ’ \ Second Semester

Any of the easy activities previously e Killing in the blanks
suggested, such as dot-to-dot, drawing,
and coloring, taken a step further: . e Choosing a story ending
e Drawing, coloring, and labeling e Writing two or three short sentences
e Copying a few words ‘ e Answering one or two research

f " questions (answers should be short--
e Writing a short sertence two or three words)
e Choosing the endihg of a story e Creating a story from given

vocabulary

° Fill.ing in the blanks

) Label pictures and ﬁwrite vocabulary on the cards to help children spell. Figure 8
is a ,lerxample of an intermediate level research card; Figure 9 is an example of an

infermediate level writing card. .
Fiqure 8. Intermediate Research Card. Figure 9. Intermediate Writing Card.
3\ .

1Big Bear is pullings
the box.

machines ' ,
that can dig Little Bear
ies. . . .
2Draw add  —pp e , i3 _pushmg it. .

| label a machine.

At
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The most difficult level for children who are reading and writing with ease

includes:

«. First Semester Second Semester

@ Copying sentences : e Using "lead-ins" or "story starters"

for children to create their own story

e Choosing story endings

e Answering three or four research

e Answering one or two research questions

questions

e Writing a short creative story

e ‘Writing a short story from . from their own ideas

of a difficult writing card.’

Figure 10. Difficult Research Card.

vocabulary listed on a card

Figure 10 is an example of a difficult research card, and Figure 11 is an example

*

* When making research cards be sure to: ; ¢

Number the questions

Make the answer to the question obvious to.the child
Put a marker or rubber band in the reference bqok if necessary
Use "mini-picturee‘" of the reference book on the research ca_x:d

Include title of the reference book and, when appropriate, include volume number
and page number . ‘

Use a few words consistently. Teach the words to the children. Commonly used

Figure 11. Difficult Writing Card.

Big Bear asks:
'wWhat do machines do ?
]

>

List & machines that

" hel le.
mepaggoc%\or
two of the

machines.

Liftle Bear has invented

a machine Yo take him
places | Think upa

machine that would
help you do something
you cant.
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instructions include 1) look up; 2) find, 3) list; 4) trace; 5) draw and color; 6) draw,
color, and label; and 7) choose.

. Use colorful, intriguing illustrations on each card to attract the children's
interest. Magazilnes such as Sesame Street and Ranger Rick are especially useful.

Checklist for Evaluating a Good Learning Envirorinent for Young Children

<

The following checklist is primarily from Open Learning in Early Childhood
Education by Barbara Day.

Teacher-Child Relationships

- . Yes No

1. Do you serve as a guide, facilitator of learning, resource
person rather than a dispenser of information?

Do you have respect for and trust children?

* Do you offer suggestions in a positive, sincere manner?

R 4. Do you circulate among the children -- encouraging them,
asking them individual questions, and giving each child
individual attention every day?

5. Do the children understand their responsibilities and
are they encouraged to be independent?

6. Do you believe that children respond to genuine experience
of trust with positive, productive, and enjoyable behavior,
and that they respond to lack of trust and confidence with
destructive, hostile, and immature behavior?

7. Do you make sure that each Chlld succeeds in aomethlng f
every day?

8. Do you operate in a manner that suggests that joy in
learning, respect for others, and learning how to learn

’ are more important than acquisition of specific subject
information? '

9. Are the children secure in what they know and not
frightened by what they do not know?

10. Do yop really listen to questions raised by children,
and do you answer them or seek to help individual
children find the answer on the appropriate level?

11. Do you ask childreﬁgueatlona that encourage .
them to develop logical ‘thinking patterns? A

Program'

1. s the program organized to allow for individual
differences in pace, style, and range of learning?

2. Are many opportunities provided for learning through

the senses -- feeling, hearing, tasting, smelling, ’
seeing?




10.

Yes

Are children free to select many of their own
learning activities by using learning ceriters that

No

are available to them?

Are the children encouraged to talk to each other,

ask questions, and seek their own answzs?

Are there a variety of exciting firsthany experiences
available for the children where they can make choices

and produce on their own?

Is an integrated day in operation, during which there

are no class lessons based on prescribed time allotments, -
but rather a great variety of experiences are available

in the creative, intellectual, artistic, and physical
areas?. '

Are children learning from each other -- by observing,

imitating, and teaching one another? g
eir

Are the children planning and evaluating
activities? ’

Are children given freedom to learn by exploring,
discovering, inquiring, and experimenting rather than

* by being given facts or direct answers to their

questions?

Are individual and small group activities encouraged,

ratljy than total group instruction?

Materials and Equipment .

1.

Is there a wide variety of materials, supplies, and
equipment for chifdren to work with which accommodates '
different ages, abilities, and interests? o

Are children enctouraged to interact with or act upon
their environment using many open-ended and self- *
corrective materials? .

Are children encouraged to supply some of their own
materials so that their interests are appreciated and
fully incorporated into the program?

Are materials available that ensure development of

both fine and gross motor skills?

Are materials organized, and do they have a definite .
place so that children know right where to find them
and also can put them away in the appropriate place
immediately after use?

Are the children free to use_the equipment by
themselves, and do they know how to properly care -
for it?
—_—
Are jnformal, teacher-made and child-made materials

encouraged and utilized, as well as commercially
made-materials?

Are materials and equipment safe and durable, and
are they used outdoors throughout the day just'as

appropriately as indoors? ¢




Are there. many materials that are concrete and sensory
and can be counted, arranged, and rearranged? Are
there things that can be taken apart and put together
again?

Physical Environment

1.

2.

10.

11.

12,

Are the classrooms decentralized or divided into a
variety of learning centers, rather than having
straight rows of desks or tables and chairs?

Is the farniture arranged so that a number of lacge
work surfaces are available?

Is the classroom a beautiful place with a warm,
inviting, homelike atmosphere?

Are there a variety of learning centers, such

as language arts, math and science, art and music,
housekeeping, woodworking, sand and water, listening
and viewing, a creative corner, and a quiet area

with a piec¢e of colorful carpet and/or some pillows?

Is there adequate space for active children to explore,
create, and move around freely?

Are there storage areas with an adequate place for each
child to put wraps, completed work and projects, and
other possessions?

Are the toilet and water facilities adequate and
convenient for children?

Are the rooms well heated, lighted, and ventilated?

‘Is there provision for an easy flow of activities

between outdoors and indoors, and is the outdoors
used throughout the day as a part of the total
living-learning environment?

Is the outdoor area adequate for free play,
organized games, and quiet play?

Is there a separation of noisy centers like
blockbuilding and housekeeping from quiet
areas like reading and research?

Are bulletin boards and displays in the
room organized around children's handiwork?

Qutdoor Learning Environmeﬁt

1.

2.

3,

Is the outdoors used9n conjunction with -
the indoors as an extension of the classroom?

Are the children free to move outside as a
part of an integrated day, and are the .
experiences enriching rather than restricting?

Is there an entrance into the schobl from the
outside so that games, materials, and equipment
can be moved in and out easily? '

Vi, : - 37
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Yes

4. Are open-ended materials available for children
to use in their own creative ways (for instance,
boxes, barrels, rubber tubes, wood strips, and
kegs- with rubber tops for drums)?

5. Is there a hard surface area that would be
appropriate for playing with blocks and
A vehicles, bouncing balls, and other activities?

6. Is there a balance of sunny and shaded areas so
that the children might choose either?

7. Is there a grassy area that would provide a
soft space for sitting together for a story,
playing, or running?

8. Is the outdoor environment safe -- free from glass
and sharp metal?

9. Is there a mixture of homemade, inexpensive

 gguipment (ropes, tires, telephone spools,

%"  sewer pipes, beanbags, newspaper ball) and
commercial equipment (jungle gyms, wheeled toys,
slides, and other stationary play equipment y
climbing and reaching apparatus, rockers, and so forth)?

10. Is there a sandbox with buckets, shovels, various
containers, water, blocks, and measuring containers
of different sizes and shapes to test math
concepts and encourage imaginative and dramatlc

play?

11.  Is there an adequate woodworking table with
. appropriate tools (hammer, saws, nails,
i \screwdrivers, plane, chisel, jigsaw, vise,
drill, clamp, file, sandpaper, measuring
atlcks) a varlety of sizes and shapes of
wood pieces, and a sawhorse?

12. Is there an area for water play with a variety
of materials (boats, sponges, corks, funnels,
rubber hoses, plastic containers for measuring,

** , eggbeaters, liquid detergent, ebjects that sink
and float) so that the children can explore,
S analyze, and discover some simple math and ‘
: scndnce concepts" -

13.  Are! eaeels available for outdoor painting, and
is there a roller table (or cart) for paints, .
brushes, afld other art supplies that can be

\ readily wheeled to the outdoor area for art?

14; Is there an adequate area for block building
. outside (preferably a cement area), and is thete
a roller cart or bin for rolling blocks from
the block center to the outside area? :

15. Is there evidence of growing things (vegetable:
gar ens, flower gardens, potted plants) that have
been planted and cared for by the children?

16. Are there outdoor animals in cages or pens that
ar’e kept as pets or for observation?

+ .

R, . =




17.

18.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

/ Yes
Do the equipment and materials proviged encourage .
children to do something based on their own ideas

No

rather than to just watch something operate?

* Are the equipment and space adequate for the

development of motor skills and muscular
coordination?

Is the outdoor area accessible so as to facilitate
supervision and minimize the possibility of accidents
(preferably large windows from floor to ceiling)?

Are adequate equipment and space provided for
dramatic play (tree house, fort, Indian teepee,
raised platformg; stripped-down car, rows of wooden
crates, logs, trees, stumps, outdoor theater,

little houses, or "in and out" places where the
children can crawl through and climb in and out)?

Is there an outside storage area, and is the

equipment organized.and stored sp that

children know where it is and where to put

it away? . .

Is there an outside covered area or roof so

that activity can go on even on drizzly days? - .

Are the children given the opportunity to
work and play outside alone and in small
groups and both quietly and actively?

Is there a natural environment with trees,
plants, and flowers so that children
can explore, discover, analyze, and learn

about the science of plants and animals?

Is there climbing equipment and apparatus
to help develop large body muscles in the arms
and legs? , , .

Are there balancing beams, logs, posts, or to
tree stumps so that the children can develop
a sense of bodily balance?

Is there sufficient and, if possible, sliding
apparatus to help develop a sense of motor
direction?

Are there interesting and challenging .
swings that can help develop arm and leg muscles,
such as a knotted rope swing or a tire swing?

Is there a slide or smooth pole that the )
children can climb up «and slide down?

Is there a diversity of equipment to
provide for a variety of developmental levels,
among the ¢hildren?

39

31



\

' CURRICULUM ORGANIZATION COMPONENT #2: SKILLS GROUPS

Children's work in learning centers is coordinated with daily skills group

instruction in the areas of reading and math.

Objectives '
o‘ Describe an -organizational pattern for teaching readlng and math skllls- through
small group instruction : o

®  tist the steps involved in using the British Infant Schools' language experlence
model for teaching reading

’

] Llst activities that incorporate readlng into the total classroom envnronment
r
The Organization of Skills Groups

LY

I3

' Both standardized readiness tests and teacher-designed checklists are used to
diagnose the children's strengths and weaknesses in reading ‘and math. Children are
grouped for 1nstructlon based on their skill development and learnlng styles. Groupings
are flexible, and children may’ move*rom one skills group to another as their needs
change. Each teacher works with three readlng groups and two math groups every day.

Thus ‘there are’ six possnble readlng group placements and four possible math" group

“
¥

placements for each child in the program.
" Each skills group has its own curriculum desngned to meet the needs ofathe
children in that specific group. Typically, the first ten to fifteen mlnutes of each-
reading *group are used to teach new concepts in phonics, handwriting, language, -
vocabulary, and 80 forth “ Next, written tasks related to these concepts are asslgned
and explained. Then the ch:?dren work with the teacher on their reading materials. A
varlety of materials is used. One group ‘may be using a language experlence approach,
while another uses basal readers. . An lnlelduallzed readlng kit can be used Wlth a
mature; independent group of children. . ‘
o Math skllls groups are also organlzed in the same manner. First, new concepts are
 introduced, often with the use of games and mampulatlves Then written work is
explained and assigned. Different groups use different math texts, depending on their
level of expertise and their learning styles. .
An interesting approach to teaching reading through the use of. language
experience is used in'some British Infant Schools. .The basic steps in this approach are

as follows:

Step 1. The first step in the language experience approach initially involves having the
child draw a picture illustrating an experier‘mc& in which she has been involved. The
child is then encouraged t;y the teacher to relate a few words about the picture.  The
teacher writes this sentence on the child's paper. The teacher also writes the exact

caption on another strip of paper, and the child cuts this up into individual words. The
. bl

s
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child learns these words (perhaps by playing games with them) and then pastes them
underneath the matching words in the sentence on her paper (see Figure 12).

/L,7» by y Step 2. The secpnd step in the langdage experiénce approach partially follows the same
' procedure as the first step. The child draws a picture illustrating an experience and
then relates sprhething about her picture, which the teacher records. The child is then
encouraged to rewrite the caption underneath the teacher's writing (see Figure 13),
Step 3. The third step in the language e_xperience approach can be taken when the child
has beguh to’ write and to read some on her own. Again the child draws a picture s
illustrating an experience, but this time she writes her own caption underneath the -
pictu;e (spe Figure 14).
_Figure 12. Language Experience | Figure 13. Language Experience |
‘ Illustration, Step 1. , : Illustration, Step 2. i
‘ LovV@? g ] iy
ej\ »’l. /‘x \"»...4 '
R . - »
—- \\ ' , // R // .
S
. / /[ {
- / , }
/ i
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‘ usan Uhis s Susa . owhh e,
.. o | ‘Tzhfi IS Susefl LW‘TB a
' \ -~ A N B ack-o-lantern In. h 4. THs
1 va Neéver had‘ Q. Ba day J‘acK—o‘; ng'ern n el:ef‘ a?\ahd ]4:’4-5;5
p— Nev \\ A a a\\pween : oma\m\'.
Twe 0@V ad % \nnd 37
da7 . - , ~> R b Ha”oweeﬁ Tonlght‘ .
P . — B—— ~
” -
' 1" . - - 1 C
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: -1 Theres a remnbow
F:igure 14. Language Experience over Be'au‘{‘;’.
Q ‘lustration, Step 3. .
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Activities for a Developmental Reading Progfam (Day, 1973)

The following are some recommended activities for those who might be interested

in moving toward a developmental reading program:

" 1.

2.
»

\8.

o el . . .
- Encourage ‘children to write and illustrate their own books. Older children can

. help younger ones. Add these books to the reading center, to a special area in the

library, or to the instructional materials center labeled "L ocal Authors."”

Set up a reading center that is inviting and challenging ‘-- cardboard dividers,
expanding book display shelves, or wooden bookshelves may serve to divide the
area from other parts of the classroom and allow for a little more privacy. A rug
on the floor, stuffed animals, cushions or pillows, perhaps-a small day bed, and a
rocking chair will add to the-appeal of this area. A table- with a lamp on jt will
add warmth as well as good lighting. Live plants on the bookcases or on the floor
are also suggested for this area. Books on a variety of subjects and reading levels
should be attractively displayed with front covers facing outward if possible. In
addition to books, there should be a variety of materials that children enjoy
reading, such as magazines, newspapers, pamphlets, and learning task cards. To
further enrich this area, books with corresponding records and tapes, films,
filmstrips, or film loops designed to complement selected books should be added.
These supplementary materials should be changed often to promote nnterest and
curiosity. o

Display the children's stories, poems, or other written experiencgs on the
classroom bulletin boards, irt the hallways, in the school library, in the cafeteria,
or other areas of the school. « .

Make exciting and challenging reading and word games for children to ptay
Encourage children to use these as'well ag to m#ke their own games, using new
and familiar words.

Encourage children to read and browse just for fun. Let the children know that
you, the teacher, enjoy reading by reading to-.them and by taking them to the

public library where you, as well as the children, check out books. Be interested

in all kinds of books -- picture books, dictionaries, encyclapedias, fine arts books,
hobby books, books of poetry, and so forth.

Ask parents to assist you in the reading program by listening to children read.

Encourage parents to come to your classroom so that gome are there each week.

Make sure that the parents feel good about their contribution &@nd that they learn

to share this excxtement with children.

Keep accurate records of each child's reading progress, including books read,
dates completed, word recognition skills obtained (picture clues, sight words,
context clues, phonics, structural analysis, and dictionary usage), and the child's
level of meaning Haa;al comprehension, interpretation, and critical reading).
Individual conferences between the child and the teacher are- e)itremely
nmportant Depending on his or her own level of readmg development, the child is
then guided toward further progress in skills, attitude, comprehension, and

enjoyment. Conversations with parents regarding the child's reading progress arée

essential.

Create an atmosphere of reading all around the classroom; for example, label the
individual work created in the woodworking, block building, or art center; provide
a ‘variety of interesting little books that can be read in a single sitting; place a
book titled Things That Sink or Float near the water table; include books abdut
unit topics in the science and social studnes nters. . '

Select poetry and stories full of quahty and depth, and make them a part of the
child's learning.experience every single day. .

-
-
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16. Follow the real interests of the children, not what you think their interests should
.beoh . ) .

.

S CURRICULUM ORGANIZATION COMPONENT #3: THE UNIT OF STUDY

Social studies and science are taught using the unit of study approach. Units are

taught in home base groups and through activities and experiiments set up in the social
studies and science learning centers. The unit themes and concepts are also integrated
_into other cl-'assroém learning centers such as art, research, writing, and so forth. A
hands-on, experiential approach for the children is emphasized.
Filmstrip 3, "'[he Unit of Study," details both the planning and implementation of

this approach. Learner objectives and activities -are included in the section of the

N -

manual that accompanies Filmstrip 3.

| .

’ CLASSROOM MANAGEMENT COMPONENT #1: COLOR CODING P
‘ .
|

The systematic use of color in an early qhildhoodi classroom is a technique .

~ designed to help ydung children function independently in a complex' environment.

| . Children can quickl§ learn a color-coding system that enables them to locate specific
i . learning centers, books,"games, task cards, and so forth, even if they do not yet possess
| reading skills. Color coding provides an efficieM, effective method for keeping
children on task. . o .

Objectives o o .
. Describe how color coding helps children idenfify each lear.ni'ng center.in the
classroom o 36
e  Describe how the use of colérfcoded center charts and clethe@pins manages the .
' children's movement patterns into and out of the_classreom learning centers
e Describe how the color coding of games, activities, books, and so forth allows

young children to find assigned materials and to clean up independently.

Color Céding Learning Cer;tt;ra

C Lea'rning centers caLr'\ be set -up usiﬁg a' system that incorporates both color coding
and the use of symbols. The symbols help the children igentify the concepts taught in
each center. The éolor code for each center helps the chilgren locate that area of the .
classroom with ease (see Figure'15). '

A chart showing the center's color and syrhb;ol is hung at the entrance to each {
center. The number of children allowed in each cen'ter is indicated in tHe upper gi'gﬁt
hand corner of each chart. The correspandirgg number of clothespins is attached to the
bottom of each chagt. Clothespins are sp”ray péinted or colored with magic m'iarkera to .
match the color of the center chart.” For example, the art center chart is_; dark blu,e,‘

) 4 .
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Figure 15. Color Coding Centers.

Color Cod\iiC_en’fers
Color | Center - Symkol
Green "1 Math. 2¢2= 4
Yellow Research A4
Red | Writing | oy
Light blue Readi'ng -
Red stripes [Secial Studies OB
White Language ABC
Light green Science - | P2
Blue Art - | Q\
Black - Puzzles i
Orange Listening -~ | &
" | Natural- Outdoors B
) Blaq}( stripes Dramah'c Play | G
BY'OWh | ‘ju ppe+5 & |
. | Orange stripes Sesame St | T1
Purple | Blocks &
| ‘Bink stripes ~ Library D%
N

and the math center chart is dark green (see Figure 16).
The color-coded clothespins serve as tickets for entering the center. A total of

eight children may use the art center at any one time; therefore, eight clothespins are

attached to the art center chart.

Q
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Figure 16. Centers Charts. /
Centers Charts
/\Y - d%;\:c 0 \ nbvog.:: Sge
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2 clothespins clothespins

- To enter the art center, a child must take a dark blue clotheepin:from the art
chart and clip‘.it onto his or her clothing. If there are no clothespins left on the art

chart, then no more c‘hildren may enter the art center. A child who wishes to do an art

project can easily glance at the chart and see whether or not any clothespins are .

available. If there are none, he or she needs to come back later when a clothespin has
been returned to the chart by another child who has left the center.: This technique
manages the number of children in the art center so that no more than eight are in the
center at any one time. ‘

The color-coded charts and clothespins also provide visual cues that help children
locate the different learning centers in the classroom. Young children can often locate
the orange clothespins before they can understand directions that ask them to find the

listening center.

Color Coding Games and Activities

Color coding also helps organize the games and activities in the learning centers.

Stickers of different shapes (for instance,o JAN D ﬁ ) and different colors may be
cut from contact paper.




Figure 17. Color-Coded Shelves.

ColorCoded Shelves
| / T
ured AN — —
stickers /‘l vy éusco,g"

“vellow 0" » ~
Xh‘ ckers <— E"“K’”A :

- o —
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These stickerg are attached to each game or activity and to the shelf where it
belongs (see Figure 17). This system enables young 'children to find an ‘assigned game
independently and to replace the materials easily and correctly. For t_axample, a child 1
may have been assigned the red A game in the puzzle center. She can find her activity
by glancing at the stickers’on the games. After she plays the game, it is easy for her to
put it back in its designated spot on the shelf by matching the sticker shape and color.
K Figure 18. Color-Coded Games. ; , !
Color-Coded Games h
olor-Coded (Games
Yellow Red g’,’,'.‘f'(“,.
stickery stricker IcKe
Jor
aﬁ}. 288 B
‘Easiest Tntermediate Most difficult
Color coding of games and activities can also be used to indicate materials of
diffe}ent degrees of difficulty for children with different levels of expertise (see Figure .

18). Any three basic colors can be selected to represent the levels of difficulty. For
example, the easiest games and activities can all be labeled with yellow stickers,

intermediate games and activities with réd.atickers, and the most difficult materials .
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with green stickers. Depending on the child's abilities, he or she may be asked to

choose 8 yellow sticker game, a red sticker game, or a green sticker game. This use of
-

color enables the teacher to assign children appropriate activities on an individualized

basis.

-~
- L 3

Classroom

Figure 19. Color-Coded Book Chart.

[l

.
Color-Coded Book Chart
Category Color - ‘

Fairy Tales -

) Rapunzal blueT )

Animal Stories Wl
Clifford

Poe'l'r)/ ‘ e5 |
Jack

‘ ~
libraries can be organized by color-coding systems. Books can be

categorized and each category assigned a color; for example, fairy tales can be coded in

blue, animal stories coded in red, and poetry coded in green (aee‘Figure 19). A srhall

piece of tape is applied to the binding of each book and to the section of shelf where"
the book belongs (see Figure 20). Children can use a chart to find books in which they

-\ are interested. The color-coding system then helps them reshelve the books correctly.

7

f-'igure 20. Color-Coded Book Shelves.

Color-Coded Bookshelves
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CLASSROOM MANAGEMENT COMPONENT #2: CONTRACTS .

Contracts are used as a mechanism for structuring each child's day in a complex
learning envi;'onment. ~Contractu also provide early childhood teachers with a means of
atruc;uring complex learning environments. Contracts promote on-tas}nbehévior,
organize traffic flow in the classroom, monitor the number of times a child visits a
center during the week, monitor the variety of centers that a child t;sea, and provide a
tool for daily evaluation of each child. Contracts of fer parents a record of the child's
acti\;itiea for each day -- a good public relations device. \

Contracts givq children 1) a mechanism for handling their own transitions from
one center to another; 2) ih'e opportunity to work at their own pace during the 'day,
since it ig not necessary either to hurry up or wait for an entire group to finish one
project before starting anoth;r; 3) the chance to pursue some of their own interests;
and 4) a mechanism for each child to be accountable to himself or herself for the day's
work. }

The contract reflects the child's daily schedule and is consistent with his or her
developmental level. " In this classroom, the children's day  includes spending
approximately one-third of the time with the teacher, one-third on independent
‘activities planned by the teacher, and one-third on their own free choices. Thé learning
activities on the contracts are usually a combination of folldw-up activities based on
skills being taugﬁt, the introduction of new concepts, and the children's own special
interests. A Monday-Friday sequence of contracts is planned so that each learning
center is visited two or three times a week.- Each teacher plans for three different

contract groups within her home base group of twenty-six children.

Objectives .. .
® Define contracting for young children

[ Develop a rationale for the use of contracts

[ Identify contract formats that represent different levels of difficulty

[ Identify contract formats that represent different curriculum goals, such as daily

contracts,; weekly contracts, science contracts, and so forth

® Design contracts that can be used in one's own classroom
Plan an orientation for young children that introduces them to the use of centers
and contracts :

® Describe how to use an evaluation system based on the use of contracts.

Stepe in Contract Design
Follow these six steps in designing contracts for young children: /

Step 1. Decide on the time frame the contract will cover (a part of each day, the entire\
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F : day, several days, or a week). Older childreri may use contracts that- cover a period of -
&

seversl days.

Step 2.

Step 2. Decide what activities you wish to include on the contract. These may include

| center assignments (work from a list of the centers you will be using); skills groups;
independent assignments such as apelllng, writing, lahguage; and free choice activities )

| selected by the children. S ) "

’ ) Step 3. Make a scheduie for the child's day that includes tiwe activities decided upon in

\

|

|

.

‘ Step 4. Decide on the contract format. The reading levels of t[\e children help
‘ determine the formats that can be used most effectively. Children Who do not have
reading and writing skills need contracts that use symbols and color coding. Children .
with more advanced skills can use a more complex contraét with written directions. .t
o Use simple symbols that are easy to reproduce by hand. Contracts can be lettered by A

; using a primary typewriter or by hand. ‘ . -

Step 5. Decide on the number of different contract groups necessary to meet tl'{e
children;s needs and to make the most efficient ua; of the classroom. Three deferel:\t
contract groups are usually a workable number for an individual teacher to manage.
Thx:oe groups provide for a variety of skill levels within the class, and three different
contracts also balance the number of centers in use each_day by different groups of
children. (For example, a logistical mistake can be made if every child in the classroom
is assigned the same contract on the same day. All the children would be trying to use
} the same five or six centers during the day. Some centers would not be used at all,
| while traffic jams developed at others.) ) ' _ '
! Step 6. Graph the weekly use of centers by each group. Plan the cc;ntracta so that no
one area of the classroom is overcrowded on any one day and no one center remains
empty for an entire day.

Constructing a graph for each contract group and the centers they use each day
helps prevent over- and underutilization of space. The graph also helps ensure that

each group goes to each center during the week & specified number of times. For
example, in Figure 21 note that each group is scheduled into the art center twice during
the week.

It is important to vary the type of experiences each contract group has each day,
including creative, cognitive, and psychomotor experiences. Worksheet 1l in the
Appendix can be used by teachers to plan their own weekly schedule for contract

groups.
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Figure 21. Example of a Weekly Schedule for Contract Groups.

A Weekly Schedule for Contract Groups
Group A has 7 children; Group B, 10 GroupC, 9.
Cé_n*ers Mbnday .| Tuesday |Wednesday| Thursday | Friday
Art A | B ¢ |amin | ¢
Writing | B “C | A+B c A
Reading A B - C -C+B A
Puppets B A+C C A B
Sesame St. C B A C A+B
Dramatic Play A C B B A+C
Blocks C A B A B+C
Research B A C B+A C
Listening B A C C+A B
Puzzles A B A C ‘B-;C,
Language P A+ C B A C
Outdoors | C+B C A B A
Library A+C B A C B
Math ¢ | A+ | B B A
Science A B C A+ C b
Soclal Studies C\ C A+B B A




o Contract Sequence .
'Chlldren progress through different levels (easy to difficult) of contracting_as .
they mature. The contract sequence starts with those for very young children andfor -

_nonreaders and continues through those designed for children working at the third- and
fourth-grade levels. '
} Children in the same ‘classroom may be using very different contract formats,
g depending on their developmental levels. All children,‘ even older ones who are ready to
| start using the more advanced contracts, need to have a careful orientation to the use

of centers and contracts. >

Orientation to Centara

The initial use of learning centers is preceded by a discussion of a few basic
center rules that cover caring for materials, controlling voices, staying on task,
cleaning up, and using clothespins as tickets for entering centers.

Introduce children to the learning centers through a teacher-planned rotation.

°

Divide the children into small groups and assign each group to a center. For example:

Grouwp A° Group B - Group C
1st rotation puzzles science ~ reading
'2nd rotation reading puzzles science

The children work for about 20 minutes in their assigned areas while the teacher moves

among them. Children'do not yet move from center to center on their own. The

rotations follow this pattern until all children have been to all the centers. This

)
|
\
‘ teacher then signals for a clean up and a return to the large group. Subsequent
procedure usually takes several days.
| The next step in orienting the children to their environment is the introduction of
1 movement from one cenger to another. The teacher plans a 30-minute period when he
or she will work with the children in the centers. During home base group, each child’is
assigned tg a center. The teacher explains that when they finish their first activity,
they may then move to another center of their choice. The children are limited to one
move. The teacher helps the children follow the rules of sharing, cleaning up, and
replacing clothespins on the center charts. He or she helps them move to their second
center and gets them settled with another activity. Helping the children understand
procedures is the major objective at this stage of the orientation process: At the end of
the 30-minute period, the teacher signals for clean up and a return to home base group.
At this point it may be helpful to schedule a 30-minute morning and a 30-minute
aftérnoon center teaching time. This schedule may be useful for several days. The

amount of time that chil‘d.ren spend in centers can be graduslly extended as they

RIC | 51 >




ras

become more indapeu'\dent. When children have become familiar with color coding,

center symbols, clothespins, the learning center materials, and the arrangement of the

eléiaroom, they are ready to begin using contracts.
. It is often easier to start the more mature childrem on coitracts first and then’

’ )
start other groups of children as they become ready, rather than attempting to start all

children with contracts at one time. .

.

Stage ] Contracts
\ T .

. Stage 1 contracts are simple picture contracts (see Figure 22). The teacher or the 4

child color codes the contract by using crayon to underline the name of the center with
the same color as the center's clothespinvchart. For example, the art clo'theapina and
chart are dark blue; whenever art appears on the contract, it is underlined in dark blue.
Children have two clues to help them use the contract: 1) they read the center symbol,
a paint brush, ;:a "art"; and 2) they match the dark blue underlining on their contract to
the dark blue clothespin chart that hangs beside the art center. After completing the
art activity, the children check off art on their contract and refer to theirfcontract to
move to another center. At the end of the contract the phrase "pick a clothespin”

indicates that the child can select a free choice center.

E‘ure 22. Stagde 1 Contract.

>

Honday [ I

Reading %8 &

Outdoor grou & L&

M:e’ro:u:ﬂ? yo:'?;:ther cf) .
Writing I @

Listening b &

Puppets & & . .
Pick a clonespin'% &
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The Monqay through Friday sequence of Stage 1 contracts shown in Figure>23

- , plans a diversity of experiences for each child during the week.
. - Figure 23. ‘Monday-Friday Sequence of Stage 1 Contracts.
: ‘ . |Mondey  Nama b ' | Tuesdoy Nome
! x’j. ArtSa 0 . * |Language Ag. O
o Science 2P0 _»ﬁhrc; :[?? ©
Reading @ O ocial Studies B)g, o
Outdoor 5reaFg O Ogdoor Ereaﬁ'%fi z E
Moe_f with your hocher@ O Meet with your teache
thns (0] Math 2#2:% O
Lis“’e'{i'\s @) 7 . Puzzles Eﬂ
Puppets ®) Dromatic Play RO
Pick a clo‘H\esp(nﬂO_ Pick a cloH\esP'f‘ %0
Wednesd Nome '“‘\undaﬂ Name '
. | writing O )| Sl Studes G
‘ e 1At = ‘ ‘ Language AscO- )
Reading ﬁ) ) Math 242:4 O .
i Outdoor break Outd break ig‘ 0
| m,,}oz.»\ ;.our};'-eochwwo V\CC+OZ|"‘)\ your. Nﬂdm‘@é
Puzzles @n o) . |Drovate Ploy ﬁo
Blcks g O Research 22¢.
_ Science 90 O . ‘ Puppets (0]
. Pick a clothespin ﬁo - | Pk a clothespin 8O0
’ . Fn'ddy m
‘ i : Blocks & -O : .
| - o * | Secial Studies @0 |. ) N
r . |Redmwo -
| . | Outdoor break ’.
| o ' , " \ M:ef with your ‘\ﬂ@o
‘ . L;shnins ﬁo .
} ) WVlhnS = .3 O
| _ Rizzles By O
Pick o clothespin 0
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Stage 2 Contracts

Some children will use only, clothespins, or use only picture contracts, longer than

[]

- others. When children cah_eftectively follow a picture contract, they are ready to

bégin Stage 2. This contract level will add some required center activities as well as a ,

minimal amount of rea'ding The required activities give the children responsibility for -

specific tasks. This structure helps children develop mdependent work habits and also

reinforces teacher-demgnated skills. To follow this contract the Chlld needs tos

recognize the center symbols, match shapes, and read three color words. These

. contracts areeasily .used by children with limited reading and writing skills.

Children using Stage 1 and 2 contracts can begin to work in centers independent
of the teacher. Contracts can also begin to cover a longer period of the child's’ day, as
lllustrated in Flgure 24 The children can copy their assigned tasks from the \board or
the teacher can fill in the contract for them. The standardized codmg system used on
the contracts--"Do the act|v1ty," "Play theredAgame“--provndes a format that allows
the same series of contracts to be used over and over again. |

Rather than spending time each afternqon designing contracts with specific tasks
such as "Look up Benjamin Franklin" or "Do the magnetexperiment" written on them, .

the teacher has a standard contract form for each day-of the week (see Figure 25).

; Figure 24. Stage 2 Contract.

Monday N '

A__\ Do the activity. ®/
ASOClO\ Studies @@ d

Do the ac+av.+y

.

Outdoer group
Meet with your hamer@ca(

. \Lghguage 46;- Red E_SQ§Q/ |
v | ' - 2° books |
Rmdmg a2 |
i ﬁ ‘
1 Lunch, story @Deeem....o | .

= =
ircle) 1 \/ﬂ Cirele) A V]

m V| Outdoors é:x

Science 2@ @‘i'ﬂ‘ v -

: Conference + read in" ®/ P.E &
? . l ‘ . ‘ 5 4
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. ' : Figure 25. Monday-F riday Sequence of Stage 2 Contracts. }
t ' \ Co ) )
- - (
Menday Name [luesday : Name
‘ cial Studies Qeience V. Do the activity. O
: %_mw* Puazles E\: Yellow._.. dme%
d —— Jame
Math 24+42:4 - Yellow_someo Re
Ari’\ Do the activity.O Writing & - Yellow card O
Outdeor roup% (0] : Outdoor gwup %Q (o) iﬁ
b 1 Veet with yogr +eocher Meet with your Mer@o ]
* \ ' Electric Co. [A) 0 Research 27?- Compater, O
' Listening 8o * Ou+doors-1-
-| Language Asc- Yeuow.-gameo o &0 MO ax0 A0
, Lunch, Sfory @ mmm..** - L \.und\ st
Circle 4 Circied % \/ W Cu‘rcle i
Writing &o. Puzzles Bal- 242:
_ [ Research 52 1 \ocks . e ad
Conference O . PE.O Mustc
5?& ye\low bcakO Class M“H',‘a
: MM@@-%W«&W . _ Special QCHV'O“ O 1
- — Listening
Math 2+24 g-:er;el § ame O, _ ' Art ... Do the achviby. o
Outdesr greup x O v Butdoor mp% L) . .
( N\a&w‘% sour Yeac %O Meet wwa your Feacher ) '\-etdwr@ @) .
Art .- - &E\O o Reading lue boek O
. \\-Q .& (o] ;\Od AN Ovm\a;PikO gqrey boek O
. Library - ﬂ%.n (o) \ Blocks o
. Red —goame
Longuase ag . Red —game o %
- Lunch, story @mmm.....
’ Circle L Circie 14‘5'
’ - ience
; rch TP
‘ Conferance O P.E. O
K1
FﬂM
. Dramahe Play RO o
== . Red — game
_ : Weiting Yeilow goga"‘C o
~ , ' Scierce- Do +he achvd'y
. A Ouidoor Qroup %
‘ N\ee\- wi your or@o
Yellow ceard O
Qsid_b_ Qings -G 9
3 .QeO .70 ao
B Lunch, tbry @wemms -
- . wrele ‘/““—’ 57
Lonauage ABC [ Trsfening &'
H Dlecks o \ .
. . Condarence O be.O ‘ . )
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Time and energy are instead expended on developing _such _center materials and
activities as a task card explaining the magnets 'experiment or a research card on
Benjamin Franklin. These matenals can be filed and used over again next year. The
standard contract forms are run off in quantlty and are always ready for the next day's
work. i , , )
Stage 3 Contracts . | o
Stage 3 contracts (Figure 26) require more proficient reading and writing' skills.
Children fill these contracts out for themselves by copying assigned tasks’fromthe
chalkboard’ (anure 27). Then they select free choices from a chart (Figure 28) that lists
the available centers, selecting one free chonce center from each side of the centers
chart. The chart is designed so that the Chlld must select one center from the more
- difficult or cognitively oriented centers and one ffom the psychomotor/creative areas.

Figure 29 shows a Monday through Friday sequence of Stage 3 contracts.

C

Monday

Figure 26. Stage 3 Contract.

Name o )
, Research 7% _ved cqrd @ i
Center -7;—-_,_-_0

Science Y- Do the activity. @’

Outd cor group% o, & %

Readmg group w.+h-;l-o.ur +eacher@@

Puzzles [Fy- Yellow & game &
Red Qg_gome &

Writing @ . Red £ game@r
 Yellow 3017\6@'
Center - —= - ——-— - _ - @)

!

Lunch. story @wmmom. ...

Matrh group with you/ -I-enche@@(

. ConPerence 4 5 X




anure 27 Contract Assignment.

Chalk Boara:
_ Children copy *\ne

ahapes that
nss:gn the games

in puzzles and
- Wﬁ"‘mﬂ '

Contraci Ass nmert 08 Wr\’&en on the

word ‘red' and the

Bﬁeorc h??> _red

Puzzles VJ ye\\ow_A_ |

red QO

urd;mg \-red =1

yellow =3 . N

j o

, Flgure 28. Centers Chart.

Centers Chart

Math 2+2=4 Art \.
‘Research “77 Puzzles By
Writing % (L)ust;emngg
Readin utdoors A+
Social g-l'ud:es Dramatic ﬁ |
Language ABc Puppets ﬁ
Science Y Sedome St
|br'ary @f_ﬂ Blocks tH




Figure 29. Monday-Friday Sequence of Stage 3 Coftracts.

< Wonday . Mame \/
- : ﬂ{_f_@_\ Big cmrdOmmcO

‘ ? Yellow —

Social _Studies OEY- Do the
, ; @-O ac.hvnff O

Ouidoor rou 0 (o)
o O ‘ Reoding Group your teacher @o
e - “ ' A__\ ﬂ\e xhvn‘y (o)

' ’ Language A8¢ - Red — game O .

y Yeliown — dame O
Center— - —= — = - - - -0

" RO . | Quidoors & O

| Lunch, story @mme..- -

<

e N e T
. . . ‘
' Tuesday - Mame deﬂdoﬂ
‘| Science - Do the achvity. O El%
| Rezearch 277 - card O Socia sml..s @@ Activity O
Cen{‘ﬂ‘-———.—~——_-o CC'\M-——----..O

Listening &«‘O w‘gﬂg @n-._ _ card O
Outdoor group % ® o ' ‘ Outdoor groupm

Reading group with your m}m‘@a Reading group with yoer f‘!ad\ergb
mahc Play RO Blocks dB1 O '
Ar \O ' . Mm Book report O
Cen+er—--~ I ©) Pyzzles ®pg- Grem--— "‘900
h1+2 =4 - . Red — game o
reen___same (@] . Cen*ffr— - - . < .= O | .
| Lu'\chls{'wi Y T AN Lunch, SM@”‘MM"" . .
Ve ddfs0 8.0 © B> PEO
Thursday Mame Eridoy _Ng—__
Class meeting o . , Listenin o
Speciod unit ackvihes O ﬁbo -H\eachv:;y o
Outdoor rou% ) \ Qggueg ' Qed amed
Reading g?oup with yeur hndm@o b meO
Center ———————— o)
Sciente 37 Do +he achvity. O
Socia| Shdies @F)- | Ourdor 9o 28 & @
__ 9ameO Reading Qroup withyour lescher O
Coter— - -~ - - -0 Re her. C der O =
Writing &, - Green game O Regearch €70~ Computer
Red gome O Science - game O
Pu ’hgo ' Ce"kr—"""""“o
Math 242 7% - Red game O
Center — — — — - - - - - O Yellow___gameo
Lunch, story @mem-.. .-~ Vunch, sfory @ mmm.. ... ‘
Tath greup O EP.:F)"M' (o] ' ' Thoth Qreup % gvﬁ'er'cg.c o]
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Stage 4 Contracts

Stage 4 contracts (Figure 30) require children to keep written diaries of their .
activities. Children write in specifics about what they completed in the science center,

what their creative story was about, and so forth. Figure 31 shows a Monday through
| ‘ ~ )
‘ - Friday sequence of Stage 4 contracts.

Figure 30. Stage 4 Contract. -

Monday Name.
riting®> . Green card &
I wrote ‘about -Blﬂ Yirg-, = - - 4

Social Studies - Do +he oc‘thfy ®/

Idd -the maprpuzzle.-- &
Center “Blocks-----&
T did Q_LQQd_and_Q_-Eax_m_.G/

Outdoeor group

Readmg grOup wi our hﬂt}vef@@/
Wrrhng - ‘Norksheds R

Readin - Beok report &
PR the Bot.-- &

Puppets B @

Puzzles (5 - Green _A_game cg

Red _O__ game
Center = - SHdenrp— — — - - &
Idd_n.ganbd_p_\sﬁam_@(

L e
Lunch, story @ mmm.

Math group with your +each0r@g
Conference & PE. &

[




Figure 31. Monday-Friday Sequence of Stage 4 Contracts.

Monday . - Mome Tuesday Name. desdm’ Name.

W.L\.hﬂ&“ Do a card O Writing & - Do +he big "'“'d O M | S’hadnes @@ Ac‘hvng O
»& - Do the achvity. O —gome
E:1fmc'l".£d r 0 C.]e:rﬁﬁ‘—--——— -—-——»-O .oncdv@ -Do the ackvity. O
- - - - I ?
Cef’l':ht;( =0 Studies @@ Achv:ﬁ 0 — - ©
0] . mﬁ—— Center = ——- - —-= 0
h??2 ___ card O T di (o) T aid
locked up____ 0O Diomatic Pley B @ ' o
N Outd u door Ou+d o
Reoding 33'%pr Worksheets O 822477\ q ¥y S Worksheeho| [ Quts oo Jisf & werkineehs O
\ T did o - Choose 2 books. O ' | At T did , (a)
neqﬂ Book report O I rea z OC MNSZ q - Grefn___gameo
Ce".*.!r_ - — P L -..O Eanguage OC reen __. qame ed 3QMQO
T dad o qame% Comr ==—-------"0
Outdoers B -T dd 9 Lisegina 5 T hewrd %
__Lunch, s{ovl Lunch, story Lunch, story
N\a“\ group (o) Cm{ennce (o} Marh group O. Scéwkémcc (@) Maf-?\ group O %ﬁéﬂﬁ
1 hms‘aA‘ Nnm;_ Friday AMame
Class meetin Art o - Do the achivity. O
Special um“gochw‘hﬂ O I:Td o
Outdoor are . 0 Writing T card O o
(7]
; werksheeh O T wrole about ________
Reading gmupo Cmrd ______ —0
esearch 72?7 - Computer O I dia o)
&E ary 182 © Blocks cﬂf:l O o
Center — = = — = - 0 T buil =
T did : 0 09.:. add“-'n'; 33":‘.‘:', 5 Wertsheets O
Science 9. Tdd__ o Longuege 7 Red —
‘Wrikna®™ - qome OLSO Yellw ___"gameO
. -Chome m 4 Ce'\"r__ P —— __0
I rea (o) T dd__ o
Puppets o Rugales [By- Green — gﬂ"“-’ o
s 6 s TS ] SN2
8reup £o Mgmﬁmn

Other Contfact Formats

Children who become proficient with Stage 4 contracts are ofter:}‘eady to assume
responsibility for planning more of their own learning. For example, they may be
mature enough to work on a weekly contract like the one shown in Figure 32 (from Day,
1975, p. 183), which has required activities for each day and allows the children to plan
some .of their own activities. A weekly, contract may be combined with a "suggested
activities" page (Figure 33, from Day,‘l975, p. 185) for the children to use. Children

might spend 30 mmutes each Monday fllllng out their weekly contracts.
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_Figure 32. Weekly Contréct, Format A.

A Weekly Contract ® Formiat A

Name . Week of

Monday Tuesdoay

(OReading (O Reading

OWrH‘mg O\n/rn"\'ing

OMath O Math

OSpe'\'\t ng OSp el\ing

O O

(O Teacher O Teacher

Wednesday Thursda |

(OReading O Reading

(OWriting O Writing

(OMath (O Math

(OSpelling O Seelling

O \ O

O Teacher O Teacher
Friday tow Did T Do ?

OReoding OI went to lots of ;enm‘ers.
QWriting (O learned something new.
8&?::‘”8 (OT need +o work harder.
O OL liked best.
O Teo,cher
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Figure 33. Suggested Activities.

- b
Suggesfed Activities
Reading Lenters Math
|.Teleph§§e activity |. Geo boards
2.Magazine activity 2. Cuisenaire Rods
3 Weekly aefivﬁ’y 3 Tie —fac-foe |
4. Read and do “*.WGI'SH’ och‘vii'y
Follow -up 5 Neasurement
Follow -up: 6. hditon
Creative writing | Spelling
l. News in Suite 9 \."Spill and Spell "
2, What am Idream.‘nﬂ 2.Crossword Puzz\e
3. Write a book 3, Play "SPellin5 fun”
4. My pet Y Secret code ./
5.De5i3n a car toon 5. T"C'Jfac'h"
6. Write about an b. "ow" card
1llustrahon
Language Science
|.ABC order folder \. Read O"-Cn'shy"\oOok
2.Crossword puzzles 2. Insect Flashcards
3. Animal achvity 3, Adult + bqby. )
4-Homonym““5hm'd5 L animal activity
5. Find action words %, Choose o-? insect:
: Write 5 +acts
b.Find Football words e T raw
i+s pic+ure.
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Figure 34 (from Day, 1975, p. 187) is another example of a weekly contract. The
teacher can easily a;ae whether a child has planned a diversity of experiences. Figuré 35
illustrates a weekly contract that reflects more teacher direction and less student
planning. Note that in this situation the contract week consists of only four days (with
the fifth day used for a variety of other activitiaaﬂ, including working with resource

teachers in music, art, P.E., and so forth).

Figure 34. Weekly Contract, Format B.

Weekly Controct: ‘Formcﬁ B~ -
Name

Reading skills group
Language t seelling
Scholastic

Hand writing

Math skills group

Serence S

Mon. Tues. . Wed. Thurs.  Fri.

Creative Wri+ing

Spelling 48c

Language Q‘G;mes ,

Math 2+2=4

CENTERS
r
W
4
X o
3.
S
&>

Exploration

Media Center
Social Shdies@




Figure 35. Weekly Contract, Format C.

A

Name | : —
Reading group O Seelling O R.adins greup @) Spel\ms (o)
Mat+h group ®) Language O Math 9r00P O Lonauage O
Centers Centers

I Science - yellow foider O

2.lLanguage - green work sheet O
3. Lreative writing- do acard O

|, Lanquaqe - yellow folder O\
2.24:@& Place -yelIE:;;d" o

4. Math - Play a gome O 3gandwriting - activity O
5. Puzzles- _ Y sEelling-Elue =3 sameO
: o 5. 've wrihng -~ do a
6. Electric Co. or | new card O
Sesame St. O (. Read a book o |
7. Free center 7 Eree cenfber
®) | 0O
Wednesdaé ~ Thursday .
Reading Qroup o pelh’nﬁ o Readms 3roupﬁPeHin30

Math group ®) Lanngseo Math group O Lowsaaseo

Centers Centers

| Language - Jreen worksheet Ol 75, 5uage - Blue A activity O
2. Research - yeqlow folder O o Red folder O

Blue O3 activity O 2. Math- Yellow folder O
3.Art- New activity O Play a game O |
Y. ?eadins- Read a book O 3. Listening O
Drawv a picture about 4 Library
yeur beok . O 5. Eleckric Co. or Sesame St.O
5. Library O | b, Science - Yellow folder O
b. Sgelli%.yeﬂow Lolder O 7,.Fréc center

' Free center
7 Free 5 5




Contracts far individual centers use another format. Figure 36, from Day, 1975, . ,
p. 186, is a contract for the reading center. Figure 37, from Day, 1975, p. 119, is &
science center contract about seeds. All the contracts illustrated in this manual are

d:aigned to be used more than once with different groups of children .as needed.

Figure 36. Reading Center Contract;

Name: A .
T“’le O‘F MO'\. TMCS. WedS. T}_\M"S. Ff';.
book and
story

Fhﬁcs‘

read
Follow-up
OCHVH’Y
-

o~ Oral |

ach v”’y .
2 .
)
In "Contracts -- A Management System for Open Learning in Early Childhood
& ducation,”" Forum on Open Education, Day states:

Contracts often provide the basis for an evaluation system
inherent to the success of an environment based on learning -
centers. They may include the learning objectives, necessary
tasks, and provisions for applying acquired skills or knowledge."
Along with the use of self-corrective materials, contracts give
the child a clear view of his progression in the centers. These

\/ two, however, do not work alone. The gulding resource is always
~ the teacher.  Teachers supervise, observe, and clarify

Q . experiences for and with children as needed and conduct




Figure 37. Science Center Contract.

NAME:

OBJECTIVES:

| 1.

To find out and be able to show or tell how plants produce their own kind through

seeds. :
To find out and be able to show or tell three ways that seeds travel.

2.
3. To find out and be able to show or tell the four parts of a seed.
4, To learn about and be able to tell the difference in six kinds of seeds.
5. ~To learn that we eat some seeds and be able to show or tell about four kinds of
seeds that we eat.
RESOURCES:
Books: Carrot Seed by Ruth Kraus
The Little Seed That Grew by Sara G. Klein
Where Do Seeds Come From? by John Carey
My Petunias by Betsy Smith
Filmstrips: How Green Plants Grow %
Seeds Grow into Plants k| ) v '
New Plants from Seeds
Plant Experiments : T
ACTIVITIES: ’
1. Take a walk and find all the seeds you can. _
2. Try to find or draw pictures of different seeds. Make a book of them and write
the names of the seeds.
3. Make a seed book. Paste different seeds on the pages and write the names of the.
seeds.
4. Plant a bean seed in a cup of dirt and watch it grow.
5. Cut open different fruits and look at the different seeds.
6. Find some pinecones and lopk for their seeds.
7. Put the pinecone in a bowl of water and see how the pinecone protects its seeds.
8. Soak bean seeds overnight. Pull the bean apart and describe what is inside.
9. Put a bean seed in a small jar with wet cotton. Watch and draw what happens to
_ the seed for two weeks. ‘
10. Look outside for some seeds. Then figure out how they traveled.
11. Play the Seed Game, matching the seed with a picture of the plant it comes from.
12.  Sort seeds from the big box into an egg carton.
13.  Use an encyclopedia or science book to find out what kinds of seeds we eat.
14. Make a shoe box movie theater that shows how a seed grows into a plant.
REPORTING:
1. Show your collection of seeds and tell about it.
2. Pretend you are a seed and show three ways you could travel.
3. Show your plant and tell us what you did to make it grow.
4, Pass around your Seed Book.
5. Make a mural to show what happens when a seed is in a sunny, moist place.
6. Write a story aboyt what kind of seed you would like to be and why.
7. Make a picture out of seeds.
8. Pretend you are a seed and write a diary about what happens to you every day for

two yveeks.
’R
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.child's behavior.

conferences with childre®® to provide immediate feedback of
work in centers. Of equal importance is the need for children to
meet in small groups to discuss their activities and to analyze
their work with each other. Contracts should add to the verbal
communication within a classroom and enhance more informal . )
discussions. These observatibns are the basis for the teacher's
own evaluation process--a daily period of time to.consider the
effectiveness of all learning activities... In determining this. .
effectiveness, consideration should be given to a balance
between motor activity and quiet periods, along with the negd

for integrating intellectual and affective growth, provisions for
individual choice and pacing, aeddition of new materials,
flexibility, attention given to children's need for familiar
experienges, and the security of some routine.

A}

- This constant process of evaluation and observation ensures

that the environment will meet each child's changing nesds and
abilities successfully, thus setting a foundation for independent,
effective functioning through initiative and self-discipline.
Children in @ structured (meaning well organized) open lefarning
environment come quickly to sense the logical necessity for
-following directions, recognizing the differences and respecting
the rights of others -- all in order to facilitate his or her'own
learning experiences.

-

Evaluation of contract work is handled deily during a 30-minute conference time.
The teacher looks over written work (which has been checked as it was compiled during
the_ school day), staples it to the contracts, then discusses other center actlvltlen.wlth
the childre{\. Conferencing is vital in keeping children task oriented. Any problems the
childre perience can be evaluated and reassignments can be made on the following
day's contrétt. The contracts give the parents co‘pletd daily or weekly reports of the
children's activiljes.

, ) ’

CLASSROOM MANAGEMENT COMPONENT #3: INTERNAL AND EXTERNAL
DISCIPLINE TECHNIQUES '

Two aspeots of discipline are defined and applied in this program: internal

discipline, which rejkra to the child's own ability to ave in appropriate ways; and

vironment influences the
EeY

external discipline, which refers to the way the child's e

g

Objectives - .

° Defjge internal and external aspetts of discipline

° Eescrlbe techniquea that facilitate both internal and exterhql discipline
] escribe alternatlve methods for managing children's classroam behavior.

.
*



Environrhental Conditions

Early childhood teachers are responsible for developing environmental conditions

that facilitate both internal and external discipline. Attention to the developmental

needs of young children leads to the design of learning environments that promote

appropriate behavior. Such classrooms provide:

° Varied, and interesting activities at the correct levels of difficulty for the children

. The opportunity for children to move at their own pace from activity to activity
as tasks are co{npleted

° Mechanisms such as contracts anpd color coding to help chlldren stay on task and
«  handle their own transitions

e - Opportunities for children toinitiate and choose some of their own activities.

v -

Teacher Behavior . ' .

¥

Teachers in early childhood clagsrooms need to:

. v

° Establish clear expectations

. Monitor childrep's behavior to facilitate stéying on task r
Provide necessary instructional support for children to master new skills

* Explain and model new materials and activiti.es - |

° Establish clear routines for clean up, transitions, and so forth '

° Establish a few clearly defined rules that aré useq consistently

° Provide opportunity for children to receiye feedback on their work . XL '

e ., Provide a warm, supportive atmosphere for learning - .

° Verbalize what the child is expected to do, rather than stating the négat_ive.
Instead, of saying "Don't drop that!" say "Set the paint jar down gently on the
table." .

° Explain the logic behind certain actions, the cause and effect of behavior. "You
hold the jar upright like this; otherwise the paint will spill."

° Accept the child's feelings, even when not accepting the child's behavior. When

dealing with aggressive behavior, acknowledge the chlld's anger: "I know
something made you angry What happened?"

e . Recognize that both posmve and negative attention reinforce behavior. Ignoring
behavior or removmg the child from your attention' is sometimes effective in

reducing negative behavior. Appropriate behavior needs cohsistent posmve.‘

attention, such as a smile or a word of praise.

° Avoid global praise ("You're a geod girl.") in favor of specific praise (“You did a
nice job of putting away all the puzzle pieces.").

° Use positive discipline -- praise, rewards, and reason -- in order to help children
develop a conscious understanding of their behavior and to help them begin to
control their own behavior. Using discipline with negative overtones, such as
threats or withholding love or approval, results in a loss of spontaneity in children

- and often forces children to behave in an inhibited manner. Discipline that often
results in a power sttuggle between adult and-child, such as spanklng and shouting,
, often results in more aggressive behavior by children.

Bl . ¢
»
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Claasroom Rules

The foll‘ovyi‘ng.‘four classroom rules help create an appropriate atmosphere for

learning:

1
2
3,
4

Everyone mqust have a job.
Walk when in the classroom. -
Use a soft voice.

Respect the feelings and property of others.
. . .
When a child has a problem complying with specific rules, follow these steps:

Speak to the child, giving a specific goal. For example, lf a child is dumping
pqzzle pieces onto the floor indiscriminately, say, "Jpsh, please put the.puzile
pieces on the floor' one at a time." L

- If the problem persists, repeat the directions, giving the child a clear alternative.

"Josh, please put the puzzle pieces on the floor one at a time or you will have to
put the puzzle away and leave the center."

If the child still does not comply, act on the glternative. In this case have the
child leave the center and redirect his activities. This approach gives the child
clear expectations’and helps avoid repeated nagging.

If a child consistently fails to comply with the classroom rules, a more extensive

approa‘gh to dealing with the problem is required. The steps for dealing with chronic

problems include: “

1.

2

Careful analysis of the child's needs and abilities to determine whether the child's
program needs to be modified. This might include a change of contract, work

. with a resource teacher, and so forth. -

Conferences with parents to gain insight and support.

Restricting a child from certain centers where he or she has had repeated
problems. N

Restructuring the child's day by having the child check in with the teacher after
each activity or having the child work alone, with the teacher bringing the
activities to the child. The child may be phased back into the normal routine
gradually. i :

\
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. Eary Childhood
Education:

Curriculum Organization
and Classroom Management
y 2

A Typical Day

"A Typichl Day" follows a first grader through each step of his school day.
Matthew's day Mneludes activities in a variety of learning centers, math and reading
skills groups, and social studies and science unit activities. Matthew uses his contract '
as a plan for the day's activities. The presentation ernphasizes the application of the
curric.ulum organization components -- learning centers, skills groups,‘ and units -- and
. the classroom management compohents -- color coding, contracts, and discipline.
This section of the. manual includes a log of Matthew's day that correlates his
activities. w'ith, those of the classroom teacher. Evaluation techniques‘rec'ommendedAfo}-
use in a developmental classroom are also included, using Matthew and his work in the

evaluation examples.

SCRIPT

(] The curriculum organization components in this présentation on early childhood
programs are learning centers, skills groups, and units of study.

(] Color coding, contracts, and discipline are the classroom management components
discussed in this presentation. )

ey These six components, three in curriculum organization and three in classrpom
management,’ fit together to make early childhood classrooms function
effectively. - :

® We will - follow a child through a typical day in an early childhood classroom of
five- and six-year-old children. :

(] We will be followingY”Matthew. Matthew is six years old and a first érader. He is
typical of the boys and girls that work in this classroom.

»

e During the school day, which runs from 8:15 until 2:30, Matthew works in largé
and small instructional groups and in the classroom learning centers. °

(] Matthew's schedule starts each morning at 8:15 with home base group. At 8:45 he
begins work in the learning centers. Outdoor break occyrs at 9:30. Matthew's
reading group meets at 9:50; after his reading group he goes back to work in the
centers until 11:30, when it's time for lunch. Story time follows lunch, from 12:00
-12:30. Matthew then returns to the learning centers. At 1:00 he is called to
math group. At 1:30 it's time for physical education. Conferences and "read-in"
are the final events in his day. At 2:30 it's time for Matthew to gather his
materials and go out to his bus to go home.

-
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A 2 Matthew starts his day with home base group, which is similar to the family
/ groups or circle times that begin the morning for many early childhood programs.
‘ The home base routines help Matthew get organized for his day's work.

° At 8:15 the bell rings. Matthew comes into the classroom. He puts his lunch box
into his cubby and starts his home base activities.

. First, he puts his tickets in the attendance chart. His tickets tell the teacher that
Matthew is present and that he has brought his lunch to school with him today.

° Next, Matthew picks up his contract and joins his friends at the home base tables.
He's ready to plan his day.
° To start, he copies his assigned tasks, which are written on the board, . . . |
. . . . into the appropriate spaces on his contract. '
|
° Now Matthew must decide on his free choice centers. Using this centers chart to ‘
help him, he selects two centers and lists them on his contract. . ‘
° Matthew h&completed hls contract. Now he's ready to have it revnewed by his |
teacher. . . i
° Markie Pringle, Matthew's teacher, goes.over the day's contracts with each group. ‘

'~ She checks the contracts for accuracy and explains to the children exactly what
to do in each learning center.

° After everyone's contracts have been filled out, all of the children meet together
as a group. New activities for the learning centers are explained by the teacher.
For example, today's art center activity, "Orawing a.Crowd," involves the children:
in learning about perspective. '

° In order to expand the children's knowledge about the science and social studies
units being studied, brief lessons on the unit topics are included each day as part
of the home base activities. The new science unit is about animals and their
habitats, so the children listen to a story about pandas. Then they are ready to.
start work in the learning centers. ‘ |

. Both the teachers and the children work together in the learning centers for a 45-
minute period. This time gives the children a chance for direct teacher feedback
on their work in the centers.

° ,Matthew s first learning center is science. He takes a clothespin from the science
chart and pins it on himself. The clothespin is his ttl;et for entering the center.

. Matthew plays the new science game, matching th imals with their hébitats.

° Next, he completes a worksheet about animal habitats. Because Matthew is a
first grader, his contract directs him to do a worksheet that requires reading and
writing skills. Before he leaves the science center, Matthew's teacher will
evaluate his worksheet.

° Matthew checks off ‘the science center on his contract and refers to his contract
to see what other center assignments need to be completed. :
® He decides to work on his social studies assignment about the circus.
' ° The social (studips center chart still has four clothespins available, so Matthew

selects one, pins it on, and enters the center.

. . Matthew's job in the social studies center is to make an animal for the circus -
train. The task card directs him through all the steps in this activity. ;

° Next, he works with the flannel board circus, arranging the circus objects in
sequential order by size.

° Clean-up time is signaled by blinking the classroom lights. Matthew is in the
social studies center when the lights blink, so he helps straighten up this area.
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The children return to home base groub. Each center is checked by a child to see
if all the clothespins are back on the charts and to see if all the activities have
been replaced correctly.

Outdoor break is next on the agenda. P

During outdoor break, the children enjoy 20 minutes of self-directed play They
also heve fresh fruit or vegetable snacks at this-time.

From 9:50 to 11:25, reading skills groups are taught. While some children are
meeting with their reading skills group, others continue their work in learning
centers. A

Matthew's reading group is working on such tasks as phonics and new vocabulary.
Written tasks are explained and assigned. Each child in this group also receives an
independent reading assignment from an individualized reading kit.

Matthew goes to a home base table to complete his reading tasks. While the
children work at the tables, the teacher calls each child to read with her one at a

time.

When Matthew meets with his teacher, he reads orally and answers comprehension
questions about his book Then he returns to his table to complete his written
work. ' :

When Matthew finishes his written work, he has it evaluated by one of the
classroom aides.’ :

At 10:30, another group of children is called for reading. Matthew returns to the

~ learning centers.

Matthew.refers to his contract to decide on his next activity. He chooses art.
He works on a crayon rubbing in the art center.

Next, his contract tells him he can select one of his free choice activities. He
chooses outdoors. Matthew wants to work in the tool center, but the only
clothespins left on the outdoor chart are for water and sand. He decides that he
will come back to the outdoor center later.

He looks at his contract again, and he decides to go to the writing center.
Matthew has two assignments in the writing center.

First, he plays a game, matching rhyming words and pictures.
Second, he uses a circus card to help him complete a story about circus animals.

Now Matthew moves to his other free choice center, listening. Today's story is
Harry, The Dirty Dog. At 11:25 the lights blink to signal clean up. The chlldren
return to home base to get ready for lunch. .

Lunch is scheduled from 11:30 to 12:00. o

Children line up for the trip to the cafeteria.
In the *unchroom, children eat with their home base group.
After lunch the children return to the classroom for story time.

Sharing treasures from home, stories, and songs are all part of this 30-minute
period.

At 12:30 it's time for math groups to begin. Children who are not yet meeting
with their math group return to work in the learning centers.

Matthew checks the outdoor centers chart. At last! A tools clothespin!

Matthew and Harris build a new means of transportation with the construction
materials in the tools center.
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. At 1:00 Matthew is célled to his math group. The children learn ¢ rath game,
"Fraction Circus,' related to today's math lesson. i ‘

° Next, new math concepts are explained, and the written work fol today's math
group is assigned.

. The children do their math work at the home hase tables. As they finish their
tasks, an aide corrects their work with them. Then the children return to centers
to finish their contract work. The lights blink at 1:30. It's time for the final
clean up and return to home base. ,

. Physical education is scheduled each day from 1:30 to 2:00.

° The children meet with the P.E. teacher twice a week. ‘

° For physical education on other days, they use the  creative playground or have'
supervised play in the gym or on the courts. )

° At 2:00 the children come inside .for conference time. The teachers have
individual conferences with each child, reviewing the games the children have
played and the activities they have completed in the learning centers that day and
checking over the children's written work. -

° Children who are not having their conferences stretch out on the floor and read
library books. .

° Matthew is called for his conference. His papers are stapled to his contract, and
he reviews his day with his teacher. Any unfinished tasks are reassigned for
completion the next day. ‘

° Matthew has a happy face on his contract to show his .parents, along with a
complete record of his day's work. Matthew's parents get further information
concerning his progress through report cards that arg sent home every nine weeks
and through forimal and informal parent-teacher conferences.

° At 2:30 it is time for Matthew to gather 'his niaterials from his cubby and get
ready to go home.

° He has had a very busy day.

° Matthew's day was full and exciting. He has many ‘things to tell his parents.

OBJECTIVES * |

° Describe how the six components -- learning centers, skills groups, units, color
coding, contracts, and discipline -- are integrated into a typical day for a chlld in
a deveLopmental classroom .

° Orgamze a daily schedule of students and teachers in a developmental classroom

°

Next, Matthew goes to the language arts center.

He plays a board game about vowels with several of his friends. After language,
Matthew has time for one more center before his math group meets. *

His next task is research. His contract directs him to choose an activity with a

high level of difficulty. Matthew selects a research card about the circus. He
uses the encyclepedia to identify circus performers. After getting his research
paper evaluated, he marks off research on his contract.

Implement recordkeeping techniques for a developmental program

J
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MATTHEW'S CONTRACT

Matthew uses a contract like the one shown in Figure 38 to guide him through the
school day, ‘ *

Figure 38: Matthew's Contract.

Matthew - Mon, N M . h -,

- Science - Do the OC_TL:'vH'y_ O

Writing ™ - _greem  cord O
Reof__A_ Some O ~

~ . .
A o - < '
Conter — L] g — - -——=0O
— ] | g
Outdoors - Circle 1 - - | ,
A .
\.\:,}i:_g‘,’:i O ) Q'y“o /g\ O W Q
water SaNc ease | Seezaw

Outdoov grpup%’z@/ T @

Remimg SYOUp ‘ with y‘our +€30(‘t')erl

Art - (C7ele) 4 o | B
Mo ol Z80)a"Em &L 0

£a5¢ e C'.l(ly cmyons water color ™

C@—*f‘fzaﬂsmk—': - — - ©

366,1(1‘ Studies @@t Do the C\C:H\/H-y, O
L(lﬂﬂ UQey€ /\r‘t’s '46 - Greon_Q_Snm(-;. C)
L . \J \) ~

Lunch, s bory @mmm,“.,- :
Math qroup wih your teacher (@
- PE. %@ Con Cerence/Read~Ir\ @"J\@m‘

- /

4 '.d




DAILY SCHEDULE OF MATTHEW AND HIS TEACHER

Following is a log of the daily activities of Matthew and his teacher as shown in
Filmstrip 2.

Teacher Matthew

Time

8:00-8:15 Planning
8:15-8:45 Home Base

The teacher moves from group to group, At 8:15 Matthew comes into the

helping the children fill out their ' classroom, puts his lunch box in his cubby,
contracts; then she reviews contract places his tickets in the attendance chart
activities with each contract group. Next, to indicate his lunch and snack order, and
she calls the children to home base group. picks up his contract and folder. He fills
She handles daily routines, teaches mini- in his contract, reviews the contract with
lessons about the science or social studies . his teacher, and joins the class for home
units, and explains any new center games base group. After routines such as

and activities to the children. reading the menu and checking the

attendance chart are completed, the class
learns how to do the new learning center
activities. Today there is a new game in
the science center that will require
Matthew to match animals with their
habitats. After learning how to play the
game, Matthew listens to a story about
pandas. '

8:45-9:25 Centers Time

The teacher sends each child to a learning Matthew is sent to science. He plays the
center. She handles this trangition by animal habitats game and completes a
referring to each child's contract and worksheet about habitats. He then checks
selecting a center from it. The teacher off science on his contract and refers to
meets several goals by directing the his contract to decide what to do next.
children at this time: He chooses social studies, where he makes

a circus poster and plays with the flannel

1. Children are distributed evenly board circus

among the centers.

2.  Partners can be assigned to
encourage interaction among children
who might not otherwise work
together.

3. Some children may need to complete e
their most difficult center
assignment first during the time
when the teachers are available to
work with them in the centers.
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Teacher

Each teacher works in an assigned area,

- covering several centers. Matthew's
teacher is responsible for helping children
in reading, science, math, dramatic play,
and puppets,: She helps children find their
assigned gdimhes, starts them on their
activities, moves among the children
checking their written work, and helps
them manage their transitions from one
center to the next.

Matthew

9:25 -Lights Blink, Signaling Clean Up

After helping the children clean up their
work, the teacher returns to the home base
area where the class is gathering. Each
child has an assigned job on the helper's
chart. Among these jobs are the centers'
helpers. Two children are assigned to each
center. After general clean up, they check
the center to be sure that all materials are
back in place and that all clothespins are
on the charts. If anything is missing or out
of place, they make an immediate effort to
correct the problem. The children are
basically responsible for maintaining their
environment, with assistance from the
teacher.

Matthew cleans up his work in social
studies, checks off social studies on his
contract, and returns to home base. His
job is to check the puzzle center. He
reports that everything in puzzles is "A- -
oK™

9:30-9:50 Outdoor Break

Aidegtake the children outdoors for
morning break while the teachers have 15
to 20 minutes for planning, getting skills
group materials organized, and so forth.

Matthew enjoys a visit to the playground
and has his snack outdoors. -

9:50-11:20 Reading Skills Groups and Center Work

Teachers work with children in reading
groups teaching writing, reading, and
language skills. The teachers keep daily
notes on each child's work in reading (see
Figure 39). Note that the example in
Figure 39 covers only Monday and Tuesday.
The log is used as a record to show what
Matthew did on Monday during reading
group and how he did on his contract work
for the day. At the end of the day the
teacher plans what Matthew will do on
Tuesday. The log is for both recordkeeping
and planning. At the end of the day on
Tuesday, during conference time, the
teacher will record how Matthew did on
that day's contract work and fill in reading
plans for Wednesday.

IToxt Provided by ERI

Matthew's group meets as soon as break is
over. Children in other reading groups
continue their work in the learning
‘centers. Matthew's group works on
compound words and short vowel sounds.
Written tasks are explained and assigned,
and each child is given a reading
assignment. Children complete their
assignments at the home base work
tables. Matthew is called to read aloud to
his teacher and to answer comprehension
questions about his story.

Matthew gets his finished papers checked
by an aide. Then he puts them away in his
folder. He looks at his contract and
decldes to go to the art center next.
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Reading Log /Daily Record of Contract Work
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Teacher
Math plans are recorded in a separate log
that is kept on a clipboard along with a
weekly plan sheet (see Figure 40) for the
reading and math groups. Note that plans
in the weekly plan sheet in Figure 40 are
only recorded for Monday. Plans for
Tuesday can be formulated at the end of
the day on Monday. Reading loga and
weekly planning sheets can be found in the
Appendix as Worksheets 2 and 3.

Matthew

Next, he decides to go to thg outdoor tool
center, but there are no todl center
clothespins available. He decides to go to
the writing center and come back to the
tool center later. In the writing center,
Matthew plays a rhyming game and
completes a circus story.

In art Matthew does a cray} rubbing.

His next center is listening, where he
listens to a read along version of Harry,
the Dirty Dog.

11:25 Clean Up ' o

The teacher helps the children clean up the
centers, put away their work, and gather in

home base group.

Matthew puts away his earphones and
returns to home base.

-

11:30-12:00 Lunch

12:00-12:30 Story Time, Music, and Sharing

12:30-1:30 Math Skill Groups and Centers

The teachers work with the children in
~ small groups to develop math skills and
concepts.

N

Matthew returns to centers, since his
math group has not yet been called. }He
starts outdoors; this time there is a
clothespin for tools.\j—le and Harris
construct a vehicle with wheels.

Matthew goes to the language arts center
next and plays a game about vowels. One

of Matthew's free choices is research. He .

selects a card about the circus and looks
up his answers in a children's
encyclopedia.

At 1:00, Matthew is called to his math
group. The teacher explains a new math
game to the children and then assigns
math worksheets. Matthew completes his
work at the home base tables and gets it
checked by an aide.

1:25 Lights Blink for Clean Up

The children pull out all of the day's work
from their folders, place their contracts on
top, and give the packets to their teacher
to be stapled.

Ma\tthew turns his work in to his teacher.

1:30-2:00 Physical Education,

The physical education teacher meets with
the children twice weekly. On the other
three days the classroom aides follow the ‘
plans provided by the P.E. teacher.

Matthew enjoys the creative playground

. today.

~
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Figure 40, Weekly Planning Sheet.
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Teacher : Matthew
- 2:00-2:30 Confergnces and Read-In
The teachers call each child for a. After returning to the classroom,
conference. Written work has been checked  Matthew, is called to meet with his
during the day as it was.completed, teachetsfor a conference about his day's x '
“mabling the teacher to check over the work. He talks with his teacher about the -
papers briefly to ensure accuracy. Then story he heard in the listening center and
the teacher discusses the day's center the vehicle he built in the tool center.
activities with the child. The completed They also look over his worksheets and
contract is sent e with a symbol such discuss the™uality of his work. They .
as a happy face and yppropriate notes, decide that he has had a good day:.
serving as & daily repgrt to the parents. . Matthew puts his papers in his cubby and
The teachers also keep daily notes about returns to his rest spot to finish reading .
contract work on their clipboards. : his book. .

Children not having a conference are
stretched out or,the floor reading books.
“2:30-2:40 Dismissal

Matthew goes home after a busy day.

4

RECORDKEEPING

Day (1975) states that recordkeeping is very important;‘dccurate and detailed
reports of the individual chijld's devélopmental l®vels and what he or she is doing must
be kept. Recordkeeping should be an informal, simple process, with records being easy
to keep ahd e;asy to read. Elonferences, observation notes, and comments by both pupil !
and teacher should be kept rather than grades. The gecords may take many forms,
among them anecdotal notes, files of children's work, records of formal and informal
tegts, checklists, and, most important, teaqher observations (?)oth informal and

systematic, and often over a lorg period of tlme)

£ valuation can provide the teacher with information on the child's learning style

and progress, feedback on the teacher's own performance, -and information about how *

successfully the learning environment is arranged.

Evaluation is for the child as well as for the teacher. Not only does evaluation
tell the teacher if the child is ready to move on to another cpncept or if there are
learning gaps that need special attention, but it also allows for the child to make
mistakes and.errors. Correct answers are viewed as only one, aspect of learning, as
errors dre desirable when they offer information necessary for . further learning.
Teachers should encourage excellence in individual students. . Teachers may request
that work be improved; however, this is not seen as failure. Rather, the request is
viewed as constructive criticism, with the teacher emphasizing good aspects of the —_

work those that are not so good, and those that could.be improved.

ERIC? | 61 .o
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- Two considerations are necessary in evaluating pupil progress in an op&Q learning

environment. the ways and lnstruments necessary for

sessing student progress and
the ways and instruments for reporting this progress. . A

Since evaluation is an ongoing procesa, the teacher, in iddition to being a guide:
and resource person, must also be a very keen observer. The c oices made by ,the child |

give the teacher insight into the child's learning. What he rejects ignores offers clues

[

to whether the .child and the teachers are succeeding in what they.are trying to “do.
Does the child seem interested in exploring the new materials in the m" th cent_er'" How
long does he ‘remain id the center attempting to solve the problems? What activity does A
interested

Through

'he choose when he finlshes reading with the téeacher? Does the child se

enough to want to share with a classmate or an observer in the roomA

observation of acti‘vities: discussions with students, and listening to students talk to -
each other, the teacher\has a basis for formulating future work. ,In addition, students
!‘ T share in the responsibility of deciding some of the things they are interested in learhing.
| Because there are so many things going on simultanéously in an open classroom,
the teacher must keep a record of activity if there is to be a continuum of purposeful
learning. This recoi:d mayocontain the amounts of time spent ‘at particular tasks, the
different actnvnties in which children participate, the quality of the participation (for
lnstance, learning task cards completed; gaps in learning that imply the need for
| : y individual or small group work with the teacher; the variety of activities, including
cognitive, socjal, emotional, and physical growth), and recommended next steps. This
record might be obtained through direct observation of individual students and through

written work that would indicate individual achievement. |

. ‘St‘udent records may be kept in folders or notebooks and on index cards. The
information should be concise and descriptive; it should be dated and cpmpared

monthly, with changes in individual achievement indicated. ) o

_.Records should indicate ~ general behavior patterns. as well as academic

achievement. Pleas-ant or disturbing family occurrences, illnesses, accidents, and

highlights at school shoold all be noted, as these may be important in assessing the

' child's overall development. These records indicate the social interaction and

. emotional development to which academic learning is greatly related.

|

|

|

|

|

|

|

,

" . Class records, family grouping records, or team records must also | be kept.
| Through these records an-analysis can be made of the _actiVities shared by a larger

’ number of children. The students may help to keep these records, which often take the-
o form of charts or lists indicati.ng centers vidited; stories read told, or written; special

' 'projects undertaken; commercial and teacher-made games played; and learning task

i cards completed. Obser vation of (li—his,t record should reveal balance in a variety of greas; |

if lack of variety ls indigated steps can betaken to restore balance (see Figure 41). . |

(%

-




Figure 41. A Chronologicrgﬂ?qAnecdotal Record for Matthew.
N . /]\ ! . .

9/20 Writing. Matthew used a "cornplete the story" task card about
who came to school. Concentration on task is excellent. - Finished

appropriate length of time. Had difficulty with lined paper ‘and\with
transferring story from ta card to paper. Continue with handwritirg
- worksheets each day in rea g skills group.

9/29 Art. Matthew did his ver‘Snon of 4 rainbow today using the chalk easels

Overlapped colors and blended them -- very sophisticated approach to the
use of color for a six-year-old. ‘

' | 10/1 Lunch. Continues to be a bit of a crisis for Matthew. Concerned about
' whether his ticket has run out, at which table he should sit, whether he can
leave the table to get a;hapkin, and so forth. He's overly conscientious
about routines and continues to be easily distressed about rules. Work on
helping him relax and feel securé both in and outside of the classroom..

10/8 Science. Matthew read,q book about dolphins to five-year-old Aaron, then
they drew a variety of ?olphln illustrations. Matthew consistently works
well with other chlldren_' , : .

ﬂ 10/15 - Math. Math concepts - are more difficult for Matthew than are other

) academic activities., Slnce most skills come easily to him, he's. having a bit
of a struggle adjusting to the frustration involved in mastering the math-
facts we are presently worklng on. Have sent home facts to review and will

/ continue to have Matthew work with concrete objects and games as well as
with the math workbook. .Slowing the pace may also help # Will reduce |
written work until he's more sure of himself. .

1y
v

Anecdotal records may be kept in chronological sequence, keeping in mind the
fleed to observe the child in a variety of activities. Figure 42 shows another technique
for keeping anecdotal records; it is organized around areas of development. ‘

(v Students should also be encouraged to keep records through their own diaries and,
activities. The diary helps afhilq understand his owa‘lpr‘ogress and helps the teacher
learn what seems to interest the child most or gives him the greatest satisfaction.
Accuraty is not as important in keeping a diary as is the recording of how the child
feéls“about himself and the’ work he is doing. Records or logs can also be used by the
child to help plan activities he intends to :Jndertéke during the d%y. Either throughout
the day or at the end of the day, he may summarize his accompli’sﬁments. He may also
wish to have conferences with the teacher or team of teachers regularly during tr;e day.

There are a variety of ways to help children record their daily activities. Some
records:are quantitative in nature and serve only to summarize the amoun; of activity.

2 Others includé qualitative juc;gments on the part of the student and/or his teacher.

Contracts ale examples of records or logs that may be used for recording activities or
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Figure 42. Anecdotal Record for Developmental Skills.

w

An _Anecdotal Recaord NQ"E
for Developmental Skillg Date
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d
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\

P -
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centers visite“d. Contracts not only represent a method of recordkeeping, but are also a
means of helping the child manage his time and organize his learning experlences. By
using contracts, the student assumes responsibility for his learning process. - N
Written reports and notes taken from teacher observations and student-kept
records.pravide the teacher with evalua(tion not only of stodent performance but also of
teacher performance. Another important means of evaluating teacher and student
performance is the use of tape or video recorders. These recordings allow the teacher
to view the learning situation and what her role in it has been from an objective point
of view. By viewing the tape, the teacher becomes an observer rather than a
participant, and can gain valuablelinsight into her role in the learning process.

Through the use of records suth as the ones suggested here,' the teachers'

additional records, and the children's diaries and logs, teachers should be able to

identify each child's general skills achievement and the areas in which he or she needs
special help. Also, teachers can see the kinds of work each child has been doing and
how he or she has progressed.

In addition to the t&hers and the children, however, a third party must also be
involved: the parents. Parents play a vital role in the evaluation of each child
throughout his or her educational program. Home information (early experiences,
language development, position in the family, interests that the child has at home,
behavior and attitude among family members, and so on) is necessary in helping
teachers understand the child, as these experiences often affect.the child's school
experience. Parent-teacher conferenc/es should become a regular par.t of the school

program, as they are helpful not only in keeping parents informed aof their child's growth

but also in engaging their support for school activities. Parents are entitled to know

exactly what their child is learning and what he or she might be having difficulty doing.
Samples of the child's work should be shown and analyzed during the conference periods.
Along with the records the teachers have kept (both _individual and grouo) and the
records and diaries that the individual children have kept, the ,parent-teacner
conferences should prowde occasions for ghared evaldation.

In this early childhood classroom, formal parent conferences are held twice a
year, and informal conferences are scheduled as needed. Contracts, often with personal
notes added, are sent home dally, and telephone conferences and newsletters are also
used to ma|nta|n parent- -schoal communication. Report cards are sent home every nine
weeks. - _ '

Figure 43 is Matthew's report card. Figure '44 is a first-grade basic skills
checklist. Other skills checklists and inventories can b7 found in the Appendix as

follows

4

® Worksheets 4 and 5 are language arts skills checklists used in the Chapel Hill-

Carrboro City school system.

oy
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Figure 43. Matthew's Report Card. '

CHAPEL HILL-CARRBORO CITY SCHOOLS ‘
V¥ | Continuous Progress
. |NA] Not Applicable
K-3 I | Improvement Needed
NAME MafH‘heW GRADE OR POD l"
| SCHOOL Seo.we,U TEACHER I<ay MQ/ YEAR 19 3_“1991
LANGUAGE ARTS" 1/2]3]4| ART Markie Bingle 1{2)3]4
Listening " Explores art media \/}
follows oral directions v Uses art as a means of self-éxpression
Understands main ideas v/ PHYSICAL EDUCATION
Speaking [ Participates actively in physical Y/
Expresses ideas effectively N/ education experiences
Uses new words v} Practices good sportsmanship
Reading - Level MATHEMATICS - Level 1aF ——
Visual Discrimination - Sees v Adds whole numbers v
likenesses & differences Subtracts whole numbers
Virs:ual Memory - Remembers LAngerzsst&an;jzplf;ce vall)ue - f
what is seen S igit numbers
Auditory Discrimination - v Subtracts 2 & 3 digit numbers N |A
Hears likenesses & differences Regroups in addition N A
Knows basic sight vocabulary \/[ Regroups in subtraction _ x 4
Uses word attack skills Solves word problems
Understands what is read Understands geometric concepts
Reads with fluency and J Understands money concepts
expression Understands time concepts v
Uses reference material Understands fractional concepts N Q
Writing Multipl@-es_l diqit n:m_mbers N
Readiness - Demonstrates \/ M.ul’nphes 2 d: 3 digit numbers iy 1AL
fine muscle coordination Divides 1 digit numbers N IA
Forms & spaces letters Divides 2 & 3 digit numbers
correctly Vv Works with speed and accuracy 4+
Applies skill in all \/ SOCIAL STUDIES v
written activities Shows knowledge of unit studied
Uses correct capitalization/ \/ Participates in social studies \l
punctuation ' activities -
Expresses ideas clearly in % Uses charts, maps, and globes
writing SOCIAL GROWTH
Sgellmg » Demonstrates responsnble be(havmr v
Readiness - applies phomcs "/ Is cooperative
Spells assigned words N A Shows respect for school and personal v
correctly property .
Applies spelling skills in Solves problems and makes /.
written work NI]A decisions independently +
SCIENCE/HEALTH Shows respect and consideration for L/
@articipates in science - J others . +
activities ¢ Works well in groups v
Uses scientific processes Observes school rules
Grasps scientific concepts -/ WORK HABITS v
in units studied ) F ollows directions
MUSIC . Assumes responsnbnhty for completion - L/~
Enjoys music L of tasks ‘ +
Participates in activities V] Uses time wisely i C 4
] Uses materials effectively 4
Days Absent 1 2 3 4 Has necessar-ly materials to begm v/ A
L 1 | 1 ] work promptly
Assigned to Grade ¢ Works neatly :
1 School, 19 19 ‘ a
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(] Worksheets 6, 7, and 8 are math skills checklists used in the Chapel Hill-Carrboro
City school system.

(] Worksheet 9 is a readiness skills checklist.

(] Worksheet 10 is a first-grade basic skills checklist. Figure 44 is an example of
this checklist filled out for seven boys and girls. Note that each child either is-
checked off or His or her level of mastery is indicated. . '

(] Worksheet 9 is filled out in a manner similar to Worksheet 10. ) \

(] Worksheets 11 through 17 consist of a seven-page inventory of basic concepts for

five- and six-year-olds. This inventory is administered individually at the
beginning of the school year.

Figure 44. First-Grade Basic Skills Checklist.
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Early Childhood
. Education:

Curriculum Organizatlon
. and Classroom Management
. ] Filmstrip 3

A Unit of Study

AY

This presentation shows the organizing and teaching of science and social studies
units through mini-lessons in home base Groups and through learning center activities,

Filmstrip 3 details the steps necessary in planning and implementing this approach.

SCRIPT

° Color coding, contracts, and discipline are c1assroom management components
that help early childhood programs function smoothly.

° Curriculum organization components for early childhood programs inelude
learning centers, skills groups, and units of study.

. Let's take a detailed look at how to organize a unit of stody.
° Each unit is a plan for teaching a specific topic. Social studies and science
concepts are usually taught this way. ’ .
° Units of study can be organized so that lessons presented to the children in large
‘ and small groups are correlated with activities planned for the children in learnlng‘
centers.
° The components of a unit of study are concepts to be taught, instructional

objectives based on these concepts, lessons designed for uyse with groups,
activities planned for learning centers, and evaluation procedures.

° Here Kenric is ‘engaged in learning about simple machmes in a unit called "Moving
Around.”" Let's look at Kow this unit was developed. B

] Concepts, objectives, acti\)ities, and ‘evaluation techniques must be planned in
order to implemént the "Mbving Around" unit.

v ® - Thése six concepts about motion and simple machines were selected for-this unit.

° Let's look in detail at how to plan appropriate unit activities for three of these
concepts: motion, V\)Ork, and simple machines. .

‘e The first concept is motion, ther movement of an object from one Qlace to
another. . /)

. This concept fo;ms'the' basis for the instructional objective "that children will

distinguish between an object in motion and one at rest." Group activities and
science center activities are selected that will help the children master the
objective Evaluation is mcluded as part of both the group activities and the

scnance center activmes -




/

In a group, children listen to a book about motion, Everything Moves. The book
defines motion and gives the children some background information to use when
they do the day's activity in the science center. :

Next, the teacher explains in detail the science center activity. Today children
are to illustrate different ways that people and objects move around.

In the science cenier, children will find a card with instructions reminding them
of their task. This activity is designed so that children of different ability levels
can complete it successfully.

Tﬁ'\e children's work is evaluated bn two levels: ~

1. Did they demonstrate understanding of the concept of motion? That is, did
they draw an object or person moving?

2. Also, did they do the task to the best of their ability? Results will be
different for each child.

When the children finish the activity on motion, their work is displayed on the
science center bulletin board.

The next concept is work. Work has been done when an object is pushed or pulled
over a distance. ‘

The instructional objective -- that children will classify situations as work or -
nonwork -- forms the basis for group activities and science center activities. The
children's worksheets will be checked for accuracy in order’to evaluate how well

they understand the concept. ’

During group time, children talk about their ideas of work and compare them with
the scientific definition of work. The teacher explains the new science center
materials. ‘

Today's science center activity starts with»a game board designed for use by
children of all levels of ability. In this game children must classify each situation
as work or nonwork in order to complete their turns.

After playing the game, childreh complete a worksheet that helps clarify their
concept of work. The worksheets are for different levels of skill development;
the yellow, red, and green stickers help direct children to an activity designed for
their skill level.

The yellow sticker identifies worksheets at the least difficult level. Children are
asked to color the pictures showing work being done and to trace the words under
each picture.

A red sticker marks the folder with the intermediate level worksheets. Children
who are beginning to read and write are asked to label the pictures correctly.

The most difficult worRsheets are in a folder labeled with a green sticker. .On
these worksheets children-aje expected to both read and write. The learning
center activities and individual worksheets are left in the science center for two
to three days before new materials are added. This gives all the children a chance
to use them.

T'eachers check each child's worksheets as they are completed. If necessary,
children revise their work until they demonstrate mastery.

Our third concept -- simple machines -- includes levers, inclined planes, pulleys,
and the wheel. This concept forms the basis for a number of learning experiences
in the unit. v

lLet's look at just one simple machine, the wheel. As with the other unit concepts,
activities are planned for group instruction and for the science center based on
the instructional objectiv/b. Evaluation techniques are included for both group and
center experiences. 4
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. Wheels and how they help reduce friction are the focus of today's group
discussion. Then the teacher demonstrates the science center experiment.

° Simple illustrations on the wheels task card remind the children of the steps in the
experiment. After the task card is explained by the teacher during group time, it
is placed in the science center for individual use.

° For Step 1 in the wheels experiment, the children try to move a load of blocks on
a flatbed that has no wheels. s

° For Step 2, they try moving the same load on a flatbed with wheels. After several
trials, they discover it's easier to move the load with wheels than without them.

° Children document the results of their wheels experiment on a worksheet.

° Teachers evaluate the children's learning by di;cussing the experiment with them

and by checking the cHildren's worksheets for accuracy.

° "Moving Around" concepts can be used to develop experiences in lea‘rning centers
other than science. For example. . .

Z_o . . .children in the research center use task cards about motion and simple
machines. Matthew is discovering the many uses of wheels.

° Children in the art center devise creative ways to use simple machines. This:
magic bubble rdachine is Bradley's invention, while Kelly's simple machine
produces bubble gum. ‘

° In the outdoor center, children continue their experimenting with a real lever, the
seesaw.

e Inthe writing center, L_ena tries to imagine what Grover will do with his simple
machine. -

° Several techniques help the teachers implement the unit of study. First,

materials are designed for independent use by young children. Second, activities
are added to the centers a few at a time, in a logical sequence; and third, children
receive feedback about their work.

° For example, this experiment in the science center is designed to be completed
independently by young children. The use of an illustrated task card helps remind
. the child of the correct procedure for the activity.
(] At the start of a unit of study, only a few materials are placed on the science
* center shelves.
() As new unit concepts are taught, new materials are added. Some are commercial

¢ materials, and others are made by the teachers.

. When children *finish their activities in the science center, they are required to
get their work checked by a teacher before moving to another center. This
requirement increases the children's accuracy in the use of materials.

) The unit of study approach requires a great deal of planning.. Working with
another teacher and exchanging unit materials on a scheduled basis can help to
effectively manage the amount of time this approdch requires.

° After a unit has been completed, it can be stored and used again. For example, in
a multi-age classroom, the science units are rotated on a two-year basis. This
engsures that children in the program as five-year-olds will not repeat the same
units the next year when they are six.

° The components of each unit include concepts, objectives, group actlvmes, center
activities, and evaluation procedures.
° The unit of study creates a hlghly lnvolvmg learning experlence for young
children.
Q ‘ * ) ‘ , /




OBJECTIVES
(] List and define the components of a unit of study

(] Develop a rationale for a hands-on, integrated approach to teaching science and
social studies to young c}ﬁldren

® Plan a unit of study based on this prototype.

RATIONALE FOR AN EXPERIENTIAL APPROACH TO UNIT TEACHING

Instruction in science and social studies should be based on the manner in which
young children learn. Children are naturally curious and imaginative, eager to expldre
and understahd their world. In order to develop this understanding, children need a
number of hands on experiences.

A ratlonale for an expe?lentlal approach to teaching science and social studies can
be drawn from the work oklaget. Piaget (Evans, 1975) classifies children's thinking
from about the age of two or two-and-a-half to about age seven as "preoperational.” *

Preoperational thought is characterized by the inability to think logically or abstractly.

Children in this stage are:

1. Not yet able to conserve. That is, changes in spatial relationships and dimensions
confuse them. For example, they do not realize that a short, fat cylinder of clay
can be rolled into a long, narrow cylinder without a loss of matter. , They are
unable to recognize thgt the change in width has been compensated for by a

change in length. In other words, they are able to focus on the beglnnlng or end of
a transformation, but not on the transformation itself.

2. Bound by perception. They focus on one attribute of an object at one time (color, -
size, shape, and so forth). They are unable to consider all the attributes of an -
object sirfitltaneously. For example, children dealing with objects that are
attracted to a magnet and abjects that are not may decide that size of the object
is the relevant factor in determining what the magnet will pick up.

3. Egocentric. They view the world and its natural phenomena from their own -
perspective. For example, children perceive the moon as following them home at
night. : .

A

The preoperatiolnal child's view of reality is also different from that of the adult..
Children at this stage do not have a clear understanding of cause and effect
relationships. For example, children aschbe feelings and voluntary actiohs to inanimate -
objects: "The wmd blows because it wants to." Also, children explain cause and effect
without reference to logic (for instance, cars run because mommies and daddies drive
them, not because they have internal combustion engines).

Preoperational thinking is not deficit thinking; it is simply a result of~the child's
developmental stage. This stage -of intellectual development does have important
implications for the teachers of young children.

Piaget emphasizes the need for children at this stage to experience and explore
their world and its phenomena in order to expand their thinking and move to the next

/leveI of cognitive development. Young children need programs designed to help them

learn to: . -
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1. Observe. Do not just superficially examine an object, but discover all its
properties by using all of the child's senses. For example, the properties of sand
can be understood by seeing it, touchlng it, pouring it, mixing it with water, and
so forth. .

2. Classify. Group objects by a common property. Numesous relationships can be
established when children group seashells by size, shape, color, speties, texture,
and so forth.

3. 'Predict. Will an object stick to a magnet? Through exploration with a number ‘of
. objects, children may discover that size is not the relevant factor in datermining
an object's attraction to a magnet. .

4. Communicate. Piaget regards interaction with adults and peers as essential in
children's ability to further understand their world. Through interaction children
discover that there are viewpoints other than their own, they develop more
advanced language skills, and they assimilate their knowledge through the use of
lanquage.

L)

DEVELOPING EXPERIENTIAL UNITS ST!-fP BY STEP™

+

- One approach to implementing an experiential progr:am in a logical, systematic

mynner is to organize a unit of study that uses both group activities and learning center
activities. The components of this approach‘ are:

1. Concepts. Basic understandings drawn from the content being studied (for
instance, inotion, work, fast and slow, simple machines, and so forth).

2. Objectives. Exactly what the child will be able to do after completing activitiés
based on the concepts (for instance, the child will distinguish betweert gn object in
motion and one at rest). /

3. Group activities.  Background inforfnation on the concepts being studied;
filmstrips, books, garmes, and so forth, presented to the children in group
situatipns (for instance, reading Everything Moves to a group; showmg a filmagrip
about simple rmachines).

4. Center activities. Planned sequence of learning center activities related to the
- concepts being studied, such as experiments set up in the science center, task
cards in the weiting and research centers, art activities, and so forth. Children
may experiment to see whether a loaded flatbed with wheels is easier to load and
move than a loaded flatbed without wheels, or look up "friction" in the research
center. The unit concepts are integrated into all areas of the classroom. Each
learning center has activities planned on several different levels to meet the
needs of children at varying stages of development. Different types of materlals

are used, including manipulatives, games, and written tasks.

5. Evaluation. "Assessment of the children's learning. May include observing their
work in the learning centers or analyzing their verbal responses in group and the
quality of their written work.

"Moving Around," the unit example in Filmstrip 3, wag organized through the

[

following 13-step process: f
Steps Examples ¢
. .
Step 1. Det.ermine u.nit requirements. - This unit is planned for a four week
How long will the unit last? How many beriod. Two new activities a week are
activities are needed for the science or planned for the science center. Activities
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social studies center? One each week?

Two? How many different levels of
difficulty need to be included? How many
task cards are needed in Yhe writing
center? The research center? How many
centers will be used to help teach the unit
concepts? Will activities in math, reading,
blocks, and art be correlated with the unit
topic? How often will large group
activities occur? How many large group
lessons will be needed? -

Step 2. Select unit topic. Gather materials
that provide background information --
reference books from the library, teachers'
manuals, subject area books on the -

- children's level, games and activities,

filmstrips, and so forth. »

Step 3. Select seven or eight bésic
concepts appropriate for the age of the
children being taught.

Step 4. Classify the concepts from
simple to complex. ’

Step 5. Plan an insructional objective
for each concept. These objectives
are stated in terms of what the child
will be able to do during or after
completion of the activities related
to the concept.

Step4. Plan multi-leveled or open-
ended activi’ ies for each concept.’
Indlude both 'group mini-lessons and
center activities related to the
corfcept.

-

are labeled with

are either open-ended (appropriate for all
of the children in the class) or multi-
leveled (different activities planned for
children with different levels of skill
development). > :

Two ten- or fifteen-minute mini-lessons
are planned for home base group each
week. These lessons are correlated with
the twd new activities introduced in the
science center. Each week six new task
cards are added in the research center.
These cards are multi-leveled as follows:
two easy, two intermediate, and two
difficult. A total of eight easy, eight
intermediate, and eight difficult research
cards are needed for the four week
period. Six task cards are added each
week in the writing center. They too are .
multi-leveled -- two easy, two
intermediate, and two difficult -- and, as
with the science center, a total of eight
easy, eight intermediate, and eight
difficult cards are needed. Puzzles,
books, games, art projects, and other
activities that correlate with the unit
topic are added to the appropriate centers
over the four week period. See Figures
45-48 for completed unit plans for the -
"Movifig Around" unit.

"Moving Around" is a unit on physical science
that introduces the children to some basic
laws of physics and to the concept of simple
machines. ) )

The "Moving Around" concepts, in order of
complexity, are motion, fast-slow, wogk,
lift-drop, push-pull, and simple machines
(wheels, inclined planes, levers, pulleys).

For the concept S motion, the instructional
objective states, "The child will distinguish
between an object in motion and one at rest."
See Figures 45-48 for more examples of
instructional objectives.

Group and center activities are planned to
teach the concept of motion. In home base
group children listen to a book about

motion, Everything Moves, and discuss

it with their teacher. In the science center
they choose a card from a grab bag. The cards
various motion words, such

~
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- as run, jump, and hop. The child tries out
the motion and then plans an illustration of
. an object using this motion. She may use
Y a variety of books to get helpful ideas
‘ for the illustration, or she may choose
to draw herself in motion. She colors
the picture and cuts it out for the science
bulletin board. This is an example of
an open-ended activity. Each child can
engage in this particular activity
. at her own level of expertise. .

Activities planned for understanding one

. of the simple machines being studied
(the pulleys) illustrate another way
to plan for individual differences.

- All of the children engage in hands-on
‘ experiments with the pulleys in the science

center, after which three different
worksheets are planned as follow-ups
to the experiment. The easiest
worksheet asks the children.to cut.
out and paste the parts of a pulley
together correctly; the intermediate level
worksheet asks the children to label the
parts of the pulley; and the most
difficult worksheet asks the children to -
answer. questions about the pulleys and
how they work.

Step 7. Analyze activities f;} See Figures 45-48. .
balance and variety among hands-

on experiences, use of games, types

of written tasks, and so forth.

Step 8. Analyze tasks for the level
of independence required by the
children. A complicated cooking
activity may require that a teacher
be with the children at all times,
and therefore it may not be the
best choice for a science center
that will be used independently

by the children during the

entire school day. The cooking
activity might be done during skills
group, and a classification game.
on food groups could be planned

as the science center activity.

Step 9. Write unit plans. See Figures 45-48.

Step 10. Allocate available materials.
Decide which concepts such materials
- as books, puzzles, and games correlate
with and in which center they should

be used. . T < ~ 'Q’!

s
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Figure 45. Unit Plan for "Moving Around," Page 1.

3

Area‘chience

-

Topic: Maving Around

Concept: Motion -- The movement of an object from one place to another.
. *

Days | Objective Group Activity Science/Social Studies Cénter Activity | Other Centers -
1, The children - Day 1 : : Days 1, 2,3 New cards in
2, will distinguish | - Read Everything "Grab bag" with cacds labeled "walk, |research and
& between an Moves and discuss. run, fly, trawl, creep, jump, hop, writing.
3 object in motion| - £ xplain sclence etc." Fach child pulis.a card out
and one at rest, | center activity to of the grab bag and tries out the Add puzzles
the group. motion written on the card. Then that show
he or she draws, colors, and cuts out ary movement to
, illustration of someone or something | games
Day 2 - using the motion. Chijdren use books | center.
- Filmstrip: "Doing for ingpiration as needed. Pictures
What You're [Joing" are displayed on science bulletin Collect -
board. books and
(Yay 3 poems on
TRecord: "Having Fun | Evaluation: ([Did the child's motion and
with Bert and Frnie" illustration show mation? Was the place on
child's work his or her best? special
f valuation: Appro- , shelf in
priateness of Jreading
children's oral center.
responses.
—

(Concept: fast and slow

as relative concepts.

Days

Objective

Group Activity

L4

Science/Social Studies Clenter Activity

Dther Centers

K
&
5

N

Children will
classify objects

" as "fast" or

"slow" 1n rela-

tion to another
moving object

{(a car).

?

Day 4
- Read There's Motian

t verywhere and discuss.

- f xplain new center
activity and work-
sheets. N

i

Day 5
- Filmsatrip: "Energy,

force, and Motion"

Evaluation: Assess
correctness of
children's answers,

(Classification qnme'—- Children sort
pictures into two sets, thoge that
move faster than a car and those
that are slower.

Worksheets:

t asy (yellow)--see
Worksheet 18 in Appendix.
Intermediate (red) and
difficult (green)--see
Worksheet 19 in Appendix

v
f.valuation: Are children sorting
pictures into correct sets? Check
worksheets for accuracy.

—

Add (hoo,
Choo, The ,
Runaway Train.
to the listening
center.

Add "Walk Along
Sesame St."
board game

to lanquage g
center.
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Figure 46. 'Unit Plan for "Moving Around," Page 2.

1

~Area: Science

Topic: Movin(j Around

Concept: Work -- work has been done when an object is moved over a distance by a push or pull.

Science/Social Studies Center Actily

Days |7bjective Group Activity Other Centers
6, Children will’ Day 6 Bdard game -- "Is Work Being Done?" | Add new
7, classify various |- Read The Man Who Children roll die and move to research
& situations as Didn't Wash His appropriate space on board. They and writing
8 work or nonwork.| Dishes. Discuss decide whether or not the illustration {cards.
v, whether or net on the space shows work being done.
’ waork is being done. If the illustration shows work, the Encourage

- Explain new
science center
activity.

Days 7 & 8

- Classify illus-
trations from
‘Richard Scarry's
What Do People
Do All Day? as

work or nonwork.,
C

I Evaluation: Are

all children able
to participate?
How accurate are
their responses?

child gets to move forward an extra
space. See Figure 49,

Worksheets:

Easy (yellow)--see Worksheet
20 in Appendix.

Intermediate (red)--see
Worksheet 21 in Appendix.

_ Difficult (green)--see

Worksheet 22 in Appendix.

Evaluation: Are children able to
classify the situations on the

board game correctly? Could they
complete the worksheets accuratély?

role playing
in the
dramatic
play center --
is your
character
working?

Concept: Push-pull, lift-

drop are ways to move objects.

Days |} Objective Group Activity Science/Social Studies Center Activity| Other Centers

9 Children will Day 9 N , " Children perform a series of Encourage

& decide whether | - Read Push, Pull and experiments that require children

10 an object Lift and discuss. them to move various objects to ver-
can maore Explain new center from one place to another -- bally label
easily be activity. ‘ they decide whether to push, what they
moved by pull, lift, or drop the object. are doing

. pushing, Day 10 in the

pulling, - Try some push-pull, Worksheets: block center
lifting, or lift-drop experiments Easy (yellow)-- see Worksheet 23 as they
dropping. in group -- have in Appendix. build --

’ children describe Intermediate & difficult (red and are they
what is happening, green)-- see Worksheet 24 in lifting,
using correct Appendix. dropping,
terms. N pushing,

. Evaluation: Observe children as pulling?

Evaluation: Can
children apply
terminology
correctly?

they try the experiments. Evaluate
their written responses.

a6




Figure 47. Unit Plan

for "Moving Around," Page 3.

, Area: Science

-

-~ Topic: Moving Around

Concept: Simple machines help us do work/wheels reduce friction.

Other Centers )

~Days | Objective Group Activity Science/Social Studies Center Activity
11, Children Day 11 £ hildren experiment with reducing Add new
12, will.predict - Read Berenstein friction. First, they load a flatbed cards to
a2 whether Bears' Science Fair<#] without wheels with a load of blocks research
13 sliding or (section on and try to'push it. Next, they load and writing
. rolling an simple machines a flatbed truck, with wheels, with centers.
object will & how they help the same load of blecks and try to
be easier. us work). move it. Children decide which Add riding
. - Explain new center load moves with less effort. toys to blocks
activity. and outdoor
Waorksheets: areas.
- Day 12 Easy (yellow)--see"

- Filmstrip: "Simple
Machines"

Day 13 ‘
- Use illustrations

from Cars & Trucks
& Things That Go.
- How do wheels
help things ga?

Worksheet 25 in Appendix.
Intermediate (red)--see
Worksheet 26 in Appendix.
Difficult (green)--see
Worksheet 27 in Appendix.

Evaluation: Discuss
experiment. Check worksheets.

Concept: Simple machines help us do work/inclined planes.
pa

<

Days | Objective Group Activity Science/Social Studies Center Activity| Other Centers
14 Children will Day 14 Children experiment with inclined .| Add ihclined
& predict how - Read Simple Machines |planes of varying degrees of steepness,} planes to

15 the steepness letting small plastic cars start block center.

of an inclined

the speed of the
car being rolled
down it. ~

N

plane will affect

and How We Use Themi,
pp. 16-23. -

Day 15

- Discuss.inclined planes

in our environment --
stairs,
slides, étc.

Evaluation: Can
children identify

| inclined planes

around them? -

at the top of each board at the
same time and determining which car
rolls fastest.

Waorksheets:
Easy (yellow)--see Worksheet 28
in Appendix.

’ Intermediate and difficult (red and ’

green)--see Worksheet 29 in Appendix.

|[Evaluation: Help children assess
results of their experiment; check
worksheets. ' ’

Q7

Add mani-

pulatives that

include the
use of wheels,
planes, levers,
etc.,ta °
games cen-
ter -- Legos,
etc.
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Figure 48. Unit Plan for "Moving Around," Page 4,

Area: Science .

Topic: Moving Around

v

Concept: Simple machines help us do work/levers.

Group Activity

Science/Social Studies Center Activity

Other Centers

Days | Objective
16 Children will
& predict whether
17 it is easier
to lift a

heavy abject
with or without
the aid of a
lever.

- Read The Berenstein
Bears' Science F air,

pp. 10-13 and 14-16.

“- Read Simple Machines
.and How We Use Them,
pp. 9-13.

- Discuss levers --
identify levers used
every day with chart
showing seesaws,
scissors, etc.

- Explain new science
center activity.

E.valuation: Can
children identify
levers and non-
levers and explain
how they help do
work?

Experiment -- Children try lifting a
heavy box with and without the aid
of a lever. Children document the
results of their experiments on a
woarksheet. Chart in science center
shows several different levers (see
Figure 51).

Worksheets:

Easy (yellow)--see Worksheet 30

in Appendix.

Intermediate and difficult (red and
green)--see Warksheet 31 in Appendix.

Evaluation: Assess correct
responses on worksheets.

\ Add new cards

to research
and writing.

Point out to
children that
one of the
outdoor
stations

(the seesaw)
is a lever.

Concept: Simple machin

es help us do work/pulleys.

Evaluation: Can
children correctly
identify the type
of machine in each

illustration?

propellers turn by correctly
assembling pulleys? Are.worksheets
labeled correctly?

13

Days | Objective Group Activity Science/Social Studies Center Activity| Other Centers
18, Children will - Use teacher-designed |Children experiment with wheels, Add riding
19, make propellers | chart with v,ﬁrious handles, shafts, propellers, toy crane
& turn by machines‘pictdred -- rubber bands, and bases that can all with pulley
20 assembling a escalators, dump trucks,| be put together in a number of to block
system of cranes, g"ars, slides, ways to form a connected set of center.
pulleys, seesaws, etc. Have pulleys.
handles, and children identify
rubber bands the vgrious simple Worksheets: Add building
to do the work machines they have Easy (yellow)--see materials
of turning the studied so far Worksheet 32 in Appendix. that include
propellers. (wheels, levers, Intermediate and difficult pulleys --
inclined planes). (red and green)--see . i.e., tinker
- Introduce the pulley Worksheet 33 in the Appendix. toys --
as another simple to puzzle
machine. Evaluation: Can children make center.




Step 11. Produce any needed materials.

Make task cards and games, gatjer materials
for experiments, and so forth. ‘

Step 12. Sequence materials. Organize
materials in sequence for teaching the
unit. Label the backs of cards and games
using small pieces of masking tape

with "Days 1 & 2" or other identification
written on them. Plan to store unit
materials together in a cardboard

box or on a shelf so they can be

re-used when the unit is taught

again. '

Step 13. Write letter to parents;
outlining concepts to be taught in
Lthe unit and inviting their participation.

Step 14. Teach the unit. Evaluate the
children's work and their understanding

of caoncepts as you work with them both
in large groups and in the various learning.
centers. Revise plans as needed to ensure
the children's progress.

s !

- - -

The game "Is Work Being Done?" is shown
in Figure 49. Figure 50 shows a task card T
for @ wheels experiment, and Figure 51 shows :
a task card for a levers experiment.
Examples of writing and research task .
cards shown earlier in this manual in

Figures 6, 7, 8, 9, 10, and 11 are --
displayed in Figure 52.

o=

o e

See Figure 53.

Blank unit planning forms appear in the Appendix (Worksheet 34, Unit Planning

Form, Page 1; and Worksheet 35, Unit Planning Form, Page 2). Figures 45-48 illustrate

how to complete‘ Worksheet 34 correctly.

There are no figures to illustrate how to

complete Worksheet 35, which provides a format for sketching the unit bulletin board,

listing books and A-V materials, and noting pdssible field trips and resource persons to’

help meet the objectives for the unit of study. Unit plans can be saved and revised

from year to year.

()9
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Figure 49. Game: "ls Work Being Done?"

work

. (O
:, 7/

r;‘ r
| L

.. ‘-c:

S ||IIW

e .f 5 N

DN




Flgure 50. Task Card for Wheels Experiment.

Whee\s F.xper\meni'

b Put the blocks on
the Ha¥bed.

Z.Pull the florbed.

B,Put the blocks on
the Yruck.

" 4 Push the truck.
Which is:easier P

« - 10]



4ggure 51. Task Card for Levers.

Levers

Levers help make work easier..

baseball < A.
7S bat > SCAISS0OTS
52

4

nut
cracker

4[fishing pole

Do the expe riment
Lift the box without Lift ¥he box usinga
a lever. |

‘Wh'\ch 15 easier? Do the WOrKShe et.
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Figure 52. Writing and Research Task Cards for "Mpving Around."”
L3

Is work bein done,a

® > Puss is moving
X /, :,;f,*f ‘:",t around
y PR v) What do you like
NPV iy to move around on?
1ZZ1k -
Look up work oo —
on p. 111. tden Devorary
Draw and glﬂ&
label someone ? %
who is m@]@
working. |
Use the
ABC Word Book
1.List 3
/ machines
) - that candig
holes. 0 |85
2.Draw and TAPRY
label a machine.

ERIC 1 -
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fit
24

Blg Bear is pulling
the box. '

| ittle Bear
is pushing it.

Big Bear asky:
Whu\ do muchmes do?

Read Big Bear’s story.
Use The Busy Book.
List & machnes that
hel le.
Drowpa ggofo\or )
two of ihe
machines.

Llﬁle Bear has nvented

Q machine to lake him
places | Think upa

machine that would
help you do something
you cant.
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Figure 53. Parent Letter Explaining New Unit.

Dear paren‘f’s,

Our new unit in +he°5dence center
s titled " Moving Around.” This unit is about
physical science. Concepts that we will
Cover include | ’

' , Motion

Fast and Slew
Work

Lify - drop
Push - pull

. Simple machines —
~ Wheels
.~ Tinelined planes
Levers

Pulleys

The children will do o number of
exPevimevd's 4o help them understand these concepts
and Jo help them realize +hat mochines help
people work. Activities designed 4 extend these
Concepts will be included in our other centers .

We will be delighted for y our child o shave
any materials relahdj b +his unit. Plesse feel Free
4o Come in and Observe or 4> assist in one of the

learning centers. Thanks! Ped T @
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Early Childhood
Education:

Curriculum Organization
and Classroom Management
Filmstrip 4

Does It Work?

Two questions frequently asked by early childhood educators are, "Why use a

developmental approach in teaching young children?" and "Does a developmental

approach really work?" Filmstrip 4 addresses these two questions.

SCRIPT

The Plowden Report on Children and Their Primary Schools states that

"knowledge of the manner in which children develop is of prime importance, both
in avoiding educationally harmful practices and in introducing effective ones.”" In

short, it is necessary to understand child developmen} in order to plan effective
early childhood programs.

The work of researchers such as Piaget, Gesell, and Montessori has important
implications for early childhood education. Four basic guidelines have emerged
from developmental research. v

First, a developmental approach focuses on the total child -- the cognitive,
affective, and ‘psychomotor growth of the child.

Second, the curriculum must be organized around the developmental needs,
interests, and learning styles of each child (it should not be orqanized around a

" perticular text or time schedule).

Third, the learning environment must encourage active participation on the part
of each child, an environment where children learn through observation, explor-
ation, and verbalization. Expression is also emphasized through writing, drawing,
and movement.

Fourth, in an early childhood classroom how the curriculum is taught is as.

important as what is taught. Process is as important as product for young
children.

In review, these four guidelines form the basis for early childhood classrooms that
emphasize a developmental approach to learning. Teachers should fecus on the
total child; consider each child's interests, needs, and learning styles; encourage
active participation on the part of the child; and value the learning process as
much as its product. ’

These curriculum organization components -- learning centers, skills groups, and
units of study -- and these classroom management components -- color coding,
contracts, and discipline -- are designed to implement. a developmental early

childhood education program.
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° Does a developmental approach to early childhood learning reslly work? There °
| arp many ways to measure this approach. o

v

° Typically, achievement tests such as the Prescriptive Reading Inventory and the
Diagnostic Mathematics Inventory are used to measure the cognitive development
of young children. However, it is equally important to assess other aspects of
each child's development.

° In addition to achievement tests, other ways to assess children's learning include
the use of basic skills' inventories, anecdotal recordkeeping, sttitude and self-
concept scales, learning style inventories{ and measures of teacher effectiveness.
Another important way to assess learrﬁ\g is to observe children's classroom

behavior. Let's Took at observation in mohe detail. /

° Benjamin Bloom and John Carroll were pioneers in showing the correlation 2
between achievement and time on task. Time on task cen be assessed by
observing the behaviors of learners in the classroom.

° Measuring the amount of time that children are productively engaged should help O
us determine how well we have inet our curriculum goals.

° Place, group leader, number in group, movement, academic behavior, and com-
munication are all variables found in classrooms using a developmental approach.
These six variables must be analyzed in order to determine whether or not a child
i8 engaged in appropriate behavior.

° Since developmental classrooms have a wide variety of learning centers as well as
home base work areas, place becomes a variable that needs to be anslyzed in
assessing behavior. Children may exhibit different degrees of appropriate
behavior based on where they are in the classroom. L

° Are children more productive or leas productive when working directly under adult
supervision? Since children may work with adults, each other, or independently
during the school day, we need to analyze whether or not there is a group leader,
as well as who the group leader is.

. How does group size affect appropriate behavior? Children in developmental
classrooms function in large and small groups, as well as individually, so number in
group becomes another important variable.

° Are children productive when they are allowed to move around the classroom?
Because these children are not all on the same time schedule, they may move
from one activity to another upon task completion. Movement thus becomes a
variable to be measured. :

. What type of cognitive activity are the children engaged in? Are children
reading, solving math problems, writing stories? Appropriate behavior may vary
with the type of task in which the child is engaged; therefore it is necessary to
classify the type of academic behavior being observed. *

° How is on-task behavior affected when children are encouraged to communicate
both with the adults in the classroorn and with their peers? Children interact with
each other to solve a variety of problems in the learning centers in developmental
classrooms. Therefore, communication becomes another variable that needs to be
considered when assessing appropriate behavior.

. Children's behavior can be correlated in terms of these six variables — place,
group leader, number in group, movement, academic behavior, and communi-
cation. A specific classroom behavior scale has been developed to measure these

variables. .

° The Wasik-Day Open and Traditional Learning Environments and’ Children's
Classroom Behavior Instrument is designed for use in kindergarten through sixth
‘grade.
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The Wasik-Day Instrument is divided Into six variables. The first three — place,

. group, leader, and number in group — are environmental variables.

The last three — movement, academic, behavior, and communication — are
action variables. '

The last item on the scale classifies children's behavior_ as appropriate or
inappropriate. Appropriate behavior is divided info two categones, appropriate-
attending and appropriate-transition. Inappropriate behavior is-also divided into
two categories, nonproductive and aggr’esswe. : '

'I_"Appmpmate-attendmg behaviors are defined as those requiring active mvolvement
“.and attentiveness to work. These behaviors include independent activities, such

as reading, writing, painting, and constructmg, or interactive activities, such as
askmg for help, \yorklng with peers, or answering direct questions.

Appmpnate-transmon behaviors are defined as moving from one center to
another, arranging materials for work, waiting for help from a teacher, or putting
away materials. Both attending and transition behaviors are classified as
apprapriate. ° ’

Inappropnate-nonproductwe behaviors are characterized as -daydreaming,b

wandering, looking around fidgeting, and the like.

Inappropnate-aggressiVe ‘behaviors include pushing, hitting, name calling,
destroying property, or resnstmg instruction. '‘Bath nonproductive and aggresswe

. behavior are classified as mapproprlate.

To use the Wasik-Ddy Instrument in the classroom, an observer L@.lec_t_%ata on
one specific child for ten consecutive one-minute intervals. The observer checks
an appropriate box fotr each variable at the end of each minute. For example, at
the end of the first minute, Joel was observed in home base circle with the

- teacher as group leader, and the number in the group was between 16 and 25.

In addltlon, Joel was sitting, his academic behavior was classified as observing an
ongoing activity, the communication involved was listening, and his behavior was
classified as appropnate-attendmg.

Observation conﬁmed on* Joel for ten consecutive one-mlnute intervals. The
observer used a stopwatch for ac%uracy

Let's examine how data from the Wasik-Day Instrument can be analyzed.
Observations were completed in a kindergarten/first-grade classroom that uses a
developmental approach to learning.

The most important findirfg in this classroom ¥as the hlgh percentage of
appropriate behavior observed. Appropriate attending and transition behaviors
accounted for over 91 percent of all the kindergarten and flrst-grade behavnors. i

An interesting pattern emerged regardmg the variable, place. In the home base
and study areas, instances of aggressive behavior were observed for both
kindergarten and first-grade students. However, no aggressive behavior was
observed in the majority of the learning centers.

Children in this classroom spend approximately half of. their time working
independently without a group leader.

Whether the children were working with a group leader or without a group leader,
the overall rate of appropnate behavior remained very high.

The children's behavior was also analyzed over an entire academlc year. The
greatest percentage of appropriate behavior for both kindergarten and first
graders was during the winter term. Agaln, appropriate student behavnor remams

. consistently high, regardless of the time of year.

B
.
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. The Wasik-Day Instrument helps educators objectively measure the classroom
learning environment and children's behavior. :

° The Wasik-Day Instrument is one type of obsetvation instrument that can be used.

to assess early childhood programs. Further assessment could include’ the use of
achievement tests, skills inventories, anecdotal records, attitude and self-concept
" gcales, learning style inventories, and measures of teacher effectiveness.

e ° For example, the children in this classroom were also glven group achievement
tests in reading and math. They scored as well-as or better than their peers in the
same -school system on the Reading Inventory and the Diagnostic Mathematics
Inventory over a period of several years. .

. Remember that comprehensive evaluation ‘and .assessment takes into consideration
all of the goals of an early childhood program, a program that focuses on the total
child; one that considers the child's interests, needs, and learning style; one that
encourages the child's active participation and values process as much as product.

° Joes a developmental approach work? Careful observation and assessment will
help you answer this question in your own particular situation. ‘

:

OBJECTIVES

" .- Define a developmental approach to early childhood education

° List guidelines for early chlldhood education that are based on developmental
_research !

. List types of measures useful in assessing children's classroom achievement

° Describe classroom environment variables that need to be assessed in order to
measure children's classroom behavior effectively

° Define appropriate and inappropriate classroom behavior - *

4
° Describe the importance of measurlng children's on-task behavior g

. Use the Wasik-Day Open and Traditional Learning Environments and Chlldréns
Classroom Behavior Instrument

e  Interpret data gathered from the Wasik-Day Instrument in a variety of ways.

RATIONALE FOR A DEVELOPMENTAL APPROACH

A statement from the Plowden Report (Plowden, 1966) on Children and‘;l'heir

Primary Schools provides a clear rationale for a developmental approach to early

childhood education: ". . .Knowledge of thedmanner in which children develop is of -

prime importance both in avoiding educationally harmful practices and in introducing

effective ones." In other words, it is necessary to understand child development in-

‘order to plan effective early childhood programs. There ‘is a large body of develop-

mental research available from which to draw educationally appropriate guidelines,

including the work of Gesell, Piaget, Montessori, and Bloom. Four basic guidelines cén
be stated:

L
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1. Early childhood education should focus on the total child, taking into’
consideration the cognltlve, affective, and psychomotor growth of the child.

2. The curriculum must be organized around the developmental needs, interests, and
léarning styles of each. child, rather than around a single text, curnculum gmde,
or time schedule. .

3. The learning environment must encourage active partlmpatlon on the part of each
child, so that children can learn through observation, exploration, and
verbalization. Self-expression should be encouraged through writing, drawing, and
movement activities.

4, In an early childhood classroom how the curriculum is taught is as important as
" what is taught. Process is as important as product for young children. 4
" The first three filmstrips describe techniques that are used to implement the
preceding four guidelines. The classroom shown in the filmstrips has been analyzed in
order to answer the question, "Does a developmental approach to early childhood

education really work”" -

4
ASSESSMENT

-

_ Were are ' a variety°‘of ways to assess children's classroom performance.
'I"raditionally achievement tests have been used in éssess_ing cognitive skills. The
children in the classroom shown in the filmstrips séored as high as, or higher. than,
children in the same school system on achieven;ent tests assessing reading and math
skills. In Figure 54 you can compare the scores of children in the developmthal
classroom with the scores of other children in the same school system over a four year

period. v

Figure 54. Comparlson of Reading and Math Achievement
Test_ Scores (First-Grade Students).

Prescriptive Reading Inventory Diagnostic Math Inventory
Grade
\ Scale Grade Equiva-
Score Equivalent %ile Stanine||Scale lent %ile Stanine
1979 | Developmental '
Classroom 338 2.2 79 7 353 2.8 93 8
Others 334 2.2 76 6 349 2.6 91 8
1980 | Developmental
Classroom 344 2.4 82 7 357 2.9 94 8
Others 324 1.9 67 6 339 2.3 : 84 7
1961 | Developmental ° : . .
.Classroom 332 2.1 74 6 356, 2.9 94 8
Others 331 2.1 73 6 348 2,6 90 8
1982 | Developmental ’ :
+| Classroom 344 2.4 82 . 7 360 3.0 95 8
Others 334 2.2 76 6 352 2.8 93 8




It was consldered equally lmportent to analyze the children's behavior and
eccomplishments in areas other than reedlng and math. Skills inventories and anecdotal
- records were kept on-each child. Objective data on time on task and whether ot not
children were engaged in appropriate or inappropriate classroom behavior was gathered

by Using a classroom observation instrument. The Wasik-Day Open and Traditional

Learning Environments and Children's Classroom Behavior Instrument (see Worksheet

A 36) was chosen because it analyzes a number of classroom environment variables that
are integral to a developmental approach to teaching young childrep. This instrument
can easily be used by alassroom teachers es 'well as by other early childhood educators

) interested in gaining objective data on children's classroom behavior.

- Potential uses for this instrumént include collecting data orf the changes in an

: idividual child's behavior across time; studying the reletlonshlp between a child's
. behavior and other classroem variables such as place, the activity in Whlch the child is
engaged, and so forth; meesurlng changes created by lnterventlon prog’i‘ems that involve
either individuals, small groups, or total classrooms; conducting reseerch on pertinent
educetlonel issues such as the influence of dlfferent adults (teachers, parents, aides,
interns) on the appropriate and inappropriate behewor of the children; the number of
children in a group in relation to the occurrence of appropriate béhavior; the
relationship between eppropriate or inappropriate behavior and different learning
centers; and the impact of .student teachers or graduate interns on a classroom.
Another potential use ls in training students of education end psychology in the study of
the reletlonshlps between child behavior and classroom vanables through the systematic
observation of the joint occurrences of these variables. ) U
The instrument is designed to be used in kindergarten through sixth-grade
classroom settings, in either team-taught or self-contained classrooms. This instrument.
" provides-information not only on behaviors of the child, but also on the use of classroom
space,-the use of learning centers, the group size, and the group leeeer. It also allows

an analysis of activities throughout the day.

The instrument has seven categories. The first three -- Place, Group Leader, and
Number in Group -- are environmental variables. The next three are action varia-
bles: Movement, Academic Behavior, and- Communication. = The final category

classifies children's behaviors as Appropriate or

nappropriate. Each cateqgory is
subdivided into several comprehensive and mutually gxclusive areas. Definitions of the
categories and instructions on tabulating behaviors areé as follows:

Time. Record hour and minute at the beginning of each 10=minute recording sesslion.

Note any changes that cause a break in a consecutive 10-minute recording. If a break
occurs, go to a new 10-minute set.
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Place. Prepare a map of the room and label all areas (see Figure 55). - <>

Home Base -- Circle. Code when the child is in home base for circle activities.
Examples of these activities are morning scheduling arrangements, listening to a story,
or observing a flannel board activity. n -

Home-Base -- Other. Code when the home base area is used for all other activities (for
instance, when the music teacher, parent, or teacher aide uses the home base for other

-activity). Also code if one or more children are using the home base as a study area.

Study Area. Code when specifically designated areas are used for completlng
individually assigned work ‘ <

Center. Code when the child is in a learning center. Denote the center by the
following code: A-Art, B-Blocks, G-Sensorimotor, H-Housekeeping, M-Math, U-Music,
R-Reading, E-Research, 5-Science, O-Social Studies, D-Woodworking, W-Writing, L-

Listening, C-Cooking, T-Water, N-Sand, I-Outside, O-Other.

General Room Space. Includes all'space not specifically designated by one of the other
categories. These areas should be denoted by shaded areas on the map.

Transition. Code when a child is moving from one area to another, changlng activities,
gathering materials for work or cleaning up. Child may be in one of the demgnated
areas. .

QOther. Code if an area is not covered and describe the setting on the back of the code

sheet.

Group Leader. Code the individual who is explicitly the leader of the ongoing activity
in which the child is involved. The leader does not need to be physically near at all
times. If the teacher is in a one-to-one relationship with the child, code the teacher as
the leader. If children are together with no designated leader and one child becomes
the leader, code group leader as peer. Codes: Teacher, Aide, Intern, Special Teacher,
Parent, Peer, Other, and None. )

L ]

Number in Group. Code the number of children in the group in which the child is-

“involved. For example, count all children sitting on the floor in @ common area

\‘l

wll Toxt Provided by ERIC

listening to a story. If the child is sitting at a table with other children, cdunt the total
number of chijdren at that table. Do not include adults.

-

Movement. o

Sitting. Code ';'.'sitting behavior regardless of whether the child is sitting on a chair,
floor, table, or other structure. ° ‘

Standing. Codg standing regardless of where the child is standing.
Moving. Code when locomotion is involved. Do not code fidgeting as moving.
Lying Down. Code when the child is in a prone position, regardless of the classroom
activity. .
Academic Behavior.

Reading. Code when tue child has all appearances of readlng (looking at pages in books,
perlodlcally turning pages) Book must have words.

Writing. Code when the ‘child ls using a pencil, crayon, or other writing ‘instrument to
print or write letters or words. If the child is reading and writing, gode as reading when
no writing is being done.

Math. Code if the activity is math and the child is involved with the activity. Code
even if the child’ia reading or writing math problems.

Observing OnLing Activity. Code when an activity is being explained or demonstrated
or when some topic is being presented and the children are supposed to be listeniﬂg.
Activity must be appropriate for the classroom.




Figure 55. Sample-of a Classroom Map for Coding Purposes.
. _ Social m »
| studies(0) | T .
(8]
®
2 .
m ]
Study § 2 " Reading (R)
. o . C Area :)
4 Listening (LY oo ‘ . ,
Outside (l) . ‘ . O . ' I
Math (M) | i
. \ 1
Q Sensorimotor (G) o ’
Blocks (B) ‘ Study Area T
@ - '
@
o
5 - |
D Water : :
3 Ol | q
<)
£
¥ "
Sand (N) 0 .
§ S
2 (] |
- { Housekeeping Home Base -
(H)
Art, s
(A)
Cooking (C) _ { Music o | .
b

| ’ 113
- . ‘5 ' ) 105




f

Other. All other academic or appropriate classroom behavior not specified above,
including art, music, science, social studies, and clean-up time.

Communication.

Listening. Code as listening when the child appears to be attentic}}p the person who is
speaking. Subcategories are teacher, aide, intern, peer, or other. ) -

Speaking. Code the individual to whom the target child, is speaking. If the child is
talking out loud or singing and has not directed this toward anygne, code as the
subcategory self. 'ghe subcategories are teacher, aide, intern, peer, self, or other.

None. Code when the child is neither listening nor-speaking.
3

Appropriateness of Behavior.

Appropriate-Attending. Code the time a child is behaving appropriately and his overt
behavior suggests he is actively involved in and paying attention to his work. This
includes productive independent activity such as reading, writing, painting,
constructing, or working with a teaching device; assertive work such as asking for help
or support; contributing information and ideas; cooperative behavior such as talking to
or working with peers; and appropriate dependent activity such as answerlng dlrect
questions and carrying out requests.

Appropriate-Transition. Examples of a child's behavior that are classified as appro-
priate but not as attending include arranging materials for work, waiting for help from
a teacher, sitting quietly in a chair but showing no overt preductive behavior, and
sitting while a teacher presents material but not responding to it.

Inappropriate-Nonproductive or Inappropriate Time or Place. Code as nonproductive

behavior looking around and engaging in repetitive physical movements such as rocking”
in a chair, swaying back and forth, fidgeting, or aimless wandering. For inappropriate

for time and place, code all appropriate behaviors performed outside the time limits or

in an inappropriate setting. Examples are continuing with one activity when it is time

for another to begin, not being in the appropriate place while carrying out work,

speaking out of turn, ahd interrupting another person.

Inappropriate-Aqggressive or Resistive, Attention Getting. For aggressive or resistive
behaviors, code direct attack on a child or teacher; grabbing, pushing, hitting, kicking,
name calling, destroying property; and physically or verbally resisting instructions or
directions. For attention getting, code activities which result in and are being
maintained by social attention. Examples would be bothering or annoying others,
criticizing, making noise, loud talking, clowning, excessivé’ hand raising, temper
tantrums, and excessive requests for assistance.

A sample of a completed Wasik-Day Instrument is shown in Figure 56. Space for
one set of ten observati)on periods is available on each sheet. The instrument requires
that an observation be recorded at regular intervals under each of the main categories,
thus providing short consecutive time samples. Observation at 30-second intervals is
possible, but reliability measures and tests of the instrument have been performed only
on data collected at one-minute intervals, so only this time interval will be discussed.
The observer ' should attend to the ongoing events throughout the one-minute time
period, make the necessary coding adjustments, and then record the behaviors. When
observing across a long period of time, observers should take breaks dfter every 20
minutes of recording. Other nonrecording times occur during outside play, lunch, rest

time, and other occasions when children are out of the classroom.
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Figure 56. Sample of a Completed Wasik-Day Open and T aditional Learning
" Environments and Children's Classroom Behavior Instrument.

CODING SHEET: Child:
School:

PLACE

. Page No:_ 3
Time: 8'32 Date: 2

ID No: 14 Grade:
Teacher: Drals@ Observer:

Home Base-Circle

Home Base-Other

VIivVvIVIVIV A e
v YV

Study Area

Center

General Room Space

Transition

Other
GROUP LEADER

Teacher

Aide

Intern
Special Teacher .

Parent

Peer

Other
‘None
NUMBER IN GROUP
1
2
3-8
9-15
16-25
26+
MOVEMENT
Sitting
Standing
Moving
Lying Down
ACADEMIC BEHAVIOR
"Reading
Writing
Math
Obs. Ongoing Act
Other
COMMUNICATION
l.istening
Teacher .
Aide
Intern
Peer
Group
Other
Speaking Yy
Teacher
Aide
Intern
Peer
Self .
Other
None
BEHAVIOR .
Appro-Attending ~~
Appro-Transition
Inappro-Nonprod/Time & Place

%

3
<
4
<

Inappro-Agg/Resist

Y

/1!
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In Figure 56, coding began when the child was in home base form‘circle actiwities,
with the teacher leading the group. During the first ten minutes, the child was
primarily sitting in a large group, observing the ongoing activity in the home base
group. During this time he spoke to both the teacher and to a peer, and his overall
behavior was codéd as appropriate. During the next five minutes the child began to
make the transition to the music center. The music teacher took over as group leader
in the home base area, and shortly afterwards the child moved to the music center,
remair{ing in a iarge group setting. The child attended appropriately during the first
five intervals and then began a transition for the music activities.- One can see an
instance of inappropriate speech with a peer during this time.

To use this instrument, ob'servers should be trained in the use of a basic time
sampling procedure using the coding sheet, pencils, and stop;watches. For individuals
.familiar with classroom settings, six to eight hours has been sufficient training time.
Olbserver.s should first learn the categories in the instrument and the layout of the room

from a map drawn for coding purposes. They should then practice coding data both

from videotapes of children in classroom settings and from observations in actual -

classroom settings. Then estimates of observer agreement should be obtained.
Observers should familiarize themselves with a new classroom for at least 30 minutes
prior to collecting data. \

In aggition to making observations on the instrument, the observers should fill out
the Daily Schedule Sheet. This sheet provides important information on timg, activity,
and place that may be necessar); to intefpret the data from the Wasik-Day Instrument.
"Figure 57 is an example of a completed Daily Schedule Sheet. - ; o

Before coding for r‘ésearch or evaluation purposes, an observer ahouId have
previously obtained overall agreement with a second observer of 85 percent or higher on
ratings of five different children. Estimates of total instrument observer agreement
should be obtained by collecting ten minutes of data for each comparison. Agreements
across all categories for ten minutes should be determ and the following formula
used: Observer Agreement = Agreements ¢ (Ehe total number of Agreements +
Disagreements) X 100. For the seven categories, ten minutes of data collected at one-
minute intervals results in 70 possible occasions for agreement or disagreement.

Next, percents of agreement should be determined for each specific category by
checking agreements dacross the ten minutes. The possible number of agreements and
disagreements is ten (Afor ten minutes of data collected on a specific category at one-
minute intervals). Training should continue until observer agreement on categories is
90 pe;‘cent or higher. R

In validating the use of this instrument, data were collected on 38 chiP%n (19
first graders and 19 kingergarten children) in an open classroom at an elem\entary school
in Chapel Hill, North Carolina. The classreom had two teachers a
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Figure 57. Sample of a Completed Paily Schedule.

A Completed Daily’ Schedule Sheet

Secheol Dk Classroom #7___

/2:37~.12:57.

Child __ Qonee Grade K
Observer whidi Date Ot 20
Summary of :Dai'ly Schedule '
- Time Ac+ivi+y/ Place Comments

o .

§.30 \
% dor- G0 @/M%cﬂw (‘)’nwia,)
?'10-G:30 - Cude
@30~ 10 Centenn
" J0:do- 1135 Limcho
/135~ 114 Circla
1141 )2 3¢ Qujwh—
© R3¢~ (237 Ugnader—
TV

Bt kit oo (s Jopptrild

JQAS7 ~ /1%

[19 = Q71 Conecar / % )

/.37-1.58 M@@I/nj oHuc CA«M - M
Ado w,,j_d{,,.vf{hrv

/49 -1.50 Oathirorn— '

Kl — Rocsos ard Hrmi—

team-teaching arrangement.
Data were collected on each’E\ild for ten minutes a day across four days. Four

observers coded the data. Children were randomly assigned to observers and to the
time of day for data collection.” For each ten-minute sampre of behavior, 70 judgments

were made concerning the child being observed. For the four days of data collection,

280 judgments were made concerning each child.
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To demonstrate the type of interpretations possible from these data, cross-
tabulations in frequencies and percents were obtained. In Figure 58, crosstabluations »
are presented to show the relationships between Academic Behavior and Group Leader. l
Figure 58 shows that of the total observations, 1.2 percent of timé was spent in reading
with the teacher as group leader, 1.2 percent with the aide, 4.8 percent with the intern,
and 3.8 percent when no one was identified as group leader. The total amount of time .
spent in reéding was 11 percent of the observed time under various group leader
arrangements. '

Figure 58. Crosstabulations of Frequencies and Percents '
of Academic Behavior and Group Leader.

Group Leader
Special .
Teacher Aide Intern Teacher Peer None Total

Academic , ) Freq/ ’
BeMavior , Row%
Reading Freq 14 13 54 0 0 43 124
" Cell% 1.2 1.2 4.8 0. 0. 3.8 11
Writing Freq 5 2 5 0 0 56 68
Cell% 0.4 0.2 0.4 0. 0. 5 6.
Math Freq 19 0 18 0 0 22 59
- Cell% 1.7 0. |- 1.6 0. 0. 1.9 5.2
Observing Freq 28 3 ’36 0 0 24 91
Cell% 2.5 0.3 3.2 0. 0. 2.1 8.1
Other Freq 129 122 134 48 1 347 781
Cell% 11.4 10.8 | 11.9 4.2 0.1 30.7 69.1
Total Freq 195 140 247 48 1 492 1123
. Cell% 17.3 12.4 | 21.9 4.2 0.1 44.2 99.4%
*Missing data =.1.6% of total

Additional data analysis can be conducted. Far example, of the time spent in
reading, which was 11 percent of total academic time, 11.3 ‘percent (14 out of 124) was
when the teacher was group leader, 10.5 percent with the aide, 43.5 percent with the
student intern, and 34.7 percent when no one was identlified as a group leader; no time
e was spent with the categories of special teacher and peer. .Each of the other row
categories can be compared in'a similar manner. Additionally, comparisons can be
made for the amount of time spent in each Academic Behavior category separately for
each group leader. Thus, looking at Academic Behaviors when the teacher is the group
leader, 7.2 percent (14 out of 195) of the time is spent in reading, 2.6 percent in
writing, 9.7 percent in math, 14.4 percent in observing ongoing activity, and 66.2

percent in other activities. Similar comparisons can be made for each of the other

‘P"oup Leader headings. . *
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Although the authors were primarily interested in the three Academic Behaviors
of reading, mathematics, and writing, the high percentage of time coded for "other"
under Academic Behavior in Figure 58 indicates the need to divide this category into
additional headings to better define the academic classroom activities of the children.

The relationship for all the other categories in the Wasik-Day Instrument can be
looked at by obtaining frequencies and percents of crosstabulations as was done above.
For example, the amount of time spent in different classroom areas, noted as Place,
can be compared to the amount of Academic Behavior ‘demonstrated in each of these
areas. Likewise, Place can be compared to the amount of time in Appropriate-'

Inappropriate Behavior.

STUDIES USING THE WASIK-DAY OPEN AND TRADITIONAL LEARNING
ENVIRONMENTS AND CHILDREN'S CLASSROOM BEHAVIOR INSTRUMENT

Several studies were designed to explore the behavior patterns of children in the
developmental program presented in this series of filmstrips.

Three specific questions were asked: 1) What are the patterns of appropriate and
inappropriate behavior across the academic year? 2) How do appropriate and
inappropriate behavior patterns (/ary as a function of the use of classroom space,
especially learning centers? and 3) How do appropriate behaviors vary as a function of

group leader? ’

Data for tr‘wgse studies were collected from a multi-age classroom including both
kindergarten and first-grade students at Seawell Elementary School in Chapel Hill,
North Carolina, from the fall of 1978 through the spring of 1980. During the study,
student behavior was observed, tracked, and recorded using the Wasik-day Instrument.
At intervals of one minute, student behavior was observed and then recorded as being
either 1) - Appropriate-Attending, 2) Appropriate-Transition, 3) Inappropriate-

Nonproductive, or 4) Inappropriate-Aggressive/Resistive.

“




Because Qbaervations were taken repeatedly over a period of time, it was possible
to obtain data on how patterns of student behavior might vary or remain constant

during the course of an academic year. Figure 59 shows recorded levels of student

behavior obtained during fall, winter, and spring of the 1978-79 school year.
| FiQUre 59. Kindergarten and First-Grade Behavior Across
the Academic Year.
Kindergarteﬁ
Fall 28 Win 79 Spring 79 Mean
Attending _ﬁ 65.00 ) 69.52 62.87 68.45
Transition 25.89 24.45 22.67 22.55
Nonproductive 8.23 5;87 13.66 8.19
Aggressive/ 0.88 o 0.16 0.00 0.32
Resistive .
~First Grade *
Fall 78 Win 79 Spring 79 Mean
Attending 65.70 74.36 70.56 69.62
Transition 28.76 v 19.16 18.39 ' 22.03
Nofiproductive - 5.36 6.13 10.16 8.03
Aggressive/ 0.17 0.34 " 0.89 0.29
Resistive

’

It was noted that the greatest percentage of Attending behavior for both
kimdergarten and first-grade students occurred during the winter term, and the greatest
percentage of Nonproductive (wandering, daydreaming) behavior for both groups .
occurred in the spring. The Transition behaviors for both kinde&p‘rten and first grade
decreased steadily throughout the school year. Aggressive/Resistive behavior among
kindergarten students decreased throughout the year, while Aggressive/Resistive
behavior among firat-"grade students slightly increased. The overall percentage of -
appropr'iate student behavior remained conéistently high.

N The combined data from the .observations comparing student behavior with
classroom locations aqd learning centers for the kindergarten and first-grade students

are displayed in Figures 60 and 61.

12¢ -
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Figure 60. Combined Data for Behavior vs. Place in Kindergarten. N
Appropriate ' Inappropriate
. Aggreasiv:/
Attending Transition Nonproductive Resistive
Home Base, Circle 80.90 * 13.07 4.52, 1.01
Home Base, Other 73.07 21.58 4.85 0.50
Study Area 65.72 22.92° 10.95 0.41
General Room X 41.01 47.00 11.52 .o.as |
Centers ¢ . :
Reading 48.76 36.71 16.53 / 0.00
Writing , 66.19 24.46 9.35 0.00
Math 69.72 16.73 13.55 0.00
Listening 86.25 6.25 " 7.50 0.00
Research 65.03 31.90 3.07° 0.00
-~
Art 72.29 19.11° 8.60 0.00
Sensorimotor 85.40 12.41 1.46 .73
Housekeeping " 80.00 9.57 10.43 0.00
Blocks : 72.55 17.65 9.80 0.00
Total Percent 69.76 21.34 _ 8.63 0.24

The most important finding was the high percentage 6f appropriate behavlor
observed. Attending behaviors and Transition berfaq\/iora, when considered collectively
as appropriate, sccounted for 91.13 percent of all kindergarten behavior and 91.96
percent of all first-grade behavior. This means that for both kindergarten and fi;tt-
grade children, less than one-tenth of the students' time was spent in inappropriate
activity. Also, in both classes less than 1 percent of all behavior was characterized n .
Aggressive/Resistive. In first grade, the least productive place in the classroom wua
shown to be the study area where students were assigned to . complete independent

seatwork.

-~
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Figure 61. Coj'nbiqed Data for Behavior vs. Pjace in First Grade.

Appropriate

Inappropriate

Aggressive/

Attending Transition Nonproductive Resistive

“Home Base, Circle 79.84 18,52 1.23 0.41

"Home Base, Other 71.49 24.05 4.04 0.42
Study Area 67.69 18.12 © 14.08 0.11
General Room 61.92 31.54 6.15 0.38
s Cent‘ers |

Reading _ 68.35 18.71 ' 12.59 0.36

Writing 73.86 15.03 11.11 0.00

Math 75.62 18.41 5.47 10.50

Listening 69.44° 19.44 .11 0.00

. Researgh 72.79 22.79 4.41 0:00

«  Art 68.00 21.50 © 10.50 0.00

Sensorimotor 89.86 | 4.35 5.80 0.00

Housekeeping 86.96 - 8.70 4.35 “. 0.00

Science 69.63 18.85 9.42, 1.57

© Total Percent 73.50 18.46 773 0.29

L L}

—
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The combined data comparing kindergarten and first-grade student behavior w'i)th

'group leaders (teacher, aide, intern, special teacher, parent) is shown in Figures 62 and

63.

In examining these two tables, several interesting observations can be made. The

kindergarten students had the highest percentage of appropriate behavior while' under

the supervision of a parent, while the first-grade students had the highest percentage of

appropriaté behavior when under the supervision of a special teacher (music, art, P.E.).

The kindergarten students had the smalleét percentage of appropriate behavior when

working independently, while the first-grade students had the smallest percentage of

appropriate behavior while under the supervision of a parent. Throughout the study, no

122
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. Figure 62. Combined Data for Behavior vs. Group Leader in Kihdergarten.

- o | o ' - Appropriate . , Inappropriate .
B : ' . A Aggressive/ \
Attending Transition Nonproductive * Resistive
‘ Teacher - 71.04 23.91 421 ' 0.67
: Aide ' 73.69 ~ 20.18 4.48 0.30
Intern . © 70029 T 23.32 6.23 . . 0.16
_ Special Teacher’ 90.00 0.00 -10.00 0.00.
o . Parent * 95.45 4.55 0.00 0.00
" No Leader | 65:81 2.0 " 10.85 0.30
Total =~ S 77.71 T 15.83 5.96 0.24

. . CoN A
Kindergarten students spent 54.97 percent of their time without direct adult supervision.

’

Figure 63. Combined Data for Behavior vs; Group Leader in First Grade.

b Appropriate ) ‘ Inappropriate
- ’ : Aggressive/
Attending .  Transition Nonproductive Resistive
' Teacher o 75.18 22.58 2.13 Q.12
Aide 69.06 ' 25.78 4,71 7 0.45
Int : 74.3 19.74 5.62 0.32
A ntern | 2 . k
Special Teacher 90.79 . 19,21 - 0.00 0.00
' ' . . {
Parent 76.92 7.69 . 15.38 0.00
No Leader ' 65.76 - 22.28 11.59 0.33
Total 75.34 17.88 6.57 0.20

v - L3

'First-gréde students spent 54.50 percent of their time without direct adult supervision.

]

instances of Aggressive/Resistive behavior ‘were recorded for either kindergarten or
first-grade students while under the supervision of either & parent.or a special teacher.
In interpreting these data, one must keep in mind the fact that children spend

different amounts of time with these adults. In summary, kindergarten children were

)

[
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recorded as spending the following percents of time with adults as leaders: teacher as
leader, 13.78 percent; aide, 15.52 percent; intern, 14.42 percent; special teacher and

parent were both less than 1 percent. The leaders for first-grade children are as

follows: teacher, 19.09 percent; aide, 10.07 percent; intern, 14.06 percent; speéial

teacher, 1.72 percent; and parent, less than 1 percent.

It shpuld be noted that both the kindergarten and first-grade students spent over
half of their classroom time (kindergarten, 54.97 percent; first gi‘ade, 54.50 pércent)
working independeritly without direct adult supervision. For both classes, the total
amount of inappropriate activity while working independently was below 7 percent, and
the total amount of Aggressive/Resistive behavior was less than 1 percent. In Figures
61, 62, and 63 the overall rate of appropriate behavior is very high. '

In conclusion, when lookiné at student behavior across the academic ‘year in the
various classroom areas and with different group leaders, one sees a pattern of activity

(see Figure 64).
\

Figure 64. Overall Behavior by Categories.

Attending Transition Nonproductive - ' Aggressive
First Grade . - 769.62 22.03 8.03 0.29

Kindergarten 68.45 - 22.5 8.19 0.32

N . ’
The kindergarten and first-grade students generally spent about two-thirds of their time

attending to instruction or learning activities. A little less than one-quarter of their
time was spent in ransitional activities. Combined, these figures show that the
students spent 91 percent of their time engaged in appropriate classroom behaviors.
Consequently, these students were observed as being off-task only 9 percent of the
time. These. findings are particularly interesting in view of the fact that these
kindergarten and first-grade students were workir\mg independently without direct adult
supervision over half of the time they' were in the classroom. Addit.ional research on
- other. variables on the Wasik-Day Instrument will add additional inforrhation on the
developmental classroom as shown in thesgtitmstrips. These variables include number
in group (for instance, the relationship between appropriate and inappropriate behavior
in different size groups, and the amount of time spent in different size groups). In

addition, the' amount of movement in the classroom can be observed in relation to other




variables, such as academic behavior (reading, writing, math) and the amount of
appropriate or inappropriate behavior. The amount of communication in the classroom
could be analyzed in relation to place, group leader, number in group, academic
behavior, and so forth. Crosstabulations can be used to analyze any number of variables
on the instrument in order to answer questions raised regarding early childhood learning

.environments. v
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Worksheet 1. |

Weekly Schedule for Contract Groups.

Weekly Schedule for Conhr-ac{' Q roups

Contract Groups.
Number in group:

Centers ' | Monday

Tuesday

Wednesday

Thursday

‘Fridoy

125
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| Reodiv\g LOQ/DONY Record of Contract WwWork

Date:

Menday

Tuesday

Wednesday

Thursday

Friday

Nawes

Skills

Contract

Skills

Coriract

Skills Contract

Skills. Corriracf

Skills

Contvact

130’
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, Worksheet 3. Weekly Planning Sheet. )
Weekly Planning Sheet Group

Day Reading Group Math Group
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Worksheet 4. Language Arts Skills Checklist, Page 1.

4 a
PS

. CHAPEL HILL-CARRBORO CITY SCHOOLS
Language Arts Skills
K-3
’;A Name ) School '
. Skills listed below are on different levels of difficulty and will be taught at different
times during the K-3 period.

Teacher

Year

"l. Knows own name
2. Can reproduce images
(eye-hand coordination) -
3. Top-bottom, left-right ‘entation
" 4, Categorizes :
5.
6

Recognizes objects and names orally
Recognizes pictures “(can name and
sequence)
}\ X 7. Recognizes and names the basic col-
A - ors.
4 8. Sees differences and likenesses in .
words, pictures, and letters
] 9. Recognizes letters of the alphabet . . E . |
N Lower case Upper case :
~ 10. Consonant sounds:
bedfghjklmnpqrstvwxyz
11. Applies consonant sounds to:
a. initial position in words
b. final position in words
c. medial position in words
12. Two-letter blends:
" sh st bl pl tr fr wh th ch fl cl gl sp sm
sn sw tw
13. Three-letter blends:
str sch thr spr spl chr
14. Ending consonant blends:
Id nd ft st It ng nt mp
15. Consonant diagraphs: T
wh sh th ch ck ng gh ph |
16. Rhyming words .
17. Compound words from basic vocabu-
lary
18. Contractions from basic vocabulary
19. Root words
20. Endings:
ed s es ing er est ly
21. Vowels
a. short a, e, i, 0,u
+ b, longa,e,iou
22. Syllabication
a. rules
b. applicatian of rules
c. understands use of primary !
accent mark -

Y4
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~ Worksheet 5. Language Arts Skills Checklist, Page 2.

23. Dictionary skills )
- - a. alphabet in order 3 : .

~ b. alphabetize words to first letter

c. alphabetize words to second ’
letter N

d. locate words in a djctlonary . il

24. Aptonyms, synonyms,"homonyms .
a. identification _ ~
b. * use -

25. Reading comprehension

a. follows printed directions

b. sequence

c. main idea

d. can locate information in a story -

e. can draw logical conclusions

f. classify items ‘ A )

g. use of table of contents . '

h., wuse of index _

i. can determine source for obtain-
ing information (dictionary,
encyclopedia, Iingex, glossary,
and so forth) N

26. Oral reading
a. reads fluently .
) b. reads with expression 2
.27. Writin
a. correct formation of letters
b. writes legibly and Seatly v .
28. Capitalization -
a. proper-names

b. first word in sentence . : .
c. first word in quotation marks .
29. Punctuation '
s a. period < —

b. question mark
c. exclamation mark

d. quotation marks .
30. Parts of speech ,

a. nouns

b. verbs

c. adjectives

d. pronouns , N\
31. Spelling — practical application '
32. Liatenlng '

a. follows oral dlrectiona t
b. sequence
c. main idea
33. Dolch Basic Sight Vocabulary
o

v

1st year Number - 3rd year Number
Date, Date - -

2nd year Number ' 4th year Number oo -
Date ’ Date -

133
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. . Worksheet 6. Mathematics Skills Checklist,Page 1.

CHAPEL HILL-CARRBDRO CITY SCHOOLS
Mathematlca Skills

-~

‘\ ’ ’
Name \( A School . ' . -

Skills llated below are on dlfferent levela of difficulty and will be taugh t different |
times during the K-3 period. , ‘ |

4 .
Teacher
. Year ) o7
h SET CONCEPTS
1. Recognizes sets : ) ‘ .
. . 2, One-to-one matching g
~ 3. Equivalent sets v i N
.

SEQUENCES

1. Pattern recognition

2. Counts and knows séquence of '
numerals 1-10 |
Counts to 100 by 1s N |
Counts by 2s, 5s, 10s \*\\‘ |

Less than, more than
Knows numbers before and after
& _ “‘ > Odd and even numbers

O\\ﬂk\ﬂ
e o o

GEOMETRY N

1. Understands spatial relationships

2. Geometric shapes

3. Notes comparisons, sizes, ahepea,
forms

NOTATION -

1. Formation of numerals 1-10
2. Number words (one, two, and so

. forth) ”
3. Symbols

plus + ) minus -
equals = placeholder @

\ grester than, less than > <

N

multiply X divide-3-

—
cents ¢ dollars §

decimal .

Q | ‘\ 7 1 3 ‘
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Workehéet 7.

OPERATIONS

* Addition
1. of numbers 1-5
2. of numbers 6-10
3. of numbers }-20
4. of three numbers
5. of two- and three-digit-numbers
6.

wkt\‘hhregrouplng

+ Subtraction
7. of numbers 145 -
8. of number 6-10

9. of numbers 10-20
10. of two- and thrase-digit-numbers
11. with regrouping

Multipiicstion
12. facts through 5
13. facts through 9

14. fects of two- snd three-digit-

"~ numbers .
15. facts with regrouping

Divislon :
16. division of sets ,
17. division as ths Inverse of
multiplication [
18. division of two- and thrae-place-
numbars
19. using a remainder

RATIONAL NUMBERS

1. Understands fractional concapts
2. Coan use fractions in computation

PLACE VALUE

1. Identifies
. ones
b. tens
c. hundreds

2. Uses place value in computation

4

Mathematics Skills Checkljst, Page 2.
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‘Worksheet 8, = Mathematics Skills Checklist, Page 3.

’S{:jq’f,
- + MEASUREMENT
- 1. Liquid -
2. Linear
- 3. ‘Weights. - .
4. Temperature
5. ,Time
BASIC PRINCIPLES | Coe
1. Commutative principle
2. Associative principle :
3. Distributive principle : .
\ PROBLEM SOLVING .
' 1. Simple oral problemnis
~ 2. Written problems :
&
”~
-
- a A i = ° |
A ¥
. '
) >

‘ e 136
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Worksheet 9. Readiness Skills Checklist.

. Readiness
Skills
Checklis‘\‘

Participates
smoll + la(ge groups

WD\ -

Follews oral

instructions

. Language ‘\
concepts -

" Names Caprtal

letters

Names lower

Case letters .

Knows sounds of
letters

. Naynes numbers
. j | | I-16
_ ‘ : | Counts o —

. | ‘ ' Wri+es numbers
60—

Names shapes

; o Drows shapes

- ; : , . | | Can 0dd /Subtract

+o —_—

P

Writes name

Readin ‘evel/
'Ian3u03¢ eupenence

Sc\'ss ors

2 ' 1 'RCt.ﬁmzes
_ ‘ centdr symb ols

Knows color code +
location of Canters

Qecosm'z.es colors

Reads color
word $

Uses contact
4 _ Cenders effechively




Worksheet 10.

/

First Grade Basic Skills Cbecklist.

ETTY,
45174334)
130¢g

wl

-spuas ?
-]

Skills

Writes hame

Names upper
case letHer

Names lower
case lethers

Knows letrer sounds

‘Writes upper and
lower case leHers

Reads color words

Readina level

Uses basic sight
vocabulary

Uses phonies skills

Works independently

Completes tasks /yses

| contracts effectively

Writes numbers

Counts fo ——

Adds ¥ —

Subiracts to

138
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+ Worksheet 11. Inventory of Basic Concepts for Five- and Six-Year-Olds, Page 1.

Inventory of Basic Qogcep’rs for 5and & Year Old;

Name — Date

Teacher - Age /grade

. Tell wme your nome .
2. How old are you©
3. When is your birthday ©
4. Show ﬁne your right hand. °
5 What 'is your mother's name?

What does yo:)r mother do©
6. What is your -Fai-her‘s ndme °
th'\' does your Father do ™

-7 Do you have any bro’rhers and snsi‘crs?

%. What 'ts your address (whgerevdo you I‘i»ve) [¢ ﬁ\

? What s your phone number ?
10. Show me your )eF+ haﬁd.
|- W hat . dbes a ‘+eacher do?

'. |2 Wha’r does o poluce oFFncer do?

|3 What is aPam.ly

13y




Worksheet 12. Inventory of Basic Concepts for Five- and Six-Year-Olds, Page 2.

Name the leHers:

BFCHIDGEUJAK
LPSMQNTU
X v

5
L
c e gaf hbiljkdy

‘nprtosqg xywumz

what sound does +the letter makef °

B N__ X __ A __
cC P __ Y C
D S |
P VQ___ 7 (ID_
G R _
- U__
J___ T

v

TR p—

‘ o " ] 140 | , 131




i ‘ T
Worksheet 13. Inventory of Basic Concepts fg‘r&F ive- and Six-Year-Olds, Page 3.

Name the numbers.

2 4 7 105 9 |

Count as far as you can .

Write the r\umbers l’—ID ot




Worksheet 14,  Inventory of B\agic},#epts for Five- and Six-Year-Olds, Page 4.

_Name +hese shapes .

ANO

Draw these shapes'

circle ” square ’m’ansle

-

TCC*QV\S\E diamond

133




Worksheet 15. Inventory of Basic Concepts for Five- and Six-Year-Olds, Page 5.

. 3 g e 5 g 3

v
+ | +2 +0 +1  +3 +b * ¥

+

Subtract:

y 3 6 % 6 9 12 b
-1 -2 -0 3 b -H

Write Your name'

N |
Reqding level .

Use of pencil :

Use of scissors:




Worksheet 16. Inventory of Basic Concepts for Five- and Six-Year-Olds, Page 6.

Colors.

Recoam’zes_- | ‘Reads word .

red P -\

yellow
blue

green

purple‘

orange

bl“ack

brown

white

e

Self por‘h'al+‘. " ” .
How de+Qc|ed ? (Number of bod parts, use of ]
~ .double lines vQH\er than "shicks,

etc.) '

Use of ca|or*?’

B Qo 144 ‘ : . I35




Worksheet 17. Inventory of Basic Concepts for Five- and Six-Year-Olds, Page 7.

Center et | bocwion | Enowcose | Beots
Social Studies| OB
“Art | e,
Language  |ABc
Puzzles &%
Listening | &d
Reading -
Blocks ] T
Research cer
Outdoors A
| Dramatic Play iR
Math S | 2e2-4
Science R
Puppets 2
Writing =
TV 1]
Library [1%e




Worksheet 18. Easy F ollow-Up Worksheet for "Faster Than, Slower Than."

~ . . Name

Draw and color an object that is faster than a
car..

146
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Worksheet 19.

Intermediate and Difficult Follow-Up Worksheet for "Faster Than,
Slower Than."

Name

List 2 objects that

List 2 obJec'\'s'-Hno'l'
move faster +hqn a car,

move slower than a Sar.

- emm e e -

Drow and color an ObJéc+

-Dfaw and cCelor an objed
+hat is slower than a car.

that is Faster than a car,

4
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Worksheet 20 Easy Follow-Up Worksheet for "Is Work Being Done?"

’ r w \\_“//
| Name : |
Is work being c\ome'.’P , D
Color H\e p|c+ure§ +hat show work/ being done
Trace the wonds under the ptdufes o
4 M\
—>
N3OV (;:r;; , N C"'z";\
Nl
. “ \
WO i
‘ 14§ 139




Worksheet 21. Intermediate Follow-Up Worksheet for "Is ka@eiug Doné?"

B

Name

I:Te work be'mé done ¢ L ook ot the pictures,

2 .Write ‘work or no werk under each picture.

7

3. Color the p|c1‘ures thot show work bemg
- , -~ done.




: Workshget 22, Difficult Follow-Up Worksheet for "Is Work Beiﬁg Done? - -

Name -

Is work® being done T Answer yes or No,

]

\. Jack s ‘wcshing‘ o\isbes.
2. Me’gon s qs\eep,‘

- 3.Chorles is jumping rope.

i1y The doﬂ IS scra‘l'chmg his ear.

5. The cat s purring .
b. Montego s ‘reodi‘nﬂ.

Draw and colpr yoursé|$ wérkins,

15¢
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Work is done when we move on obdec+ from one. plqce Yo -

another. We move objects by I-thgT droppmgplz pgsbmg—y
OT‘ pui\mqé—- . DO +€'\e GXPQYIMEH"" Record )’O(Jr OV)SWQYS :

How would You nove ‘H'\ese ‘H’\mgs? (Cn%rc\e) +he answer.

pu\lowg from the . | ' B
+ab\eT'T' Yo the llﬂ' 1\ a\rbp\l, | pus\f\ pg\\ \é’ .

—
—

-F ‘OOP

it
174

A wagon Srom

one place +o another, | h‘H_ ,‘\ drop\L pwsh pu” <— .

~ Easy Follow-Up Worksheet for "Push-Pull, Lift-Drop."

A +eddy from +he . - | -,
Floor *o %\ne. ﬁb‘e T\' II‘F"’ 1\ ' drop \L | push pu” < |

N

A box of blocks@ | L ﬁ .
from one place 1 Lifs T drop \» : \OUS)’); pu|| &

‘4» another.

"
~
o=t
o
Q
£
0
“
o
2

A chair i from one

Fasle TT_ 20| ift 4 drop¥  push,  pull <
avle ' N | : |
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~ /

" Name ~

Work is done when we move an object From one place fo -
another We move objects by lifting, dropping, pulling, pushing,

_ g fesusiiom

F——

How ‘would you move these objects? Write your answers.

A pillow YA from the - P ,‘,.Q'_;;,< _‘ o o
 table to. the floor. . ) L i

cdoagrq v

‘lind-ysnd,, 40} 188(SHIOM dN-MO[I04 INIIIA PUB 33BIPaUIIEIY]

A'. wagon : 'FV'OM one | | - R | ﬁ
place +o another. - . T BT

A teddy , €rom +he
. floor +o +he‘+able .

A ‘ox of blocks £

-ervh one place +o ancther. “u
v“ ‘

A chair frem - one .

Fovle to another. HTT

S 2 154




Worksheet 25, Easy Follow-Up Worksheet for "Wheels."

Name

¥

Put +he wheels on '\'\we machines so +hey can move more

COSMY

0y CarTiags

cu*’
I
tricycle: -
’ ©0
tractor “  baby carriage

EKCm

Aruitoxt provided by Eic:
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Worksheet 26. Intermediat® Follow-Up Worksheet for "Wheels."

L Put +he wheels on the
. Yricycle so it will wove
more €asily. Color
Hhe +TI'CYC.|€. /

=~ ~
\\
/ \
. \
\
_ [ \
/ N \
/ \ \ !
\ /
( ] \ /
\ / N p
\ V4
\ / A S 7
\\~__//§' “\ ’/

Full Tt Provided by ERIC.

ERIC - | -~ 156

145



Worksheet 27. Difficult Follow-Up Worksheet for "Wheels."

| Name

"Yes or No ©

: |.Wagons have wheels.

2. Dump trucks have wheels.
3 Sleds _hay\e,_,,W\nee\s. |
4 Bikes have wheels.

5. Skates have wheels.
. Boats have wheels.

7. Airplanes have wheels.

Draw and color your favorite vehicle with wheels /




Wérksheet 28. ) Easy Follow-Up Worksheet for "Inclined Planes." -
| Name 5
Do +he experiment. |
Which .car went faster? your answer..

n

)

: | ==
Trace the names of 3 inclined planes.

. "Kd \er i

7 side A

« Draw and color an inclined plane.
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Intermediate and Difficult Follaw-Up Worksheet for "Inclined
Planes."

- Worksheet 29.

»

Name

b

| Mguamntﬁiﬁr?‘@mmw&er.

List 4 inclined planes’

|,

2
3.
't

Draw and color an. inclined plane that
you have used /

LCae

Full Tt Provided by ERIC.




' ) Worksheet 30. Easy Follow-Up Worksheet for "Levers."

| Nome
~m+%e, easiest way of lif+ing the bex,

-

Draw and color 2 levers.

Q . "
B ‘ S ! 149




Workshest 31. Intermediate and Difficult Follow-Up Warksheet for "Levers."

Nome. -

-H’\e easiest way of lif+ing - +he box.

S

=1

with  hands

]

with a -lever

List 4 levers.

2.

3 .
't

Drow and color o

lever. ,

16




Easy Follow-Up Worksheet for "Pulleys."

Color the parts of the pulley Trace +heir

names.

: -’
SR R
" H(:nl ;6

!Ou.'.’-.'ey

Worksheet 32,

Q_

oase rybber bang




° Worksheet 33, Intermedi’e and Difficult Follow-Up Worksheet ‘for "Pulleys."

14

) a. : . me‘ .
Color and label +he parts of the puliey,

L
' »
- M .
. ) .
4 ) ) . '
¢« /
. , , . ‘




Area: Topic® |
‘Concept: : , .
| Objective Group Activity | Science/ecial Studies Cenfer Activity Other centers
| ’Eva\u/ahow'\f Evaluation.
Concept: ; B | .
9.{] Objective Group Activity ScienmlSocial S’rudiesccvﬁ!rACh'w'}y Other centers .
W
Evaluaton’ Evaluation,
ERIC. 164
, 165
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Unit Planning Form, Page 2.

N
'I\
uo'
o
o
£
(]
X
|3
)
2

A@@f Topic’ |
Bulletin Board Books /AY Materials | FieldTrips
‘ "Resource people
J
< -~ ,
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Worksheet 36. Wasik-Day Open and Traditional Learning Environments and
Children's Classroom Behavior Instrument.

. Page No: .
. Time: © Dates
CODING SHEET: Child: ID Moz Grade:
' School: Teacher: Observer:

PLACE
Home Base-Circle
Home Base-Other
Study Area i}
Center i
General Room Space ' ' .
Transition ‘
Other :
GROUP LEADER
Teacher ,
Aide ’ _ -
Intern
Special Teacher '
Parent L]
Peer
Other
None
NUMBER IN GROUP
1 !
{ 2 |
3-8 -
2-15 .
16-25
26+ d
MOVEMENT
Sitting ‘ ]
Standing ’ «
Maving
Lying Down
ACADEMIC BEHAVIOR
Reading
< Writing
Math
Obs. Ongoing Act
Other . » :
COMMUNICATION
Listening
Teacher
Aide
Intern
) Peer 3
Group
Other
Speaking
4 Teacher
Aide
Intern
Peer .
Self
Other
None
BEHAVIOR ; 2
Appro-Attending
Appro-Transition
Inappro-Nonprod/Time & Place
Inappro-Agg/Resist .

16s
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